=

C

@ M G EUROPEAN CENTRE FOR MODERN LANGUAGES
< CENTRE EUROPEEN POUR LES LANGUES VIVANTES
> VW

Nikolaiplatz 4, A-8020 Graz, Tel.: +43-316-32 35 54, Fax: +43-316-32 35 54 4, e-mail: information@ecml.at

Deuxieéme programme d’activités a moyen terme 2004-2007

Projet D3 — CLIL Matrix
La matrice de qualit¢ EMILE

« Obtenir de bonnes pratiques dans l'enseignement d'une matiére
par l'intégration d'une langue étrangere/ éducation bilingue »

Rapport de I’atelier central 6/2005
(Graz, Autriche, 3-5 novembre 2005)

Equipe du projet:

Coordinateur:
David Marsh (Finlande)

Membres de I’équipe du projet:
Do Coyle (Royaume-Uni)

Stefka Kitanova (Bulgarie)

Anne Maljers (Pays-Bas)

Dieter Wolff (Allemagne)

Bronislawa Zielonka (Pologne)

Langues de travail:

Anglais, francais

* X %
*
* *
*
* 4 *

COUNCIL  CONSEIL
OF EUROPE  DE L'EUROPE




Le rapport est accessible en anglais et en frangais sur le site web du CELV.
http://www.ecml.at

Merci de bien vouloir informer le Directeur exécutif du CELV de toute traduction compléte
ou partielle du rapport et de lui en envoyer une copie.

Contact:
Directeur exécutif
Centre européen pour les langues vivantes
Conseil de I’Europe
Nikolaiplatz 4
A-8020 Graz
Autriche
courrier €lectronique: information@ecml.at

Projet D3 — CLIL Matrix — La matrice de qualit¢ EMILE
Rapport de I’atelier central 6/2005 (Graz, 3-5 novembre 2005)
Centre européen pour les langues vivantes 2


http://www.ecml.at/
mailto:information@ecml.at

Sommaire

Rapport de Iatelier central 6/2005: MATRICE DE QUALITE EMILE .........c.coevvruenn. 5
Présentation du processus de I’atelier .......cccvvieiiieiiieeiie e 5

Présentation des résultats de I’atelier: problémes-clés apparus au cours des interventions et

€ 18 ISCUSSION . ...ttt e e e e e e e e e e ae e e e e e e e e aeeeeeeeeearaaaeeeeas 6
POINES COMEIOVEISES ... ssesesmnneenennnnnnnmnn 9
PrOCRHAINES ACTIOMS ..ottt e e e e e e e e e e e e e e e e e e e ee e e eeeeeeeeeaaaaaaaeeaeas 9

Addendum: Participant interventions

(annexes uniquement en ANGIAIS) ..ccccceervriiiirrcrsriesssnncssrncsssicsssisssssnessssissssssssssssossssssssssoses 11
Approaching CLIL
Dieter WOlf (GEFMIANY)..........cccuevcueeiieeiieeiieeit ettt ete et ae et e sabeebeessbeesaesnseenne 11
Communicating CLIL through Audio-visual Resources
Maria Jesus Frigols (SPAIM) .........coocveecieiiiiiiiiiieeieeeieeete et ete ettt et bee e esaesnaeenne 27
The Central Role of Language Learning/Teaching Methodologies in CLIL
Aine FUPIONG (TFeland) ..............c.cocveviieiiiiiiieiiieee ettt sae e 28
CLIL in Hungary
JUdit KOVACS (HUNGATY) ..ottt ettt ettt et e snaeeseesnaeebeesnseeseens 30
CLIL in Finland
Heini-Marja Jarvinen (Finland) ................ccccoooieiiieiiiieiieiieeiieeieeeie et 32

Projet D3 — CLIL Matrix — La matrice de qualit¢ EMILE
Rapport de I’atelier central 6/2005 (Graz, 3-5 novembre 2005)
Centre européen pour les langues vivantes 3






Rapport de Patelier central 6/2005: MATRICE DE QUALITE EMILE

David Marsh (Finlande), Do Coyle (Royaume-Uni), Stefka Kitanova (Bulgarie), Anne Maljers
(Pays-Bas), Dieter Wolff (Allemagne), Bronislawa Zielonka (Pologne)

Présentation du processus de I’atelier

Cet atelier du CELV avait pour théme la description des bonnes pratiques dans I’approche
pédagogique intitulée Enseignement d’une matiére par I’intégration d'une langue étrangere
(EMILE). L’atelier a identifié¢ et examiné les conditions et compétences essentielles requises
pour atteindre et maintenir une qualité élevée.

Dieter Wolff (Allemagne) a ouvert les travaux avec une contribution initiale « Approche
d’EMILE » qui a amené I’audience a une compréhension partagée d’EMILE, en particulier
concernant l’enseignement des langues et des maticres. La majorité des participants
provenaient du monde de I’enseignement des langues et cette étape €tait importante pour
illustrer la position d’EMILE vis-a-vis d’autres approches pédagogiques telles que
I’enseignement de langues pour des objectifs spécifiques et I’enseignement communicatif des
langues. Stefka Kitanova (Bulgarie) a suivi avec un exemple d’utilisation de ressources de
qualit¢ dans EMILE (La science dans le monde). Cette présentation a montré comment des
formes diverses de supports didactiques et de méthodologies et des outils de mise en réseau
peuvent faciliter le travail de I’enseignant EMILE. Anne Maljers (Pays-Bas) a ensuite abordé
un exemple holistique montrant comment examiner et définir la pratique EMILE a 1’aide d’un
Cadre sur la qualité.

Les interventions des participants pendant le premier jour ont porté sur la position d’EMILE
au sein d’un cadre d’éducation aux langues et sur les expériences interdisciplinaires par
lesquelles elle transcende 1’enseignement des langues via la formation a d’autres matieres.

Le deuxiéme jour a commencé par une intervention de Do Coyle (Royaume-Uni), qui a donné
des exemples de pratiques EMILE, des outils pour le développement de bonnes pratiques et
un apergu des résultats. Elle a été suivie par un ensemble d’interventions de participants
traitant d’expériences spécifiques de développement de bonnes pratiques provenant
d’Espagne, de Finlande, de France, de Hongrie, d’Irlande et de Suisse. Suite a cela, des
sessions ont porté sur le développement d’outils pour la mise en place de la qualité, des
applications diverses en fonction de régions spécifiques, ainsi que les étapes de
développement des pré-requis et les problémes.

Le troisieme jour a commencé par un exemple d’étude de cas de 1’excellence EMILE présenté
par Peeter Mehisto (Estonie). Il traitait en particulier du démarrage régional et de la gestion
durable. Il a été suivi par une description de I’importance des ressources multimédias
permettant de venir en aide a la gestion et a la dissémination, effectuée par
Maria Jesus Frigols (Espagne). Le reste de cette journée a été consacré aux besoins et intéréts
spécifiques des participants.

Projet D3 — CLIL Matrix — La matrice de qualit¢ EMILE
Rapport de I’atelier central 6/2005 (Graz, 3-5 novembre 2005)
Centre européen pour les langues vivantes 5



Présentation des résultats de I’atelier: problémes-clés
apparus au cours des interventions et de la discussion

Définition ’EMILE

EMILE a été¢ adopté en 1996 comme un terme générique référant de maniére globale a
diverses méthodologies menant & une formation a double objectif, dans laquelle on accorde a
la fois une attention a la matieére et a la langue dans laquelle I’enseignement s’effectue. Ce
terme permet de décrire toute situation éducative dans laquelle on utilise une langue
supplémentaire (deuxiéme langue ou langue étrangere) pour 1I’enseignement et I’apprentissage
de maticres autres que la langue elle-méme.

11 est possible de réaliser EMILE a I’aide de mod¢les tres différents. Chacun est déterminé par
le contexte de 1’école et des apprenants. EMILE invite a repenser la facon dont nous
considérons I’utilisation et I’apprentissage des langues. Il autorise le développement d’une
approche pédagogique intégrée qui implique activement I’apprenant dans 1’utilisation et le
développement de la langue de I’apprentissage; la langue pour 1’apprentissage et la langue via
I’apprentissage. On 1’a donc considéré comme un enseignement via la construction, et non

Vinstruction.

EMILE constitue donc une approche pédagogique qui est essentiellement méthodologique. Le
changement de support d’enseignement, quelle qu’en soit la raison, sans une adaptation des
méthodes, peut aisément entrainer des résultats globaux médiocres. Une telle situation est
fréquente dans de nombreux pays. Il est essentiel d’atteindre une véritable intégration de la
langue et des contenus avec un centre d’intérét double pour obtenir une méthode EMILE de
qualité.

Le concept générique d’EMILE inclut de nombreuses variantes. Certaines d’entre elles
peuvent &tre considérées avant tout comme une méthode d’enseignement des langues.
Certaines d’entre elles peuvent é&tre considérées comme s’attachant principalement a
I’enseignement des contenus. L’essence d’EMILE tend a lui conférer un statut d’approche
pédagogique innovante «nouvelle », qui transcende les approches traditionnelles dans
I’enseignement des mati¢res comme des langues.

EMILE vue comme une forme d’intégration éducationnelle moderne

Les exigences posées par le monde moderne résonnent directement dans la salle de classe. Les
pressions de la globalisation et I’impact des nouvelles technologies signifient que 1’éducation
répond aux connaissances et aptitudes requises dans un monde toujours plus «intégré ».
Certains systémes éducatifs ont déja développé I’intégration des matiéres a un degré élevé. On
peut voir EMILE comme une forme « d’apprentissage intégré » congue pour doter 1’apprenant
de connaissances et d’aptitudes encore mieux adaptées a I’ére globale.

Augmentation du champ d’application A’EMILE
Au cours de la derniére décennie, le terme EMILE a souvent surpassé d’autres termes plus

établis, tels qu’éducation bilingue, enseignement des langues orienté contenu, immersion, etc.,
dans de nombreux environnements.
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Cette forme d’enseignement a été¢ courante pendant de nombreuses années pour des types
d’institutions éducatives et des lieux spécifiques. Au cours de la décennie écoulée, on
remarque la facon dont la méthodologie a été progressivement introduite dans une variété
d’écoles et de régions. Ainsi, elle passe d’environnements scolaires spécifiques a des
contextes plus «classiques » et elle est de plus en plus utilisée. Les impératifs socio-
¢conomiques identifiés dans de nombreux pays constituent une des raisons principales de
cette situation. La globalisation demande aux populations un accroissement de leur
polyvalence et de leur mobilité. EMILE a été identifi¢ par certains acteurs politiques et
administratifs comme I’un des moyens d’obtenir ce résultat dans le domaine éducatif.

Variantes et types d’enseignement EMILE

Les rapports présentés par 1’équipe de D’atelier et les participants ont montré différentes
versions d’EMILE dans toute I’Europe. Il existe de nombreux modeles EMILE dans le secteur
éducatif (voir par exemple www.clilcompendium.com et en 2006, la publication du CELV
intitulée Profils EMILE par pays). Ces mod¢les varient selon 1’objectif, le contexte et les buts
visés. On peut en trouver des variantes a tous les niveaux, de 1’école maternelle jusqu’a
I’enseignement supérieur. Les différences concernent le choix des matieres, la durée
d’exposition, les langues cibles et les objectifs généraux. Elles peuvent étre modulaires ou
basées sur un programme. Cela signifie que I’on peut utiliser EMILE dans des unités
thématiques courtes (modules) utilisant la langue étrangére comme une langue de travail avec
un temps relativement court au sein du curriculum. On trouve également une exposition tres
forte, comme dans les écoles de baccalauréat international, ou une durée d’exposition longue,
comme typiquement dans les écoles qui proposent environ 50% du curriculum dans la langue
étrangere.

Théorie et pratique

Beaucoup de questions ont été posées sur EMILE concernant la langue (par exemple, menace-
t-elle la langue maternelle de 1’apprenant, ou accélére-t-elle véritablement 1’apprentissage
traditionnel des langues?). Cependant, comme les discussions au sein de l’atelier 1’ont
¢galement montré, I’intérét se porte principalement sur la cognition. Par exemple, lorsque 1’on
intégre le contenu avec la langue, y a-t-il une valeur ajoutée qui peut étre atteinte en termes de
cognition et de compétences de réflexion? Existe-t-il une capacité de résolution de problémes
qu’un apprenant peut développer via EMILE qui est difficile a atteindre lorsque
I’enseignement s’effectue dans la langue maternelle?

Concernant la méthodologie, certains ont protesté en disant que les aptitudes orales (typiques
de celles visées par I’utilisation de méthodes communicatives dans les cours de langue) ne
suffisent pas pour atteindre les avantages d’EMILE. La compréhension et la production de
I’écriture et de la lecture sont également considérées comme des facteurs clés de
I’optimisation des bonnes pratiques, en particulier en relation avec le développement cognitif
et linguistique.

Les bases théoriques d’EMILE comprennent désormais d’autres éléments que ceux liés a
I’acquisition d’une langue. La cognition et la motivation de 1’apprenant constituent deux
questions tres significatives en discussion a I’heure actuelle.
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Recherche

La pratique d’EMILE a largement précédé la recherche. On signale la disponibilité¢ de certains
travaux de recherche sur les liens entre les aspects de I’apprentissage de la langue et des
contenus et des initiatives EMILE a grande échelle (par exemple, le Canada et I’immersion).
Cependant, ce n’est que récemment que 1’on a commencé a effectuer des recherches et a
informer sur les nouveaux exemples moins spécifiques d’EMILE. Les participants ont
exprimé le besoin de recherches paneuropéennes sur EMILE.

Les domaines de recherche au sein de la « linguistique appliquée » qui incluent EMILE parmi
leurs centres d’intérét sont 1’acquisition d’une deuxieme langue, le bilinguisme,
I’apprentissage des langues étrangeres et la psycholinguistique appliquée. Les activités de
recherche sont en augmentation dans [’apprentissage des contenus, la compétence
interculturelle, I’évaluation, les méthodologies et la cognition.

Supports pédagogiques et ressources

On observe un intérét croissant envers le développement de supports adaptés aux différentes
variantes d’EMILE. Divers manuels et autres ressources ont été partagés. Bien qu’il n’existe
aucun endroit ou portail mettant ces supports a disposition, on trouve des éditeurs et des
réseaux qui produisent des supports sur mesure et proposent des ressources qui sont
hautement adaptables (voir www.scienceacross.org et www.euroclic.net pour la mise en
réseau).

Langues EMILE

L’anglais est une langue souvent utilisée actuellement dans la mise en ceuvre d’EMILE.
Cependant, d’autres langues cibles sont également adoptées au fur et a mesure du
développement de 1’expérience d’EMILE. Les interventions au cours de ’atelier ont montré
des études de cas pour d’autres langues importantes telles que 1’allemand, 1’espagnol, le
francais, I’italien et le russe.

Gestion intégrée: stratégie et pratique

11 est possible d’introduire EMILE du haut vers le bas via une action centralisée (régionale ou
nationale), ou du bas vers le haut a une plus petite échelle dans une école ou une municipalité.
Quel que soit le cas, une approche de développement stratégique intégrée est un facteur
important pour I’établissement de 1’intégrité et la réussite de 1’opération. Une étude de cas en
Estonie a montré que cette stratégie requiert la mise en place d’une collaboration avec les
principales parties intéressées dans les écoles, les ministeéres, 1’administration locale et
I’enseignement supérieur. Une partie intéressée est un groupe ou un individu quelconque qui
peut étre affecté par ’avancement du projet ou qui peut I'influencer. La coopération avec ces
parties intéressées requiert des aptitudes et des outils variés si I’on veut atteindre une véritable
synergie. Cela signifie qu’il faut créer une forme de systéme de direction qui gere a la fois la
formation, la consultation, la recherche, les supports pédagogiques et les relations publiques
(voir www .kke.ee).
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Assurance qualité dans les écoles

Le développement de la standardisation et de ’assurance qualit¢ dans EMILE sont allés en
augmentant dans EMILE dans certaines régions, comme 1’a montré un rapport provenant des
Pays-Bas. Dans ce pays, les écoles EMILE disposent d’un systéme d’auto-soutien, qui est pris
en charge, mais pas dirigé de fagon exclusive, par une agence nationale externe (dans ce cas,
la Plateforme européenne d’enseignement du néerlandais). Cette agence externe fournit un
processus d’assurance qualité par lequel les écoles peuvent montrer qu’elles répondent a des
critéres prédéfinis, et se voir ainsi décerner un agrément.

Pour résumer, le résecau d’écoles EMILE reconnait la valeur de cette forme d’assurance
qualité. Elle est vue comme menant a la standardisation entre les €coles, a la reconnaissance
d’EMILE au sein de ces écoles, favorisant une coopération accrue entre elles (en concevant
des curricula conjoints, en partageant le développement de supports et la formation des
enseignants, etc.) Ceci est vu comme menant a un renforcement global de I’école visant a
identifier et a mettre en  ceuvre des  facteurs de  succés  (voir
www.netwerktto.europeesplatform.nl).

Points controversés

EMILE implique un changement d’horizon dans la philosophie éducative. Certains
participants ont mis en avant qu’elle prétait a la controverse, simplement parce qu’elle
remettait en cause le status quo. Elle menace des « fagons de penser » conventionnelles et
amene des opportunités pour initier des changements dans 1’éducation. De tels changements
concernent en particulier 1I’apport d’une expérience éducative que les écoles EMILE explorent
pour fournir aux apprenants un bagage encore meilleur en vue de leur avenir dans un monde
¢largi.

(Voir www.europa.eu.int/comm/education/languages/index.html)

Prochaines actions

Des questions critiques doivent étre approfondies en vue d’une mise en ceuvre plus poussée de
Qualit¢ EMILE. La recherche s’est classée aux premiers rangs des besoins analysés au cours
de I’atelier, car elle pourrait permettre de fournir les données requises pour convaincre les
parties intéressées et les décideurs, mais aussi de décrire les bonnes pratiques dans les
méthodologies EMILE susceptibles d’étre utilisées pour poursuivre le développement de la
formation des enseignants.

Le besoin de développer des supports de qualité pour EMILE semble toujours d’actualité, en
particulier lors de I’utilisation de langues moins répandues pour 1’enseignement.

Les participants apprécieraient beaucoup de disposer de possibilités élargies de mise en
réseau. Le CELV a exprimé la volonté de s’attaquer a cette question.
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Addendum: Participant interventions
(annexes uniquement en anglais)

Approaching CLIL'
Dieter Wolf (Germany)

1. Introduction

Although it always was the language policy of the European Union to accept the national
languages of its member states, to protect European minority languages and to encourage
multilingual communication, the absolute necessity to enable European citizens to speak at
least two languages apart from their mother tongue, in order to preserve unity through
diversity, was recognized only fairly recently (MT+2).

But educationalists all over Europe have not reached agreement yet as to the most efficient
methodological approach to reach this ambitious goal. Looking at the results of foreign
language teaching in our schools it becomes clear that only few students acquire the linguistic
competence necessary for their future life in one foreign language, let alone two. Often
students feel obliged to learn a language again once they have left school although they might
have spent up to eight years learning it in school. The large number of false beginners found
in vocational schools or evening classes shows how low most people rate their foreign
language competence acquired in school. A recent survey undertaken by the European Union
shows that in the European context on average less than 40 per cent of the population judge
themselves capable of having a conversation on an everyday subject with a native speaker of
one of the languages learnt in school.

These findings show that our present-day methodological approaches to foreign language
teaching and learning do not seem to lead to the desired result, namely a near native-like
competence in two foreign languages, which enables learners to interact competently in their
profession and in everyday life.

New approaches which are more content- and process-oriented have been brought forward;
they seem to be better suited to attain these goals. One of these is Content and Language
Integrated Learning, an approach which will be focussed upon in my contribution.

This paper will be published in a longer version in 2006 in Karlfried Knapp (ed.): Handbook of Applied
Linguistics. Heidelberg: Springer.
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2. A Short Outline of Content and Language Integrated Learning (CLIL)
2.1. A Definition of CLIL

Content and Language Integrated Learning (CLIL) as an educational approach was
developed in Europe and is, therefore, very strongly European-oriented. It is based on the
well-known assumption that foreign languages are best learnt by focussing in the classroom
not so much on language — its form and structure — but on the content which is transmitted
through language. Compared to other content-based approaches the specific novelty of this
approach is that classroom content is not so much taken from everyday life or the general
content of the target language culture but rather drawn from content subjects or academic viz.
scientific disciplines.

This different notion of content which is the most typical feature of the approach is of great
interest in the current discussion on improving foreign language competence. First, the
approach can be adapted to all levels of language teaching: primary, secondary and tertiary,
for all curricula include academic content: primary curricula contain content areas on a very
basic level, secondary curricula more specifically in content subjects (History, Geography,
Mathematics), and tertiary curricula consist of academic subjects (Information Technology,
Physics, Engineering, Sociology, Arts, Design etc.) which can at least partially be introduced
into the students' language studies. And second, integrated content and language teaching
saves time within the overall curriculum. If content and language are learnt and taught in
integration and not in isolation the time available for the teaching/learning process of a
content subject and a foreign language doubles; length of study time both for language and
content subject can thus be reduced considerably, and as a consequence, more languages can
be introduced into the curriculum and more time can be devoted to the study of each
language.

Here is a definition of CLIL which I think we should take as a working definition for our
workshop as well:

Content and language integrated learning (CLIL) is a generic term and refers to any
educational situation in which an additional language and therefore not the most widely
used language of the environment is used for the teaching and learning of subjects other
than the language itself (Marsh & Langé 2000, iii).

In this context I will not be able to discuss this definition in detail, but I have done so in a
number of publications which you will find in the bibliography.

2.2. Variants of CLIL

CLIL as an educational concept is not homogeneous; a rather large number of different
variants can be distinguished. Variation depends on a number of factors of which the school
type — primary, secondary, tertiary — is the most important. A CLIL approach varies according
to whether it takes place in primary, secondary or tertiary education. Other factors responsible
for variation are country-specific, i.e. environmental. They depend on the specific educational
system and on the wider socio-linguistic context in which the approach is embedded. In the
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following a distinction is made between variants induced by typology and by the specific
environment.

2.2.1. Typologically induced variants
The number of primary schools which have adopted some kind of CLIL approach is

surprisingly high. A distinction must be made between at least two types of primary CLIL
schools:

(1) The first type of primary CLIL schools exists in bilingual border regions, in France for
example in Alsace, in Italy in Southern Tyrol or in the Aosta Valley. In Germany we find
primary CLIL schools of this type also in large industrial centres, for example in Berlin,
where primary classes include learners of often up to eight different mother tongues. In
France and Italy the minority languages (German and French) are used as languages of
instruction, in Germany the majority language or one of the larger minority languages is the
language in which part of the content is taught. In Berlin this is Turkish, Greek, Spanish,
Italian or Russian. So, primary CLIL is often but not always a combination of additive and
maintenance bilingual education (cf. Baker 1996); learners maintain their family language
while they are also acquiring a higher language competence in the society they live in.

(2) But purely additive bilingual education is common as well at primary level, for example
when learners in Spain are taught part of their content curriculum in English, French or
German. Here the language of instruction is neither the language spoken in the country or the
learners' mother tongue. Often primary CLIL branches of this type are the outcome of parents'
initiatives, based on private bilingual kindergarten and pre-schools.

From a survey which was undertaken recently (cf. Marsh, Maljers & Hartiala 2001) some
important information was gathered as to organisational and structural aspects of CLIL in
secondary schools in Europe. Although CLIL has developed differently in different European
school systems there are a number of similarities which should be mentioned here in order to
make the approach more transparent as an educational framework.

In general, CLIL schools or CLIL branches are organised in such a way that one or more
content subjects (in general from the Humanities and Social Sciences) are taught in a foreign
language for at least four years. The content subjects most frequently chosen are History,
Geography and Social Sciences. The most frequently used languages are English and French,
German ranking third. In general, it can be estimated that in secondary CLIL schools the age
span of learners can reach from ten to eighteen years.

In tertiary education it is mainly vocational schools which have opted for teaching content
through a foreign language. In these schools the content subjects are, in general, different
from secondary schools, ranging from Information Technology to Economics and Business
Studies, from Agriculture to Mechanics. In some of the smaller European countries like
Finland or the Netherlands management or professional schools exist which educate their
students entirely in a foreign language, usually English. In colleges and universities, however,
CLIL is only rarely used as a methodological approach to language and content teaching.
Apart from academic subjects like English or French Studies or teacher training programmes
geared at future teachers of English or other languages which are at least partly taught in
English or other respective languages, the number of academic subjects taught in a foreign
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language is still comparatively low. Even if languages are part of a university curriculum they
are learnt separately and not in integration with the content of the academic subject.

2.2.2. Environmentally induced variants

I will now discuss the so-called environmental parameters which are responsible for the
development of different forms of CLIL in different countries. A distinction can be made
between four parameters:

1. Interpretation of the concept: Despite the fact that CLIL as a general educational concept is
quite homogeneous in those countries in which it has been introduced, variation in the way it
is interpreted can be observed. Variation can be represented on a scale which reaches from
pure foreign language teaching on the one end to a form of content teaching in which the
focus on language is almost non-existent, and the foreign language is predominantly used as a
working language. The former interpretation could also be called a language-learning, the
latter a content-learning interpretation. CLIL as a language learning approach is seen mainly
as an innovative form of language teaching, and the potential available for content subject
learning is less taken into account. It is assumed that by applying the CLIL concept the
foreign language competence of the learner is improved. It is quite natural that on the basis of
such an interpretation teaching is being influenced methodologically by foreign language
teaching concepts; in some way this type can be classified as foreign language teaching using
other contents than the traditional foreign language teaching contents. The other interpretation
in which the foreign language is simply used as a working language leads to a different,
content-oriented methodology which is strongly influenced by mother-tongue content subject
teaching. In its purest form this concept strongly relies on the immersion idea, which assumes
that learners inductively pick up the foreign language while working with content.

2. Choice of subjects: From the very beginning of CLIL this parameter has led to much
discussion. Traditionally, subjects included in the Social Sciences or the Humanities were
taught in a foreign language (History, Geography or Social Sciences). In some countries
Natural Science subjects like Mathematics or Biology are taught — often still experimentally —
in a foreign language. The discussion of the suitability of certain subjects or content fields
with respect to teaching them in another language has not gone very far yet. It is fairly certain,
however, that subjects belonging to the Humanities are more suitable when it comes to the
promotion of interculturality, as they are characterised by culture-specific features which by
contrast lead to consciousness-raising with respect to the cultural particularities of the target
language culture. When looking at the countries which have implemented CLIL it can be seen
that in almost all of them subjects from the Humanities are usually the natural choice while in
some countries Natural Sciences subjects are also taught, at least experimentally.

3. Exposure time: It is only plausible that a decision about the time a learner should be
exposed to content-subject learning in a foreign language leads to variation in the CLIL
approach which is being adopted. The variants are characterised in particular by the number
of subjects which are taught in the foreign language, and by the time (in months or years)
learners are exposed to this teaching process. In the European context the time span lasts
between exposure for several years (maximum seven years according to my knowledge) and
only a few weeks. It is quite common that up to three content subjects are taught in a foreign
language. Closely related to this and also influencing exposure time is the use of both native
and foreign language in the classroom, i.e. a certain amount of content might be taught in the
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foreign and the rest in the learner’s native language. Whereas in some countries a change of
language of this kind is quite common, in others teachers tend to use the foreign language
only in the classroom.

5. Linguistic situation: One of the most influential parameters influencing CLIL is the
linguistic situation in which this approach is embedded. This becomes particularly clear when
looking at the situation in the European Union where CLIL was first developed. The
European Union is a political unit which can be characterised language-wise by two
observable facts: linguistic variation within the boundaries of the EU and, additionally,
linguistic variation within many of its member states. For the latter it is typical that the
different languages spoken in one country are related differently to one another. The
following examples will make this clearer:

. Two or more official languages are spoken in a particular political unit (Belgium:
Flemish, French and German, Finland: Finnish and Swedish).

Official and officially recognised minority languages are spoken in a particular political
unit (Britain: English and Welsh).

. Official and not officially recognised minority languages are spoken in a particular
political unit (Germany: German and Turkish).

In addition, almost all European countries have borders with countries in which other
languages are spoken. This complex linguistic situation contributes to the development of
different types of CLIL. In some cases it is the language which is the other official or
officially recognised language which determines the choice of the CLIL language. In other
cases the language of the neighbouring country is chosen as the CLIL language. This is quite
common in regions which have a political border with the other country. It is understandable
that in such linguistic contexts specific variants of CLIL develop, especially because learners
are often in contact with this language in their extra-school life.

2.3. Modular CLIL

Modular CLIL can be defined as an approach to teaching content in a foreign language in
non-language subjects over shorter periods of time. A History teacher who decides to teach
part of the curriculum in the students’ mother tongue and another part in a foreign language
might serve as an example. He/she might wish to teach the history of the Nazi period in
Germany in German or the French Revolution in French. Similarly, a Mathematics teacher
could decide to teach the theory of probabilities in French, the first foreign language of his/her
students. The rest of the curriculum would, however, be taught in the students' mother tongue.
The content elements which the teacher chooses are usually called modules; they could also
be called projects or thematic units. It is easy to see that although modular CLIL is
theoretically possible in all schools it is related to a number of conditions which are often not
fulfilled. First, the teacher has to have the linguistic competence in a foreign language to be
able to teach content. Second, the students’ linguistic competence in the CLIL language must
be sufficient to follow the instruction. If the teacher is not a content but a language teacher it
is important to ensure that he/she knows enough about the content subject to be able to teach
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it. Teachers who have a dual qualification in content and language teaching are, of course,
best suited to teach CLIL modules.

There are quite a number of different contexts in which modular CLIL can be embedded in
the classroom:

Teachers teach thematic units or modules in the content subject using the foreign
language as working language (cf. the above example).

. Content-subject related projects in the foreign language are set up. They can take place
outside regular content-subject teaching periods.

Projects are set up which comprise more than one content subject, so that learners learn
on a more general level how to cope linguistically with content-related matter in a
foreign language.

International projects are set up in which learners use the foreign language in order to
exchange ideas with learners from other countries. The internet is a helpful instrument
in this context both for research and communication (Krechel, 2003).

The learning aims of modular CLIL are slightly different from regular CLIL. In a way,
modular CLIL is an incentive to make learners understand how important a foreign language
can be in understanding a content subject. Like regular CLIL it is a helpful tool to learn
language registers which are useful in professional life. It is the language-for-specific-
purposes aspect which is particularly attractive although learners will not be as competent as
regular CLIL learners at the end of their studies. But in dealing with the foreign language
within a content subject context they better understand the use of foreign languages in their
education. This usually has a highly motivating effect for their language learning processes.

On the whole, modular CLIL is a useful concept to help implementing the CLIL idea into our
school systems. It certainly cannot replace CLIL as such but it can serve as a bridge between
traditional language and content teaching on the one hand and regular CLIL on the other.

3. Learning Psychological and Methodological Considerations
3.1. Learning psychological considerations

We mentioned already that foreign language teaching is not as successful as it should be.
Lack of motivation, enthusiasm and interest are common with learners in many classrooms.
Foreign language teaching is regarded as difficult; learners do not see any use in dealing with
another language. The situation is similar in content teaching. Lack of motivation and interest
seem to be less marked, however, than in language teaching. In recent discussions it is
maintained that CLIL offers opportunities to improve this situation. In the following we will
discuss some of the arguments from a learning psychological angle.

CLIL theoreticians argue that the learning environment created by CLIL increases the
learner’s general learning capacities and also his motivation and interest. The integration of
content subject and language creates a learning environment which cannot be set up within
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isolated subject or language teaching. A CLIL classroom which is set up according to modern
educational principles is a kind of workshop in which learners are not simply inundated with
school knowledge but in which the reality of the school is connected with the reality of the
world outside. The fictional world of the language classroom is substituted by something
more real which interlinks with the world outside (cf. Barnes 1976).

CLIL theoreticians also argue that in CLIL the separate roles of the learner as a foreign
language learner and a content subject learner merge into one role. He/she acquires the
concepts and schemata of the content subject first in another language; this process is similar
to first language acquisition where the child acquires the linguistic signs and the underlying
concepts at the same time. Especially for the higher-ranking scientific facts and processes
he/she builds up new concepts which are not influenced by everyday concepts developed in
the learner’s mother tongue. In CLIL the learner’s concepts are foreign language based, the
mother tongue concepts build on these foreign language concepts because the learner gets into
contact with specific parts of the world around him first via the foreign language.

The learner's linguistic development is also influenced positively in a CLIL environment. The
complex concepts which he develops help him to express himself adequately in the foreign
language with respect to the contents of the content subject. And the fact that content subject
learning has a scientific character contributes to the learner’s developing an academic
competence in the foreign language (cf. Cummins 1987, who coined the term CALP =
cognitive academic language proficiency for this competence). In CLIL the learner acquires
linguistic competencies which do not only extend beyond communicative competence but
also relate much more to the use of the foreign language in professional life later on.

Another added value which is being discussed by CLIL theoreticians and which concerns both
content subject and language relates to the content component. Content subject teaching deals
with content which is appropriate to the learner’s state of cognitive development, i.e. content
he/she would also be taught in his mother tongue classroom at that time. Motivation, curiosity
and involvement can therefore be raised much better through CLIL than through the contents
of the traditional foreign language classroom (cf. Wolff 1997a).

3.2. Methodological considerations

For many years, when CLIL played only a minor role in institutionalised teaching and
learning, methodological aspects were neglected to a large extent. In general, teachers taught
their content subject in the foreign language just as they would have taught it in their mother
tongue. Similarly, language teaching and learning in the CLIL classroom took place according
to traditional language teaching methodology. In a way, the content of the content subject
simply replaced the traditional content of the language classroom and apart from this the
CLIL classroom looked like a traditional teacher-centred language or content subject
classroom.

The situation has changed considerably in recent years. Educationalists and practising
teachers have realised that the pedagogical potential of CLIL is higher than they had
anticipated, and a number of more innovative advocates of CLIL insist that a specific CLIL
methodology should be developed. (Wolff 1997b, Thiirmann 2000, Abendroth-Timmer et al.
2004) The development of such a methodology is under way now for secondary CLIL; the
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methodological discussion centres around three general issues: promoting reading
comprehension, focus on writing, developing methods in which language sensitive teaching
and learning plays a central role. There can be no doubt that these issues reach far beyond the
typical methodological discussions in language and content teaching.

Reading and reading skills are regarded as highly important in the CLIL classroom. Most of
the acquisitional processes are related to reading comprehension: learners work with
documents and other sources in order to acquire knowledge in the content subject. Although
reading strategies play an important role in all learning contexts, in CLIL they decide on the
students’ success or failure. A specific CLIL methodology has to take this into account: thus
the promotion of reading strategies plays an important role in all methodological discussions.
And it must not be forgotten that content subject work also includes specific reading skills:
working with graphs, maps, charts etc. Specific processing strategies have to be acquired
which help learners to process the information contained in these materials. In a way, the
focus on processing strategies in the CLIL classroom is characteristic of a new
methodological approach, an approach which is not only language- but also content-based.
Learners do not read texts in order to learn language but in order to acquire knowledge in the
content subject. This makes the whole learning process more skill-oriented both with respect
to language and to content.

This is also true for the productive skills. Whereas in the communicative language classroom
the promotion of oral skills is regarded as being particularly important, in CLIL classrooms
writing skills take up a highly significant role. From very early on learners have to use the
foreign language to write down the results of what they have studied: they compose reports,
definitions, compile results of observations etc. Content subject language competence is to a
large extent text competence (cf. Portmann-Tselekas 2002), and a CLIL methodology must be
a methodology geared towards writing proficiency in the foreign language.

The most important point in the discussion is, however, the integration of content and
language in the CLIL classroom. It has become clear from the experience we have with
communicative and other related language learning approaches that purely meaning-focused
language learning is not very successful: focus on form is as important, especially in
institutionalised learning contexts. This is the reason why CLIL teachers opt for an approach
which is content-oriented but at the same time language-sensitive. It is the content of the
content subject which is in the centre of the learning-teaching process, but in order to deal
with the content in the foreign language learners have to acquire both knowledge and skills
which are necessary to manipulate this content. In the classroom this works according to the
language-across-the-curriculum principle, i.e. language is focused upon whenever necessary.

Three aspects of language work have been discussed in some detail in recent years. One is
terminology which has lost its overwhelming importance in the classroom. Especially in the
early CLIL years teachers believed that content teaching could only work if students had the
precise terminology in the foreign language at their disposal. Language work at that time
simply consisted of learning lists of terminological expressions. Nowadays it is emphasized
that the terminological inventory of a content subject can be differentiated into more general
and more specific terms. As quite a number of CLIL specialists (for example Krechel 1995)
put it, in CLIL one should begin by providing more general content subject-oriented
terminology and should then slowly move towards more and more specific vocabulary.
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The second aspect is more skill-oriented and concerns classroom discourse. Because of its
content orientation classroom discourse plays a much more important role in CLIL than in a
traditional language classroom. According to Thiirmann (1999) discourse skills in a CLIL
classroom can be analysed as consisting of two sets: one more general functional set
consisting of speech acts like identify — classify/define — describe — explain — conclude/argue
— evaluate and one more specific set which differs according to content subjects or groups of
subjects, for example making inductions/stating laws — describing states and processes —
working with graphs, diagrams, tables etc. — interpreting — writing reports. These pragmatic
categories can also be regarded as the building stones for vocabulary and vocabulary work in
the classroom.

The last language-oriented methodological aspect to be mentioned here is concerned with the
use of language in the classroom. Like in a modern communicative language classroom the
foreign or CLIL language is used as frequently as possible. But in a CLIL classroom in which
intercultural learning is based on the principle of contrastivity it can also be useful to work
with first language materials. When looking, for example, at a historical event like the First
World War from a French and a German perspective this multiperspectival view can only be
developed in the students if they work with French and German materials, i.e. foreign
language and mother-tongue texts. Methodologically, the CLIL classroom should not be
characterised by monolingualism (i.e. using the foreign language exclusively) but rather by
functional bilingualism, i.e. using the mother tongue and mother tongue materials when it is
necessary to promote a multiperspectival, contrastive and integrated view of content. This
approach is fairly new compared to the theories brought forward in foreign language teaching
methodology where the exclusive use of the foreign language is seen as mandatory (cf. Otten
& Wildhage 2003).

4. Controversial issues
4.1. The learner

There are a number of controversial issues related to the learner in a CLIL learning context.
The first one has to do with the learners’ language competence in their mother tongue.
Learners, who are taught content subjects during their school career in another than their
native language, are exposed to the academic registers of their first language for a shorter time
than learners who are learning content in their native language. Experts argue that this might
have negative effects on the development of the learner's native language. This problem
should not be neglected; in most contexts, however, CLIL is operated in a way which reduces
the inherent danger to a large extent. First, the number of the content subjects which are
taught in another language are reduced to two or maximal three, i.e. the larger part of the
content subjects is still taught in the learner’s first language. Second, integrated content and
language teaching is organised methodologically in such a way that the foreign language is
not used without at the same time referring to the learner’s native language: while dealing
with a content subject topic, structures and lexemes are worked out contrastively which leads
to the promotion of the learner’s first language as well. An impoverishment of first language
competence can be regarded as rather exceptional; it should be ensured, however, that only a
limited number of content subjects are taught in the foreign language. This distinguishes
CLIL from immersion programmes where usually all subjects are taught in the foreign
language.
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Specialists argue as well that there is a danger of impoverishment with respect to the learner’s
knowledge of the content subject, when it is taught only in a foreign language. This problem
must be taken seriously, especially if school authorities demand that the learner’s knowledge
in the content subject should be as extensive as that of the “normal” mother-tongue learner.
The problem is one of definition. If we understand by historical knowledge merely the
historical facts listed in a text book (declarative knowledge) it is easily possible to define it. If,
however, we also include procedural knowledge, i.e. knowledge on how to deal with
historical content, it will be much more difficult to define it. In modern content subject
learning it is difficult to define content quantitatively and therefore equally difficult to define
a learner's content subject knowledge.

The central problem of multilingual education in the context of CLIL, however, seems to lie
in a societal phenomenon which is typical of most of the industrialised countries in the world
and especially of Europe and the European Union. Especially in the large Western European
countries but increasingly also in Southern Europe large groups of migrants have settled down
whose children have learned two languages at a very early age, their first or family language -
Turkish, Arabic, Hindustani, Russian, Croatian etc. - and the vernacular language of the
country they live in. In general, these children have learnt their family language only orally;
they can only rarely read or write it. At the same time, children of the migrant population have
enormous problems with the vernacular language, whether it is German, French, Italian,
English etc. They learn these languages only inadequately, especially as they are not
specifically promoted in school, in particular with respect to the academic skills of reading
and writing. In using Cummins’ (1987) distinction between BICS (= Basic interpersonal
communicative skills) and CALP (= Cognitive academic language proficiency) one could say
that these children are fairly proficient with respect to BICS but that they have large deficits
with respect to CALP. It is well known that the children of the migrant population more often
fail in school because they lack academic proficiency (cf. Gogolin 1994), and it is therefore
easy to conclude that they would have even greater difficulties, if they were taught content in
another language. The comparatively small number of migrant children in German CLIL
classes is a clear indication that their parents are being dissuaded by teachers and the school
authorities to send their children to this kind of instruction.

One could argue at this stage that academic failure of migrant children is an important reason
why CLIL can never become an educational approach from which all children benefit. This is
a very strong argument against democratizing CLIL; I believe, on the contrary, that if we find
the right way, it is still possible to integrate such problematic groups into a CLIL learning
environment. Canadian research on immigrant children could lead us the way. Already during
the seventies of last century it was shown in Canada and in the United States that immigrant
children failed in school if they had not learned to read and to write in their family language.
(Grosjean 1982:70) At that time the Canadian government set up so-called heritage language
programmes in which immigrant children were promoted in their family language and also
learned to read and to write in this language. These programmes still exist, and it became
clear in the accompanying research that children who participate in them attain the same or
even better academic results than English-speaking children (Danesi 1991, Cummins 1992). It
is absolutely necessary that other countries where these problems exist follow the Canadian
example. In some European countries such programmes exist as well but they are not
sufficient in number to prepare all bilingual migrant children for a school system in which
they will be confronted at an early stage with yet another language. If the world’s industrial
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countries manage to offer extensive language programmes in which migrant children are
promoted in their first language it will not be dangerous but rather advantageous to introduce
CLIL into our respective school systems.

4.2. The school

Problems related to integrating CLIL into the school are not uncommon; we will discuss a few
general issues here, but there are others typical for specific educational systems which cannot
be taken up here (for more details cf. Marsh 2002).

One central problem related to implementing CLIL on a larger scale is the lack of teachers
capable of teaching CLIL professionally. Apart from the German-speaking countries both in
the European context and world-wide the type of teacher who is qualified in only one subject
dominates. The additional training in the subject — a foreign language or a content subject — is
quite a costly endeavour for a country which intends to implement CLIL. And even in
Germany and Austria where a dual qualification at least for secondary schools exists it is
necessary to provide additional training to teach in an integrated context. A way to resolve
this problem could be to make use of native speakers who have studied a content subject in
their respective mother tongue country. Such a solution would, however, necessitate foreign
language teacher training.

A second problem which concerns the teaching and learning context has something to do with
the materials used. Only in a few countries materials exist which were developed exclusively
for CLIL. Text books do not exist; the materials available are usually booklets with text
collections relating to the content subject. Many teachers develop their own materials; they
exchange them with other teachers or use native-language textbooks for the content subject in
their courses. In general, adaptations are necessary, however, although some teachers use
these materials without adapting them. Publishers still hesitate to edit their own materials or
textbooks. It is possible to solve this problem, however. In some European countries, for
example, teacher associations have been founded in which teachers co-operate who teach
content subjects in a foreign language. Such associations create databases in which teachers
will find adequate materials.

Certification is another unsolved problem. Students who have gone through a CLIL course
usually do not get a special diploma; the fact that they have done part of their studies in a
foreign language is just mentioned in their school leaving certificate. A Europe- or even
world-wide agency which distributes such diploma would be welcome. It could control the
standards of CLIL in the respective countries and could deliver specific CLIL diploma which
are valid in other countries as well and give students access to further education in these
countries.

5. Research perspectives

Research on CLIL is, unfortunately, still in its infancy. This has something to do with the fact,
that CLIL is a practically oriented educational approach in which, until recently, researchers
did not show much interest. It has also something to do with the small number of CLIL
classes which were available for observation and study. But it seems as if now a number of

Projet D3 — CLIL Matrix — La matrice de qualit¢ EMILE
Rapport de I’atelier central 6/2005 (Graz, 3-5 novembre 2005)
Centre européen pour les langues vivantes 21



research projects have gone off the ground which are mainly conducted by young PhD
researchers in the European context. The large number of CLIL schools especially in
Germany and Austria have led to this growing research interest as well as the interest of the
European Commission to promote this approach in order to foster multilingualism. Most of
the research money comes from national agencies and from the European Union.

When looking at the first research results published in Germany recently (cf. for example
Bonnet & Breidbach 2004) it can be seen that there are five general fields of interest on which
this research centers:

Research on the acquisition of linguistic competence in a CLIL classroom.
Research on the acquisition of content subject competence in a CLIL classroom.
Research on the acquisition of intercultural competence in a CLIL classroom.
Research focusing on content subject methodology in a CLIL context.

Research on the evaluation of CLIL by teachers and learners.

M

Naturally, the first research field has by far been the most popular in recent years. Especially
in the context of second language acquisition research conducted by Henning Wode for more
than twenty years (cf. for example Wode 1999), some studies were published which looked at
the linguistic development of kindergarten and primary school children. Although these
studies are comparable to the Canadian studies on immersion children they show that small
children are well capable of learning a foreign language in contexts in which content is not
simply games, songs and play but which have an academic character. Wode’s and his
collaborators’ research also shows that small children exposed to another language (in their
case English) for some twenty to twenty-four hours a week learn this language according to
the developmental principles discovered by SLA research (cf. Pienemann 1989). Wode’s
research was criticised by a number of people especially because he only looks at the
linguistic development of children and does not see it in relationship with the development of
content.

Research on the acquisition of content subject competence is fairly new. The reason for this is
probably that most researchers are linguists or Applied linguists and do not know much about
the academic disciplines underlying content subjects. A very interesting research projects
which will be published soon, was conducted by Lamsfu3-Schenk. She was interested in the
question whether there were differences in the learning of History content when learners were
instructed in their mother tongue or in a foreign language. Lamsfull-Schenk taught two
parallel classes for one school year in History, one in German, the children’s mother tongue,
and one in French. After having analysed the results she tentatively comes up with the
hypothesis that the children who have learnt the content subject in the foreign language
develop more precise concepts to discuss historical content. Other research shows that CLIL
learners do learn content equally well as learners who are instructed in their mother tongue.

Research on the development of intercultural competence is of a fairly theoretical nature. The
question whether intercultural competence can be better developed in a CLIL classroom has
not yet been tackled empirically: most researchers assume that intercultural competence and
intercultural understanding are an outcome of the learning situation in a CLIL classroom (cf.
de Florio-Hansen 2003). There are researchers, however, who claim that it is absolutely
necessary to develop a new definition of interculturality in a CLIL context before intercultural
competence can be investigated in such a classroom. Seen from this angle intercultural
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competence in CLIL must be regarded as a multiperspectival competence which allows
learners to understand the different cultural perspectives underlying scientific approaches in
different cultures. (An interesting example are the different ways of looking at history in
French and German historiography). There can be no doubt that it will be very difficult to set
up empirical research based on these theoretical reflections.

Research on content subject methodology in a CLIL context is interested in the question
whether established content subject methodologies must be altered substantially in such a
context. The empirical research on History and CLIL published by Helbig (2001) is
influenced by foreign language teaching approaches and does not answer this question
entirely, other research (cf. Hoffmann 2004) comes to the conclusion that the content subject
approach to CLIL must be seen rather as a prototype of how to deal with school subjects in an
interdisciplinary way.

Research on the evaluation of CLIL by teachers and learners belongs to a fairly new
qualitative research paradigm within which researchers try to gain information about the
attitudes teachers and learners have about CLIL. This research is done with the help of
structured interviews and classroom observations. Researchers argue that CLIL teachers but
also learners know a lot about CLIL, about CLIL methodology and about the use of CLIL.
The research available now (Dirks 2004, Viebrock 2004) shows that the naive attitudes
towards CLIL especially by students often coincide with the concepts developed in theory.
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Communicating CLIL through Audio-visual Resources
Maria Jesus Frigols (Spain)

According to statistics only 7% of what we communicate is in the actual words which we use.

In Europe not only are we speaking different languages; our way of approaching facts also
varies greatly from one country to another. This includes teaching and learning processes.

As CLIL practitioners, we are now one step ahead of the “what is it” question and facing the
crucial one of “how to do it”.

Audiovisual resources help us fill the gap between what we say we do and how we actually do
it, and in so doing they help us show others how to take theory into practice.

As CLIL practitioners, we aim to prepare our students for a more international society,
providing them with skills for future work, helping them acquire intercultural competence,
and supporting them to improve communication with others.

Audiovisual resources can help us motivate students, teachers and decision makers. They also
enable us to check the CLIL process and disseminate achievements. That’s why some of us
are using them as a quality frame tool.

During the last decade, CLIL pilot projects have been implemented by the education boards of
most autonomous regions in Spain, involving public and privately-run primary and secondary
schools.

In the Autonomous Region of Valencia, a CLIL experience — a pioneering project in
vocational education in Spain — has been started at Cheste Vocational College (IFPS — CE
Cheste).

It is a modular project carried out in collaborative teaching. Students in vocational streams
can learn aeronautics, biochemistry, cookery, law, management/administration and IT through
English and French.

Special attention is being paid to in-service teacher training, development of teaching
materials, co-ordination of language and content teachers, and interaction with working-life
representatives.

It is the intention of the Directorate for Vocational Education to progressively implement
CLIL in vocational schools in the Autonomous Region.

Projet D3 — CLIL Matrix — La matrice de qualit¢ EMILE
Rapport de I’atelier central 6/2005 (Graz, 3-5 novembre 2005)
Centre européen pour les langues vivantes 27



The Central Role of Language Learning/Teaching Methodologies in CLIL
Aine Furlong (Ireland)

The CLIL model described in this paper reflects the experience of the Waterford Institute of
Technology (W.L.T.) Ireland. Parallel instruction of the language and the subject complements
CLIL in French and Marketing, Italian and Art & Design. However, this brief outline refers to
the French and marketing experience only. It is hoped that this model will increase the added
value associated with language learning by making students better learners of the respective
subjects of French and marketing.

The reasons for introducing CLIL in some language courses in W.I.T. are the result of what is
now described as a language crisis in this English-speaking country (Little 2005).

Fewer and fewer third level students find any relevance in L2/3 learning. For many, the
cognitive effort associated with the subject /anguage is perceived to be too costly and does
not yield the expected returns in terms of meaningful application opportunities at the time of
learning and later. Therefore, the challenge is to create immediate relevance by generating
meaningful cognitive experiences, outside of the subject language, and to transform these into
meaningful communicative activities. At the third level, the challenge is even greater since
CLIL also means dealing with difficult concepts and, sometimes, insufficient language to
support the acquisition of these concepts.

In this model, four stages are systematically considered and comprise a sensitising stage,
research and development stages, and finally, a consolidation and synthesis stage.

The sensitising stage is substantial and often takes the form of a de-construction process. The
lecturer endeavours to trigger cognitive operations such as noticing in the learner’s mind
(Skehan 1998). In this context, noticing is enabled by the recognition of the material. The
approach is very similar to the story-telling approach which relies on the fact that the learner
is already familiar with the story; hence, unusual communicative listening activities (see
Davies and Rinvolucri 1988), plurilingual exercises (e.g. a trilingual text), short written and/or
reading activities (e.g. text manipulations) are very useful.

During the active research stage, students are given specific tasks where principles of
autonomous learning and task-based learning come to the fore. Students are confronted for the
first time with the text in its original form and take responsibility for their own learning. Mind
mapping their understanding and generating the language around the mind map is a typical
activity for this stage.

The development phase involves learners undertaking to teach aspects of the topic to peers
by presenting mind maps of their understanding; this stage includes reliance on lexical
approaches to learning and teaching and obviously, communicative characteristics.

The final stage consolidates language-specific features. Conceptual challenges around the
content in the form of debates, the establishment of expert groups within the class and/or
written tasks enable the synthesis of the new knowledge.
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From the language lecturer’s perspective, materials development becomes an essential feature
of the CLIL adventure. Hence, Information Technology is indispensable to obtain authentic
materials, manipulate texts, provide reference tools and correct assignments that contain
graphs, tables and pictures.

To conclude, the four stages outlined in this presentation suggest that the CLIL lecturer needs
to be methodologically aware of the multiplicity of language learning and teaching
approaches. Furthermore, it is proposed that consciousness of these language sensitive
approaches can also help the lecturer to acquire some understanding of content and to build
confidence when crossing over to other disciplines.
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CLIL in Hungary
Judit Kovacs (Hungary)

In Hungary secondary CLIL started in 1987 (a top-down innovation), while primary CLIL
started in 1989 (a bottom-up innovation).

Programmes are ongoing from the 1% grade up to the 8" (in case of primary schools), and
from the 1% grade up to the 4t (in case of secondary schools) Once a subject is decided upon
to be taught through a target language, the whole subject is taught this way. A modular system
1s uncommon.

Criteria towards CLIL programmes: a.) three subjects are to be taught in the target language,
b.) the 35-50% of the students’ time-table should be covered by the target language and c.) in
the staff there should at least be one teacher whose first language is the target language of the
programme.

CLIL in numbers:
Academic year: 1996-97 2002-03
Number of bilingual secondary programmes 51 121
Number of bilingual primary programmes 9 56
Total: 60 177

Chart 1: The number of bilingual programmes in Hungarian public education in the past years.
(Source: Vamos 1998 + own research).

Academic year |All primary schools | Number of schools running | Proportion
in Hungary bilingual programmes

1996-97 3765 9 0,24%

2002/03 3421 56 1,64%

Chart 2: The proportion of bilingual programmes at the primary level of Hungarian education.
(Source: Statisztikai Té4jékoztatd, Alapfoku Oktatds 1996-97 Bp. 1998, MKM, Statisztikai Evkonyv, 2002/03
http://www.om.hu).

1996-97 2002-03
Number of participants in secondary bilingual programmes szama | 7420 12798
Number of participants in primary bilingual programmes 1597 10528
Total 9017 23326

Chart 3: The number of participants of bilingual education programmes in Hungary in the past years.
(Source: Vamos 1998, and own research).
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Academic year | Total number of pupils Number of pupils | Proportion
participating
in bilingual programmes
1996-97 965998 1597 0,17%
2002/03 930386 10528 1,13%

Chart 4: Proportion of pupils participating in primary bilingual programmes in Hungary.
(Source: Statisztikai Tajékoztato, Alapfoku Oktat:cis 1996-97 Bp. 1998, MKM). In 2002-03 the total number of
primary schools in Hungary is: 3421 (Statisztikai Evkonyv, 2002/03 http://www.om.hu

1996-97 2002-03
Target language Secondary Primary Secondary Primary
programmes programmes
English 16 3 53 24
German 24 6 46 31
French 6 0 12 0
Italian 3 0 4 1
Spanish 1 0 5 0
Russian 1 0 1 0
Total: 51 9 121 56

Chart 5: The breaking of bilingual programmes according to their target language.
(Source: Vamos 1998, Kéttannyelvii Iskolak Egyesiilete 2004, and own research).

Target language Secondary level Primary level
English 5618 3534

German 4827 69481

French 12327 0

Italian 357 46

Spanish 570 0

Russian 194 0

Total: 12798 10528

Chart 6: The distribution of pupils according to their language choice
(Source: Vamos 1998, and own research).

! Number of pupils are not reported in six schools.
2 Number of pupils is not reported in one school.
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CLIL in Finland
Heini-Marja Jiarvinen (Finland)

Background

CLIL type teaching has been popular in Finland for about fifteen years or a few more now. It
was preceded by immersion, which started at the end of the 1980’s and is practically confined
to the Finnish-Swedish bilingual communities.

The most popular language in CLIL in Finland is English, but French, German, Russian and
Swedish are also used. Swedish and Finnish are used in immersion type teaching.

Research into CLIL
1. Surveys

There are two major surveys conducted on CLIL type teaching. The earlier was carried out in
the mid-1990s, and the more recent one in 2005. So far, the results of the 2005 survey have
not been thoroughly analyzed, but some data are already available. The percentage of schools
implementing CLIL has decreased from 11% in 1996 down to 6% in 2005. Of the subjects in
CLIL in the 2005 survey, history (home economics in 1996) is now in first place in
comprehensive schools. Biology and geography come next. In both surveys, history and
science are the most popular subjects in upper secondary school. One of the open-ended
questions that the surveys contain is a question related to possible problems that the teachers
experience in implementing CLIL type teaching. The most frequent comments in the 2005
survey concerned CLIL teacher education (in-service courses), shortage of suitable materials,
and a need for networking

2. Scientific study on CLIL

Research into CLIL type teaching in Finland is fairly recent and a number of areas are still
unexplored. Existing research evidence is consistent with the findings of the Canadian
immersion research: L1 skills do not suffer and L2 skills are far better than those attained in
traditional language teaching. Receptive skills are better than productive skills. There is some
indication that the implicit learning of the L2 in CLIL resembles the development of implicit
language knowledge in L1. More research is needed and there are research projects going on
with a primary focus on classroom research. There is ongoing research into writing and
reading in CLIL (Jarvinen), classroom interaction focusing on negotiation of meaning and of
form (Jarvinen), research into pragmatic competence (Nikula) and a collaborative project on
learning history in English and Finnish, conducted by experts in history and language
didactics (Virta & Jérvinen).
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