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Foreword

The present volume is one of the deliverables of an Erasmus+ Strategic Partnership
for school education projeatndenoth2016tl eELs
CLIL | mpl ement ati on CldLprifaa), r funged dy the( Bumpeane f o r t
Commission.

The project was launched in September 2016 and was completed in August 2019. It
aimed at exploring CIU implementation in different European educational contexts and
calibrating standards and practices for practitioners who are engaged or wish to engage in
CLIL teaching. These common standards have been the result of a pedagogicupottom
dialogueamong edcators from different educational contexts in various European countries.

In particular, the participants of this project included five European primary schools
and a University Department:

T the 3rd Experimental Primary School of Evosmos, which was diso t
coordinating organization, a public school located in Thessaloniki, Greece

1 Fundatia Internationala Educational Center, an international private school

located in Constanta, Romania

T St. Thomas's International School, a bilingual private school located i
Viterbo, Italy

1 Saules Gojus, a private school in Vilnius, Lithuania

q Zakl adni skola a Matersk8 skola KIadn

Kladno, Czech Republic

T The School of English at the Aristotle University of Thessaloniki, Greece

The variety of he educational settings, as well as the differences in the educational
backgrounds and teaching experiences of the participants ensured rich opportunities for
dialogue and allowed the exchange and dissemination of CLIL experiences from one
European contexb another. The transnational dialogue that developed over the three years
addressed challenges related to CLIL implementation as these had been identified by all
participants. Such dialogue catered for cultural and institutional variations and codttidoute
the adoption of common CLIL practices that can fit different educational contexts and satisfy
the stakeholders involved. Transnational cooperation further developed educators'
professional skills and profile and allowed comparability leérning outcmes and

standardization of teaching procedures.


http://clilprime.com/

The deliverables of this thregar project include a MOOC course, intended for
initial training of teachers interested in CLIL implementation, as well as a significant amount
of teaching materials, as theseere created, implemented and pemrewed by project
participants, on theroject's OER platformThe platform also hosts the reports of the study

visits in the countries involved in the project as well as the pragerganade during those
Visits.

The present volume includes eight chapters written by educators who participated in
the CLILprime project.

In the first chapter, Marina Mattheoudakis reviews CLIL implementation in Europe
and in Greece and offers details tbk scope of the project CLILprim&he rest of the
chapters ar e based on CLIL educatorso exp
implementation in different educational settings.

In chapter 2, JanneGillespige respectivelyexplains how she designedseheme of
work for a history class, elaborating on all factors she considered to arrive at a series of
lessons to satisfy the needs of her learners.

In chapters 3, 4, and 5 loannaaka, Varvara Koutalakidou and EleBofroniadoy
respectivelydiscuss thehallenges faced, the choices made and the teaching techniques used
while implementing CLIL inHistory and Environmental Studies withird and fourth
graders.

In chapters 6 and 7homas Zapounidignd Kyriaki Emmanouilidoy respectively,
present CLIL implementation in lower grades (Physical Education in grade 2 and Chess in
grade 1) and the challenges faced due to the young age and limited proficiency level of the
students involved.

Findly, in chapter 8, Katingo Vatrespectivelyreviews the literature on scaffolding
strategies and elaborates on the strategies she used in her own lesson during the project, both
with her own students and those she taught during the study visits of the project.

Last but not least we would like to thank Thomai Alexiou,Dr. Vassilis Neofotistos

and Dr.ThomasZapounidis for proofreading thmanuscript.

The editors
Dr. MarinaMattheoudakis
Dr. loanna Ziaka
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Chapterl1.Cont ent and Language I ntegrated Learning

Content and Languagelntegrated Learning in Greece:i t h@&rsto stay

Marina Mattheoudakis
Aristotle Universityof Thessaloniki
ThessalonikiGreece

marmat@enl.auth.gr

Abstract

The presentchapteraims to provide a short overview of the history of CLIL methodin
Europeanddiscussits significancefor the foreign languageeducationaswell asits role for
the promotionof multilingualism.Additionally, the chaptempresentgheintroductionof CLIL
in Greecewhich is one of the last countriesin Europeto adoptit. In particular,it describes
the pioneeringrole of the 3" ExperimentalPrimary Schoolof Evosmos asthis wasthe first
state primary school in Greeceto implement CLIL. Finally, referenceis made to an
innovative Erasmus+projecti CLIL Primei designedand coordinatedby this school;the
particular project, which has just beencompleted,aimedto create collaborationsamong
schoolsin variousEuropearcountriessoasto promotecalibrationof teachingtechniquesind
materialsn CLIL contexts.

Keywords: CLIL, 3 ExperimentalPrimary Schoolof Evosmos,Greece Erasmus+CLIL

Prime

1. CLIL : Theroute to multilingual Europe

Foreignlanguageteachingis a political issuein Europe(Dalton-Puffer, Nikula and
Smit, 2010). The EuropeanUnion recognizeghat multilingualism is an essentiafeatureof
Europeancitizenship(Hall, 2013) and one of the key priorities of the Europeaneducation
policy is the fast and effective foreign language education and the promotion of
plurilingualism in Member States. Additionally, the European Framework for Key
Competencesor Lifelong Learningincludesthe communicationn foreign languagesn the
list of the eight competenceshat Europeancitizens need for personalfulfillment and
development, active citizenship, social inclusion and employment (The European
QualificationsFrameworkfor Lifelong Learning 2008) About 20 yearsago,the White Paper

(1995)suggestedhatall Europeanshouldacquirelanguageskills in 3 Europeananguages
6



Chapterl1.Cont ent and Language I ntegrated Learning

(M+2: their mothertongueand two foreign languages)to this aim, most Europeanstates
introducedforeign languageinstructioninto the early gradesof primary educationand a
secondforeign languagebecamecompulsoryduring primary or secondaryschool. These
stepswereexpectedo increasdoreignlanguaganput andextendinstructiontime for foreign
languagesin generalseeEurydice 2012;Eurydice 2017).

However,as researchsuggeststhe age of onsetis only one of the factorsaffecting
successn languagelearning. Early languageinstructionhasto be supportedoy systematic
instruction which becomesnoreintensiveasstudentggetolderandof course by continuity
and coherenttransition from primary to secondaryschool as far as foreign language
educationis concernd (Alexiou and Mattheoudakis2013. It takesa long time to learna
secondanguageanda coupleof hoursa week no matterhow youngthe learnersstartedor
how long their studieslasted cannotproduceadvanced.2 speakergLightbown and Spada
2011).This socalled6 d # ie pappéoaclVez, 20098) is quite frustratingfor learnerswho
end up feeling disappointedand demotivated when they realize that their language
competenceafter so manyyearsof foreignlanguagdearningdo not actuallymatchthe time
andmoneyinvested

Whatis more,traditionalmethodsof teachingforeignlanguagesommonlyappliedin
various educationalsettingswere found ineffective for the promotion of secondlanguage
acquisitionwithin the schoolcontext The teachingof foreign languagess schoolsubjects
hasnot producedhe expectedesultsand,additionally, researcltlearlyindicatesthati t h e r e
is no linear relationshipbetweeninstructiontime andlearninga ¢ h i ghasaghbasteand
Sierrg 2010367).In otherwords,the knowledgeandskills acquiredin a formal instructional
contextreacha plateauand evenif exposurds increasedhereis not a correspondingeffect
onlearningoutcomegRifkin, 2005Heining-BoyntonandHaitema 2007).

Contentand LanguagedntegratedLearning(CLIL) wasproposedasa solutionto the
aforementionedproblems and was adopted in 1994 by the European Network of
Administrators,ResearcherandPractitionersCLIL is currentlyconsideredo be one of the
mostimportantandinterestingdevelopment# the areaof L2 teachingmethodologythe last
20 years One of the bestknown definitions of CLIL is that providedby Coyle, Hood and
Marsh(2010:1): fi... aduatfocusededucationabpproachn which anadditionallanguagds
usedfor thelearningandteachng of bothcontentandl anguage o

The acronym CLIL is a genericterm and has beenusedto refer to any type of
educationaprovisionin which a languageotherthanthe languageof the curriculumis used

7



Chapterl1.Cont ent and Language I ntegrated Learning

to teachschool subjectsin the curriculum other than the foreign/secondanguagelessons
themselvegWolff 2002; Eurydice 2006). This coverscasesof foreign, regionalor minority

languagesThe teachingof a foreign languagethrough contentis definitely not new in the

field of languagdeaching.CLIL is in fact the Europearversionof contentbasednstruction
(CBI), usually associatedvith the Canadianmmersionprogrammse which startedin 1965
(Zaga 2004Ceno0z2015. Theoverridingconclusionfrom studiescarriedoutin the Canadian
educationakontextsis that the integrationof L2 with contentmatteris more effective than
L2 instructionin isolation(Geneee 1994ascitedin P ® rGaz{ a201®. Theintegrationof

contentandlanguages basedon the ideathat languagesare not learnedfirst andthenused
butthattheyareleamedby beingused(seeGeneseandLindholm-Leary, 2013).

CLIL hasbeenwelcomedby schoolsand policy makersin Europeas a convenient
solution to the problem of achieving the best possible learning outcomeswithin the
constraintsof the school curriculum This methodallows languageinstructionto become
more intensive,sinceit addsfurther input to that providedin the regularforeign language
classes without however overloadingthe school timetable In this respect,CLIL can be
effectively implementedwith severalforeign languages evenwithin the sameeducational
settingi andthuspromoteplurilingualism (cf. White Papey 1995 LasagabasteandHuguet
2007). TodayCLIL is clearlyregardedn the political level asthe main strategyfor creating
a multilingual populationin Europe. The EU has officially recognizedits potential in
promotingmultilingualismandthis is obviousin importantpolicy documentsssuedthe past
20 years(e.g. EuropeanCommission 2003,2005,2008". Also, severalCLIL projectshave
been funded by the Council of Europe aiming to support teacher training, materials
developmentresearctanddisseminatiof

CLIL is nowadaysmplementedat all educationalevels; preschoolprimary school,
secondaryschool and higher education.It is a flexible approachand has beenvariously
adaptedo servethe needf the differenteducationalndcultural contextswhereit hasbeen
adopted(seealso Wolff, 2002 Lasagabaster2008) Coyle, Hood and Marsh (2010) have
referredtothis6 t r a n s foéCLHE ladrosseducgtidnabndcultural contextsasoneof the

reasonsfor its successCoyle (2008) claims that this flexibility is both its strengthand

! Information about policy documents issued by the European Commission can b

e found athttps://ec.europa.eu/commission/index_en

%Information on CLIL projects funded by the Council of Europe as well as their outcomes is available at the site
of The European Centre for Modern Languadpig://www.ecml.at/F7/talbi’969/language/eGB/Default.aspx
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Chapterl1.Cont ent and Language I ntegrated Learning

potential weaknessThe strengthof CLIL lies in the integrationof contentand language
learning in varied, dynamic environmentsbuilt on both 6 btontu p iditiatives and6 t -0 p
dow n golicy. Its fipotentialweaknesdies in the interpretationof this flexibility unlessit is
embeddedn a robust contextualisedrameworkwith clear aims and projectedo ut ¢ o me s 0
(Coyle 2008546 seealsoloannouGeorgioy 2012).

Grin (2005 ascitedin Coyle 2007 document16 differenttypesof CLIL programs
basedon variablessuchascompulsorystatus,ntensity,ageof onset,startinglinguistic level,
or duration. Also, the role of CLIL in the curriculum varies widely among schools,
educdional contextsand countries.So, CLIL may refer to teachingone or more subjects
throughthe mediumof the L2 butit mayalsoreferto just contentbasedhemesn language
programmegEurydice 2006. Accordingto Massler,Stotz and Queisser(2014), thereare
two differenttypesof CLIL: type A CLIL in subjectlessonsandtype B CLIL in language
lessonsin the former type, the learningaims are basedon the contentof the schoolsubject
taughtthroughthe medium of a foreign languageand in this case,assessmeris similarly
basedon content.In the lattertype,foreignlanguagenstructionis thematicallyorganisedand
contentfrom schoolsubjectqe.g.the solarsystem)is usedin the languageclass.In this type
of CLIL classesboththe aimsandassessmeribcuson theforeignlanguageln this volume,

CLIL will alwaysreferto typeA CLIL asdefinedby Massleretal. (2014).

2. The theoretical underpinnings

CLIL stemsfrom communicativemethodologiegGraddo] 2006 Lorenzo2007),but
it is a postmetltod pedagogy model (Coyle et al. 2010). It is in fact a combinationof a
numberof theoriesandapproachesand accordingto loannouGeorgiou(2012) it combines
the bestof languageeducationwith the bestof generaleducation.CLIL has successfully
broughttogetherSecondLanguageAcquisition (SLA) researcherand L2 instructorsand it
hasactually proventhat the study of secondanguageacquisitionin instructedcontextsis a
field thatis meaningfully productivefor both theory and practice.Developmerd in second
languageacquisitionresearchihelast20 yearshavecontributedsignificantly to theinterestin
the kind of languagelearning that takes place in CLIL classroomsIn particular, CLIL
provides an environment for naturalistic language learning where implicit teaching
dominates,incidental learning is expectedand meaningbasedinstruction is central The
theoreti@l underpinning®f CLIL includelanguagdearningtheoriesmodelsandtheoretical
hypothesesbut also Co y | (2989 4C conceptualframework We are going to briefly

9



Chapterl1.Cont ent and Language I ntegrated Learning

presenanddiscusghe mostimportantandrelevantof thosetheoriesandtheir contributionto
theadvancementf CLIL.

CLIL classesare predominantlyinput-basedlearning contexts.The significanceof
ampleinput for languageacquisitionwas underscoredy K r a s hMvomtdr $1odd(1985)
The input hypothesis in particular, stresseghe importanceof exposingsecondlanguage
learnersto input thatis comprehensibl@ndthat containsi+1, where¢ istandsfor the level
alreadyacquiredand6 1fdy the languagehatis just a stepbeyondthatlevel (Lightbownand
Spada 2011). CLIL classesare a rich pool of L2 input which is made comprehensible
throughthe coninuousinteractionsbetwea all classparticipants but also with the use of
varioustechniquesindstrategieemployedby CLIL instructors.

However, the Input Hypothesisis not adequateto interpret learne 0Olanguage
developmenin CLIL classesBesidesampleinput, theseeducationalcontextsproviderich
opportunitiesfor languageoutput.CLIL classegpushlearnergo uselanguagehatfrequently
challengs and stretcles their limits of languageability. Accordingto S wa i @ufpst
Hypothesis (1985), this is exactly what helps | e a r nnéeerlasgdageto develop.
Comprehensiblenput can help learnersto developcomprehensiorskills but it cannothelp
them develop their productive skills. Unlesslearnersare pushedto their limits of their
languageability, errorswill persistandlanguagelevelopmentvill stagnate.

The effectivenessof CLIL instruction is largely also basedon the continuous
interactionsand meaningnegotiationsthat take place betweenstudentsand teachersand
amongstudentghemselvesn CLIL classesConversationainteractionis consideredo bean
essentialcondition for secondlanguageacquisition(Hatch 1978 Pica, 1994; Long, 1996
Gass 1997). Successfulinteraction requires modification of speechin order to ensure
comprehensiorand participationin the conversationL o n dnéemactionHypothesis(Long,
1996) summarizeghis relationshipas follows: (a) interactionalmodification makesinput
comprehensible(b) comprehensiblenput promotesacquisition;therefore(c) interactional
modification promotesacquisition.For Long, studenté involvementin meaningnegotiation
is whathelpsthemdeveloptheir language.

V'y g o ts sokigcdturaltheory (1978)is very relevantto how learningdevelopsin
CLIL classesandresonatesomeof thetheoriesalreadymentionedabove Vygotskybelieves
thatlearningis possiblewhenanindividual interactswith aninterlocutorwithin his/herzone
of proximaldevelopmentln otherwords,studentsare capableof developingtheir knowledge
whenthey receivesupporteither from their teacheror from a peerwho is at a higherlevel

10



Chapterl.Cont ent and Language I ntegrated Learni

than themselvesThe emphasisof this theory (Zone of Proximal Developmentis on how
learnersconstructtheir knowledgein cooperatiorwith their teacher/peera/hile engagingn
productivetaskswith them.

Theneedfor Focuson Form in immersionandotherbilingual classesvasstressedy
variousresearchergncluding Swain, but it was Doughtyand Williams (1998) who actually
developedhe particulartheory. Interestin Focuson Form was motivatedby findings from
immersion studiessuggestingthat when classroominstruction is entirely meaningbased,
learnersfail to developlinguistic featuresto 6 t a likg le ¢ v éHbwewer,when pedagogic
interventionswere madein the form of communicativeactivities such limitations were
successfullyovercome.Such findings from immersion studiesare particularly useful and
informative for CLIL contextsbecausdhey similarly placea lot of emphasison meaning
basednstruction.Accordingto Ruizde ZarobeandCenoz (201591), fifocuson form aimsto
bring togetheraccuracyand fluency by drawing attentionto the needto integrate both
contentbasedandform-focusedinstructionaloption; both of themarenecessaryproceses
for developinga lea n einteyléguageFocuson Form doeshavea role to play in CLIL
classroomaslong asit doesnot dominateinstructionto the detrimentof the aims promoted
by CLIL?3,

C u mmi conedptualisatiolf languageproficiencyhashadan importantimpacton
the developmenbf bilingual educationprogrammesHe proposedhat languageproficiency
consistsof two distinct componentsBICS (Basic InterpersonalCommunicationSkills) and
CALP (Cognitive AcademicLanguageProficiency). The developmenbf thesecomponents
involves different language and cognitive processes.BICS refers to conversational
proficiencythatis necessaryor everydayfaceto-face communicationand developswithin
approximatelytwo yearsof L2 instruction; CALP, on the otherhand,refersto deepetievel
languageproficiencythatis necessaryor dealingwith more abstractacademicsituations,it
involves the developmenbf literacy skills, and can developwithin five to sevenyearsor
even more of L2 instruction (Cummins 1992). So, learnersfirst learn to communicate
effectively in reatlife oral communication,and then they becomecompetentreadersand
writersin thetargetlanguaggL1 or L2). L2 instructionneedstherefore to promotenot only

the surfacelevel language proficiency, but also the deepeilevel cognitive/academic

3In this respect, it would be interesting to see also Lyster (2007) who has propoSedititerbalanced
Approachwhich brings together forffocused and contefiiased approaches in education.
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Chapterl1.Cont ent and Language I ntegrated Learning

proficiency,which putsemphasin how languagds actuallyusedin concretesituationsfor
particular communicativepurposes.CLIL approacheshave been shown to promote the
developmentof CALP, since they focus on the developmentof critical or deepetlevel
thinking and meaningfullanguageuse (cf. Grabeand Stoller, 1997). This happendecause
CLIL learnergparticipatein tasksthatengagehemcognitively andrequirethe useof L2 for
the expressiorof abstracandacademiconceptsn a meaningfulcontext.Thus,theylearnto
usetheir thinking skills to acquirenew contentandlanguagegMattheoudaki®tal., 2014)

Thinking skills are part of any learning context. When we refer to CLIL contexts,
though,we needto remembetthat learnersare constantlycognitively challengedasthey are
requiredto acquirenew contentin a foreign language.Very often this new contentlies
outsidetheir direct experienceand may evenbe abstract Within this context,CLIL learners
areledto movebeyondiower-orderthinking skills (LOTs) anddevelophigherorderthinking
skills (HOTs). Referenceto thinking skills within the CLIL contextis usually relatedto
Bl o o(kBd6taxonomyandits revisedversionby AndersonandKrathwohl(2001). Bloom
wasthefirst to developa hierarchyof six thinking skills placedon a continuumfrom lower to
higher order skills: knowledge, comprehension,application, analsis, synthesis and
evaluation. Lower order skills included recalling knowledgeto identify, label, name or
describethings.Higher order skills referto the application,analysis, synthesisandevaluation
of knowledge;In this case,learnersapply new information or a new conceptin a new
situation,analyseit into its componentsn orderto comprehendt or put togetherideasto
createsomethingnew. B | o o tax@rsomyshedslight into what actually happensn CLIL
classesvhereemphasigs clearly put on critical thinking and problemsolving skills rather
than on simple understandingand memorisation.Recall here that CLIL teachersneedto
systematicallycheck on | e a r noenprehénsiorand activities that require application,
analysis,synthesisand evaluationare the mostappropriateonesfor learnersto demonstrate
comprehension.

The 4Csframewak was proposedoy Coyle (1999,2006) asa soundtheoreticaland
methodologicafoundationthat would allow practitionersto plan CLIL lessonsanddevelop
materialsbecauseof its integrative nature (Meyer, 2010). The framework focuseson the
interrelationshipbetweenContent (subject matter), Communication(language),Cognition
(learning and thinking) and Culture (social awarenesf self and 6 o t h e ramd¢akes 0 )
accountof 6 i nt e gon ditferent fedels: learning (content and cognition), language
(communicationand cultures) and culture (social awarenessof self and 6 ot her nes s 6

12



Chapterl1.Cont ent and Language I ntegrated Learning

Culture(s)permeateshe wholeandasCoyle (2008)suggestsgultureis really anintegralpart
of theinteractionbetweernanguageandthought.

The majority of the theoriesandmodelspresentederearemorerelevantto language
specialistgshanto contentexperts.lt is obviousthat contentspecialistsvho are involved in
CLIL needto know aboutlanguagdearningandteachingif theywantto be ableto enhance
their | e a r ramguageskills. Of course,the ideal situation would involve a content
specialistcollaboratingwith a languagespecialistat all stagesof CLIL instruction(setting
learning objectives, lesson planning, material design and production, teaching). Shared
expertiseof languageand contentteacherss the optimal solutionto the implementationof

successfuCLIL classesAs Swain(1998)haspointedout,

fig]ood contentteachingis not necessarilygoodlanguagdeachingé content
teachingneedsto guides t u d pragtessiveuseof the full functionalrange
of language,and to supporttheir understandingof how languageform is
related to meaningin subject area material. The integration of language,
subjectareaknowledge andthinking skills requiressystematianonitoringand
planning (Swain1998:68).

3. Researchin CLIL: wherewe are and what we know today

An internationalresearchscenefocusingon CLIL startedto evolve at the beginning
of the 21% century(Dalton-Puffer and Nikula, 2006).CLIL spreadmuch fasterthananyone
could haveanticipatedand measure®f its impactfollowed soonafter but at a much slower
pace(Wolff, 2005). To dateCLIL hasbeenstudiedfrom variousperspectiveand herewe
aregoingto takeonly a panoramicaview of the mostimportantfindings of this research.

Dalton-Puffer, Nikula and Smit (2010) distinguishedbetweenprocess and product
orientedstudiesand betweenstudiesat the macre andmicro- level. Productorientedmacro
studieshavelookedinto the resultsof CLIL programmesalreadyimplemented(e.g. Coyle,
Hood and Marsh 2010). Processoriented macro studiesare looking into the processof
implementation(e.g.Lorenzo,CasalandMoore, 2009. All thosemacrostudiesprovidedthe
necessaryoostpractitionersbut also politiciansand educationabhuthoritiesneededn order
to enhancehe implementationand improvementof CLIL programmesThosestudiesalso
offered a robust foundation on which decisionsregardingthe continuationof CLIL were
basedLlinares 2015).

13



Chapterl1.Cont ent and Language I ntegrated Learning

Micro studieslooked into the languageoutcomesof CLIL studentsin comparison
with the language outcomesof EFL learners.Those studieswere much neededas they
addressedturopean n i oparticalarinterestin CLIL programmesRecallherethat CLIL
wasthe solutionsuggestedby the EuropeariJnion to improvea long tradition of poorresults
in foreign languagesn somememberstates.Researctconductedduring the past10 years
points towards some common findings. In particular, gains have been reportedin the
following areasoveralllanguageability (Jexenflickerand Dalton-Puffer,2010; Lorenzoand
Moore, 2010, communicativecompetencdKlieme, 2006 as cited in Dalton-Puffer 2008),
acquisition of acaderit content (Lorenzo and Moore, 2010), academiclanguage and
languagecomplexity (Maillat, 2010).Positiveresultswerealsofoundin the writing of CLIL
studentgJexenflickerand Dalton-Puffer,2010; Ruiz de Zarobe 2010 andin the acquisition
of morphosyntactideatures,in particular(H ¢et and RiederB¢nemanin 2010) As regards
their speakingskills, CLIL studentsoften display greaterfluency, ability to producelonger
stretchesf discourseas well as creativity, they alsotendto be risk-takerswhen using the
language,a featurethat has often beenassociatedvith good languagelearners(Naiman
1995).By far, the greatesgainsfor CLIL learnersn termsof the languagesystemarein the
acquisitionof vocabulary.Throughstudyingcontentsubjectin anL2, learnersaremassively
exposedo technicalvocabularyto academiaiscoursebut alsoto lexical chunks,idiomsand
collocationsthat are rarely encounteredn foreign languageclassrooms.Thus, research
findings consistentlysupport that vocabulary and in particular, receptive vocabularyis
positively affectedby CLIL instruction(Jim&ezC a t andRuiz de Zarobe 2009 Xanthou,
201% Merikivi andP i e, 2014,amongothers).

It is interestingin this respectto point out that CLIL classeshave beenfound to
benefit learnerswith speciallinguistic gifts; thoselearnerscan reachvery high levels of
proficiencyandthis is perhapsot particularlysurprising.However,what may be surprishg
is that CLIL hasbeenfoundto significantly promotethe languageskills of averagestudents.
This is a consistentfinding observedin variousstudiesandit is a gain that shouldnot be
overlooked(e.g.Mewald 2004 Mattheoudaki®tal., 2014 Mattheoudakigtal., 2018.

Studiesof theimpactof CLIL on contentoutcomesare muchfewer; Llinares (2015)
attributesthis to the fact that CLIL hasmainly attractedApplied L i n g uanddangudpe
e d u c artecestvghide contentis anissuethatrequirescollaborationbetweenanguageand
contentexperts.However,the issueof whetherCLIL studentsare able to understandand
learn contentthat is taughtin a foreign languageis a continuousconcern of educatorsand

14
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parents(Dalton-Puffer, 2008. As the languageof instructionis notl e a r moghersrigue,
it is fearedthat CLIL learnersmay not be able to understandhe contentas well or as
accuratelyastheywould haveif thelanguageof instructionwastheir L1. However,research
into the impact of CLIL on contentlearning seemsto indicate quite the opposite:CLIL
learnersare, in general, better content learnersthan nonCLIL learnersand they often
outperformpeer controls when testedin the L1 (Van de Craenet al., 2007 Br¢ning and
Purrmanri2014.As theyneedto processandcomprehenaontentin a foreignlanguagethey
constructcomplexconceptsandschemataSimilar resultswereobtainedin othereducational
contextsaswell (e.g.in Finlandby J 2 p p,i200®andin Greeceby Mattheoudakist al.,
2014 Mattheoudakiset al., 2018)Suchfindings may be attributedto CLIL s t u d greaters 6
persistencen tasksassignedandto their highertoleranceof frustration.Theseallow themto
acquiren digherdegreeof proceduracompetencén thes u b j (Yotinbepet al., 2006 cited
in Dalton-Puffer, 2008:4). Linguistic difficulties, far from discouragingand leadingto task
abandonmenbftentrigger highermentalactivity which leadsto deepersemantigprocessing
andbetterunderstandingf curricularconceptgibid.). Of course apartfrom looking into the
learning processfrom s t u d anspestive,we should also care to look at what CLIL
teachergdo during their classesln otherwords, outperformancef CLIL learnersmay also
be attributedto thedemand<CLIL placesonteachersCLIL educatorareverywell awareof
the difficulties learnersmay encountelin their efforts to processthe contentin a language
otherthantheir mothertongue.Suchdifficulties areoftendueto a newor difficult conceptor
evento the useof anothedanguageandto the academiosocabulary. The differencebetween
CLIL and nonCLIL educatorsis the fact that the former are 6 mo §$ e n s itd thesee 6
difficulties and continuouslyalert to the signalsstudentsmay send- consciouslyor not i
indicatinglack of comprehensionAcademicvocabularyis frequentlyvery hardevenin L1.
However, similar difficulties are usually ignored, not becauseof contentt eac her s 6
indifference,but becauseknowledgeof L1 is a given and very often this is overestimated
teachersaarenot always awarethatL1 vocabularymay be unknownsometimesandtherefore
needso be explicitly taught For CLIL teachersthis is a defaultsituation.Everythingneeds
to be explained,illustrated, simplified and checkedand thereforethey are in a dialogic
interactionwith their studentsasthey needcontinuousconfirmationthat comprehensiomas
beenachievedAs aresult,CLIL teachersrein abettercontrol of whatandhow muchof the

contenthasactualy beenunderstoodindacquiredMattheoudakisandAlexiou 2017)
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As for the effect of CLIL on affective factors, researchfindings are contradictory.
HerasandL a s a g a beaentstiy (Z0%5)in motivationaldifferencesbetweenCLIL and
nonCLIL groupsrevealedno motivational differencesas regardstwo particularaspectsof
affectivefactors(motivationandselt-esteem)Suchfindings contradictfindings of a previous
study by Lasagabastef2011) but also findings by Mattheoudakiset al. (2014), which
actually highlightedthe positiveimpactof CLIL ons t u d mativason. Another study by
PsaltouJoycet et al. (2014) shedlight on the strategiesusedby CLIL and nonCLIL
learners;the results of this comparativecrosssectional study showed quantitative and
gualitativedifferencesn reportedstrategyusein favourof the CLIL learnergseealsoZiaka,
2014).

Notwithstandingthe large numberof studiesand papersthat havebeenpublishedon
the positive and promisingoutcomesof CLIL, thereare also researchersvho havevoiced
concernsBruton (2011), for example,publishedan interestingcritique where he doesnot
aim to doubt the beneficial effects of CLIL, but the anomaliesobservedin the research,
analysisandconclusiondrawn He questionghe validity of someof theresearcttonducted
mainly in Spain and pointsto the needfor i s e r dismtarestedeliable quality research
beingc o n d u Biuterd2011531). In a more recentarticle, Bruton (2013) againattacks
the restrictivenatureof CLIL, ashecallsit, andby this he refersto the processof selecting
studens for CLIL classesHowever,Bruton (ibid.) refersto specificeducationakndcultural
contextsand on the basisof thosehe tendsto overgeneraliseand drawsconclusionghat do

notapplyto all contexts.

4.CLIL in Greece:What took ussolong?
Accordingto Eurydice(201239),

i [nindarlyall Europeancountries,certainschoolsoffer a form of education
provision,accordingto which, nonlanguagesubjectsaretaughteitherthrough

two different languages,or through a single languagewhich is 6 f or ei gné
accordingto the curriculum.This is known ascontentandlanguagentegrated
learning.Only Denmark,Greece Jcelandand Turkey do not makethis kind of

provisioro .

This wasindeedvery muchthe casein Greeceuntil 2010whenCLIL startedon the

level of local grassroots activity with the introduction of some CLIL instructionin a
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particularstateprimaryschoolin Thessaloniki(3™ ExperimentaPrimarySchool of Evosmos
superviseddy the Schoolof English, Aristotle University of ThessaloniKi. This startedasa
pilot projectand for thelast9 yearsCLIL hasbeenexpandingcontinuouslywithin the school
curriculum.CLIL hasalsoexpandedvithin the bordersof the countryasa bottomup process
thanksto the initiative taken by the School of English, Aristotle University and a school
advisoraswell astheinvaluablehelpandsupportof the school (administratiorandteachers)
As CLIL hasbeenofficially recognizedby the EU as an effective and much promising
methodof teachingforeignlanguagesat school,onemaywonderwhethertherehasbeenany
impact on the Greek educational policies especially after the initiative taken by the
University. Unfortunately the national educationalauthorities seemto be very slow to
respondUp to the dateof publication of this ebook, therehasbeenno official recognitionof

CLIL asamethodof teachingn Greekstateschools.

4.1CLIL in the 3 primary school: Experimental Schoolof Evosmos

As alreadymentioned,CLIL startedas a pilot projectin Greecein 2010in a state
primary schoolin the westernsuburbsof Thessaloniki.Studentsattendingthe school are
generallyof averagesocioecoomic background The 3“ExperimentalPrimary School of
Evosmosfollows a diversified curriculum which allows it to introduceseveralinnovations
with respecto its subjectsteachingmaterias, syllabus,methodsof teaching The Schoolof
Englishat the Aristotle University of Thessalonikin collaborationwith the administrationof
the school and its teachers,ntroducesseveralof theseinnovations,superviseshem and
conductgesearclon theirimplementatiorandoutcomeqsee for exanple, Mattheoudakiset
al., 2014 MattheoudakisChasiotiand Alexiou, 2014; PsaltouJoyceyet al., 2014 Ziaka,
2014 ZiakaandKoutalakidoy 2014;Mattheoudakiseal., 2018,amongothers.

The Experimentalschool of Evosmoswas the first stateprimary schoolin Greece
which introduced foreign langua@ instruction from gradel.EFL instructorsdo not use
commercialEFL coursebooksbut alternativeteachingmaterials,rangingfrom fairytalesto
short novek, most of them authenticrather than simplified, internet material and other
resourcesMaterials such as worksheetsguizzesand tests,are authoredby the instructors
themselvesas they needto be tailor-madebasedon the booksthey useandtheirl ear ner s 6
needs.

On top of the EFL classesthough,learnersreceiveCLIL instruction;CLIL is now
systematicallymplementedasa methodof teachingvariousschoolsubjectsfrom gradel to
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6.CLIL is notimplementedn this schoolasan elitist approacho languagdearningandthus
no studen selectionis made(cf. Bruton, 2013);on the contrary,CLIL addresseall students
andthus, all studens graduatingfrom this schoolhavereceivedat leastone year of CLIL
instructioni for at leastone subject.Our 9-yearlong experiencehasprovidedus with rich
empiricalfindings andsignificantresearchresultsthat clearly point to aninclusive approach
that can functionin all learningcontextswith a broadand diversified rangeof learners(cf.
Wolff, 2002) Theparticularschoolis a casen point.

Theselectionof subjectgo betaughtwasmadebasednt e a c tualifications.lt is
worth pointing out here that when we startedimplementingCLIL, we opted for foreign
languageeachergatherthancontentteachergo teachCLIL classeseventhoughthisis not
the casein other Europearcontexs. The mostimportantreasonbehindour choice is related
to the adoptionof type A CLIL (cf. Massleret al., 2014) which requirestransmissiorof the
contentthroughthe mediumof a foreignlanguagethus,instructorshadto be proficientin the
L2 andableto understandhe principlesof instructedsecondangua@ acquisitionin orderto
help learnersincreasetheir output and develop their interlanguage Given that all EFL
teachersat school are highly qualified in teaching English, we looked for further
gualificationsi formal or informal i that might enablethem to teachother subjects The
teachers eventually selected were able to teach Geography, Religious Education,
EnvironmentalStudiesand History i either becauseahey had a relevantdegreeor because
theyhada particularinterestandadvancedknowledgein this field. In 2013we expandedhe
implementationof CLIL with the instructionof Science ICT, PhysicalEducationand Arts.
As the particularsubjectgequirespecializedskills andknowledge EFL teachergollaborated
with specialistteachers The last CLIL subjectintroducedin the school curriculum was
Chess.This is a new subjectin the nationalcurriculum andwe decidedto includeit in our
CLIL subjectdor first graderqseerelevantchapterin this book).

All teachersnvolvedin CLIL instructiondesigntheir own materialsor alternatively
adaptauthenticmaterialsthat may suit their needs.They all follow the national school
curriculumbut they do not usethe prescribedschoolcoursebooks;theseare kept at school,
soaslearnerswill not haveaccesgo the materialin Greek.Although Englishis exclusively
the mediumof instructionin CLIL classesschoolcoursebooksthat are usedin English
speaking countries were not appropriate as CLIL requires a pedagogicaladaptation,
especiallyatthoseinitial stagesf its implementatior(cf. LasagabasteandSierrg 2009).
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Thefirst yearof its implementation20102011),CLIL wasintroducedto Grade6 for
the teachingof Geographyfor two hours a week as prescribedby the national school
curriculum Gradually overthe nextfive yearsit expandedo more classesandmoreschool
subjects In schoolyear20172018t coveredall gradesand expandedevenmoreto involve
more subjectsand more teachersFor the first time, a contentteacherwas chosento teach
Science(to 6"graders),nitially in collaborationwith an EFL teacherput later on his own.
Table1 belowillustratesthe full gamutof CLIL subjectsthathavebeentaughtin the school

in gradesl to 6 duringthe period20102019

Table 1: CLIL subjectgaughtduring2010-2019

Gradel | Grade2 | Grade3 Grade 4 Grade 5 Grade 6
Chess Physical | Environmental | History Geography| Geography
Education | Studies
g Arts Chess History Environmental | Religious | Religious
._Gé Studies Education | Education
> Arts Physical Arts History
r Education
4 Science
)
ICT

5. The CLIL Primei Erasmus+project

CLIL is notanideal methodof teachingoutit hasthe potentialto improvethe quality
of both foreign languageand subjectteachingand bring togetherlanguageeducatorsand
contentteacherslt is basedon a robusttheoreticalfoundationandit is in line with the
principles of P21 Framework for 21%' century learnind which defines the skills and
knowledge required for 21*" century citizens in order to succeedboth personally and
professionally.

Thedisseminatiorof CLIL instructionis closelyrelatedto CLIL trainingfor bothpre-
serviceandin-serviceteachersCLIL teachertrainingneedso be organizedn collaboration
with the academiaand centrally coordinated by each European state individually.
Additionally, the lack of appropriatdeachingmaterialshasbeenexpressedime andagainby
various researchersnd practitionersin other Europeancountries.At this point there are
CLIL materials published and used in a number of Europeancountries but as CLIL

“For more information go thttp://www.p21.org/ouwork/p21-framework
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implementationvaries accordingto context, it is highly unlikely that those materialsare
transferabldo different contexts Teachettraining should therefore alsoincludetraining for
materialdesignbasedon CLIL principlesandthe 4C frameworkproposedy Coyle (1999).

Basedon the aboveremarks,we considerit essentiako establisha dialogueamong
practiioners at a transnationalevel. This would allow us to achievecalibration of CLIL
techniquesaccountfor culturalandinstitutionalvariationsandestablisha commongroundof
understandingSuch a transnationaldialogue would ensurethat learnersthroughoutthe
European member states are offered equal educational opportunities. Transnational
cooperatiorwould further developthe skills and professionaprofile of educaors and allow
comparabilityof learningoutcomesandstandardizatiof teachingorocedures.

To this end the 3" ExperimentalPrimary Schoolof Evosmostook the initiative to
designand coordinatean Erasmus+Project,CLIL Prime which aimed to addresshe issues
above;thatis, to creae collaborationsamongschoolsin variousEuropearcountriesso asto
promotecalibrationof teachingtechniquesand materialsin CLIL contexts.In particular,the
projectaimedto promotequality learningfor all through(a) the creationof an OER (Open
EducationalResourcesplatform offering CLIL teachingmaterial,lessonplans,worksheets
andteachingpracticedn diversesubjectmatters and(b) offering teachettrainingvia MOOC
to teachersnterestedn implementingCLIL in their classrooms

Theresultsof this 3-yearprojecthavebeenvery positivebut alsoencouragingsthey
indicatethat CLIL educatorsn Europehaveacquiredsignificantabeit diverseexperiencsin
the CLIL classroomsand are both willing and readyto collaboratewith colleagueson a
Europeanlevel in order to disseminatetheir expertise,exchangetheir experiencesand
addresstogethe the challengesencounteredWe hope and expectthat CLIL Prime will
inform and inspire educatorsyesearchersand academicsso as to expandand build on its
findings, outcomesandproducts We would alsolike to hopethateducationabhuthoritieson a
Europeanlevel will be betterand more effectively informed aboutthe linguistic, cognitive
andcultural benefitsof CLIL andwilling to take seriousinitiatives for its disseminatiorand

for the promotionof wider transnationatollaborations.
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Abstract

This chapteroutlinesa way to plan a specificschemeof work within a curriculum utilizing
CLIL methodology.It usesa coursedesignedor a grade4 history classin an international
schoolin ltaly as an example.The coursewas designedand taughtduring the Erasmus+

CLILprime project It startsby reviewingthe relevantliterature,andthenusesan exampleto

demonstratdow to performa needsanalysisfor the groupof learnersaswell asdiagnostic
testingfor both contentandlanguagelt thendescribeow to decidecoursepriorities based
on findings, and how to selectoverall goalsand objectiveswhen designingthe schemeof
work. It takesinto accountinstitutional constraintswhich needalsoto be consideredvhen
planning a course.lt finally describesassessmeninethodsthat may be usedin the CLIL
context,andprovidesan exampleof whattheresultingschemeof work lookslike.

Keywords: CLIL, curriculum,history,assessmenscheme®f work, needsanalysis

1. Introduction

Designing a schemeof work, which follows a mandated curriculum can be
challenging for teacherswho are new to bilingual educationin general,and to CLIL
specifically. CLIL focuseson scaffolding both the languageand the content. It includes
communicativetasks,and makesuse of both formative and summativeassessmenCLIL
supports language acquisition and developmentthrough content and languageaware
pedagogy.The focus on specific languagechunks, which supportthe content can help
learnersaccesghinking skills (Coyle et al., 2010),hencedevelopcognition. As describedn
Bialik andFadel(2015),a 21% centurylearningaim is to fosters t u d eritical thidking in
expressingcognitively complexideasabouttheir world. Thus, CLIL is an excellentfit in a

schoolsystemthataimsto developtheseskills in studentsThis chapterdescribesanexample
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of CLIL coursedesignin the contextof a history classfor upperprimarylearnergaged9-10)
in Italy.

StT h o mass émwllinternationalschoolin centralltaly. It wasfoundedin 2010as
a primary school, and studentsare taughtin both English and Italian, althoughthe main
languageof instructionis English. Classsizesare typically very small, ranging from five
studentsup to eighteenstudents.The school curriculum is basedon Italian Ministry of
Educationrequirementshuttaughtusinganinquiry-basedmethod.CLIL methodologyworks
well in this situationasit provideslearnerswith the necessariinguistic scaffoldingneededo

copewith thedemand®f the curriculum.

2. Background

Definedin 1994,CLIL refersto teachingspecificsubjectshrougha secondanguage.
Formalisedin Europe,it draws on aspectsof immersion programmesfrom Canadaand
Wales,amongstothers.However, CLIL hasexistedfor 5000 yearsi after the Akkadians
conqueredhe SumerianstheylearnedSumerianby studyingsubjectshroughit. (Mehistoet
al., 2008).Romanchildrenwereeducatedn Greek,to providefuture socialandprofessional
opportunitieCoyle et al., 2010). Later still, andfor manyyears,Latin wasthe languageof
educatioracrossEurope.

CrossandGearon(2013)highlightthat CLIL offersa pedagogicamodeladaptabldéo
various educationalcontexts.loannouGeorgiou (2012) explainsthat, becausecontentand
languagehave dual importancein CLIL, one must considergenerallearningand language
acquisitiontheoriesto fully understandkey issues- it is this conceptof integration,which

presentshe mainimplementatiorchallenge.

2.1 Theoriesof Learning in CLIL

CLIL pedagogydrawson different strandsof educationaresearchincluding sociat
constructivist perspectiveson learning (eg. Vy got s10¥86&z o ofe proximal
d e v el o pBweonat dolpaliertwork on humancognitive attention,demonstratinghe
complex nature of thinking (Broadbent, 1958), and Ga r d nMuitigles Intelligences
(Gardner,1983).B | o o Taxosomyof LearningDomains(Bloom et al., 1956),a hierarchy
of six thinking skills arrangedfrom lower order thinking skills (LOTS) to higher order
thinking skills (HOTS), provides a framework for developingcognitive skills. This was
updatedin 2001 to relate cognitive processesto instructional tasks, thus making the
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taxonomyeasierfor classteachergo use (Andersonand Krathwohl, 2001). Implementing
CLIL in primary schoolsalsoacknowledgeshe connectiorbetweenphysicalmovementand
improvedattentionandcognition (Jensen2005),usingphysicalactivitiessuchasmime, role

play, andactionsongsto build movemeninto lessons.

2.2LanguageAcquisition Theoriesin CLIL

Age and cognitive developmentare key in secondlanguage(L2) acquisition, as
positedby the Critical PeriodHypothesigLenneberg1967). Amount of exposurds another
mitigating factor (LightboownandSpada2006).Although CLIL is notagedependenti does
provide increased.2 exposurecreatingthe environmentfor nearnative acquisitionwhen
begunearly.

Kr a s MNataraQrderHypothesiqibid) led to sequentiateachingof grammatical
and lexical structuresin standardtextbooks.While languageis not usually specifically
taughtin the CLIL classroomsometimeghiswill beneededIn CLIL, this | a n @fuha g e
mo me ohbsento supportcontentlearning, subvertsthe discreteitem approachusually
foundin thegeneraEnglishlanguageclassroom.

The sociatcultural theory (SCT) that language developmentthrough social
interactionis centralto humanlearning(Vygotsky, 1978)informs CLIL, engagindearners
in interactive, dialogic learning. The underlying 4Cs framework integrates Content,
Communication(language),Cognition, and Culture, so studentslearn to use language

correctly,while using languageo learneffectively (Coyle,2006).

2. 3 Integration of Content and LanguageAssessmenin CLIL

Reasonsfor assessmenin the General English class for young learnersare
manifold (Moon, 2005), but the focus is on language acquisition, not content
understandingCreatingassessmemiroceduredor CLIL is challengingbecausdearning
objectivesandsuccesgriteriafor knowledge competenciesandskills in both contentand
languageneedto beintegrated.To enhancecognition(the third C of the 4Csframework),
studentsmust also engagein meaningfulself- and peerassessment® reflect on their

progressandsetpersonalearninggoals.
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2.4.Learning through CLIL

In foreign languageclassroomsauthenticitycan be elusive.Languages the focus
evenwhen using relevant,authentictexts. Learnersare usually assesse@n grammatical
and lexical knowledge, rather than communicativecompetencegLightbown and Spada,
2006). Whenthereis a focus on content,this tendsto be informedby | e a r interests,6
ratherthanspecificschoolsubjects.

In CLIL classroomshowever,materialstendto be adaptedversionsof authentic
materials.Researchshows that studentslearning through CLIL programmesare more
engagedhan studentsn regularforeign languageclasseqCoyle et al., 2010), achieving
betterresultsin their L1 (Baker,2006),and showinghigherlevels of cultural sensitivity
(LasagabastaandSierra,2009).

Accordingto Munoz (2002:35),key reasondor C L | Lpdsgive learningoutcomes
are:

0 meaningfulunderstandablmput
0 strengthenedbility to processnput, which eventuallyresultsin enhancedognitive
development

0 transferof literacyskills from L1 to additionallanguage(s)

0 relativelyanxietyfreeenvironmentwhich helpslowers t u d a&ffactivefiiter
0 studentmotivationto learn content,which ultimately createsmotivationto learnthe

necessarjanguage.

3. Implications
ThelearningtheoriesJanguagecquisitiontheories andthe needfor a dualfocusin
CLIL classeslescribedn the previoussectionleadto severaimplicationswhenit comesto

coursedesign.Theyareasfollows:

3.1Cognitive challenge
It is challengingfor young studentsto develop thinking skills, knowledge,and
contentunderstandingn a non-native language.ln order to facilitate the procedureand
supportlearnersCLIL teachersieedto provide:
0 Appropriatescaffoldingfor content andlanguageearning;
0 Learningactivitieswhichbuildons t u d jgriar kneviledge skills, andattitudes;
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0 Opportunitiesfor studentsto developLOTS, HOTS, and Cognitive Academic
LanguageProficiency(CALP) (Cummins,1979);

Strategieswvhich addressa rangeof intelligencesandlearningstyles(Gardner,1983;
Fisher,2005).

(@4

3.2Focuson Communication
CLIL promotescollaborativelearningand dialogic teaching(Coyle et al., 2010).
Learningactivitiesmust:

0 promote quality teachefearner and learnerlearner discourse,to improve Basic

InterpersonaCommunicatiorskills (BICS) (Cummins,1979);

O«

exposestudentgo subjectspecificvocabulary,grammaticalstructuresand
functionalexpressionsknown ascontentobligatorylanguaggSnowet al.,

1989),andgive themopportunitiego usethemin discourse;

O«

provideopportunitiesfor studentdo usenon-subjectspecificcontentcompatible

languagdibid) whenengagedn communicativeactivities.

3.3Choiceof contentand materials

The choiceof contentin CLIL is contextdependentlt can be drawnfrom national
curriculums, be thematic, crosscurricular, or interdisciplinary (Coyle et al., 2010). CLIL
createsopportunitiesfor learnersto put L2 knowledgeinto practice,if the materialsare
engagingand authentic;it also createsplentiful opportunitiesto develop communicative

competenciethroughtasks which arecognitively challenging.

3.4 Choiceof Formative and Summative Assessmenf ools
To be usefulandsuccessfulassessmergrocessesnustprovidereliable information,

therefore theymust:

O«

betransparento teacherslearnersandstakeholders;

O«

directly addres&xpecteccontentandlanguageoutcomes;

O«

haveabalancedocus,or weighto the sideof prioritized objectives.

A clearsetof criteria must be selectedor designed Here the teachermust choose

whereto place emphasiswhetheron contentor language,using knowledgeof st udent s 6
currentunderstandingo move learning forward. Using a variety of assessmeribols and
clearcriteria providesan integratedpicture of studentachievementincluding CALP, BICS,
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contentobligatory,andcontentcompatiblelanguage Studentsnustalsohavetime to reflect

on learningto be successfu(Fisher,2005).

3.5 Stakeholders

Parentsare stakeholderdbecausetheir involvementand supportare essentialfor
successfuimplementationin primary CLIL programmegMehisto, 2007, 2008; Massler,
2012; Cross and Gearon, 2013). As in any course with minors as students, parents
stakeholderanust be regularly informed of progress.This can be done through various

tools,for example plogsandnewsletters.

3.6Recap
Bearingin mind the above,whendesigninga schemeof work for CLIL lessons,
the following implicationsfor needsanalysis,diagnostictesting,andlessondesignmust

beconsidered:

O«

Cognition- learningandthinking processesvith a clearunderstanding@f the
youngl e a r cognitivelévels;

O«

Choiceof contentandcorrespondingommunicativeactivities;

O«

Integrationof contentandlanguageobjectives;
0 Assessmenprocessewith clearcriteriarelatingto integratedobjectives;
0 Awarenes®f stakeholdeexpectations.

Thefollowing partof this chapteroutlinesthe processof designinga schemeof work
in aprimary classroormusing CLIL to teachhistory, thusproviding an exampleof the issues
discussedbove.The processs describedrom the initial diagnostictestingof the students,
the choiceof contentand correspondingactivities with appropriatecognitive challenge the
selectionof objectiveswhich allow for theintegrationof contentandlanguagethroughto the

assessmerbolsselectedandwaysto acknowledgeandaddresstakeholdeexpectations.

4. NeedsAnalysis
A schemeof work processshould start with a needsanalysisof the populationin
questionwhich in our casearethelearnerdn the class.Whatis more,beforeexaminingtheir
learnersheedsthroughvariousmeans(observationguestionnairegnd so on) teachersnay
startby makinga shortclassprofile basedon their existingknowledgeof their learnersThis
serveshe purposeof providing a broaderpicture of the whole classregardingits population
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andmorespecificallytheir L1 backgroundage,classsize,genderJevel of languageandso
on.

4.1 Classprofile
Table 1: Classprofile

L1 8 Italian; 1 Italian/Englishbilingual from birth
Age 9-10
Classsize 9 (smallclassbecaus®f beinga privateschool)
Gender 6 males/ 3 females
Level Mixed ability (CEFR:A2.2-B1.2)
Education 6th yearof bilingual early childhood/primaryschool
Course 5 hours/weelover4 weeks(partof alongerunit of study)

The classteacherin our exampleof a History classwasboth the EnglishandHistory
teacher Basedon previousformative and summativeassessmeni$rom both the 20182019
academicyear and previous years), the learnerswere known to have a strong receptive
understandingof English, but some lacks were apparentin productionin terms of both
fluencyandaccuracy.

4.2 Overview

St u d eeedswadtsandlacks(HutchinsonandWaters,1987)needto bediagnosed
throughboth subjectiveand objective means(Nunan,1988),and analysedrom a linguistic
andcontentperspectivalueto the factthatthisis a CLIL course(Ruiz-Garrido,andFortanet
G - me2009).Studentneedsareparamountvhendesigningearnercentred communicative
courses.Linking theseneedsto courseaims, classroompractice,and assessmergchemes
creates the course framework (Seedhouse,1995). Teacheiperceived and parentsas
stakeholderperceivedheedsalsoneedio beconsideredWest,1994).

St u d athitudestdwardslearningandlanguagetheir preferrediearningstylesand
their perceivedcurrent performanceand needsformed the basis of the linguistic needs
analysis.

To decide on the contentrequirementsMu n b y1678) target situation analysis
(outlined in Hutchinsonand Waters,1987) was used, analysingboth the history syllabus

requirementsset by the Italian Ministry of Education,University and Researchhenceforth
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MIUR, (Appendix) ands t u d prinrkrewledgeof the contentbeforethe implementation
of theprogram.
To enabletriangulationof the needsanalysis(Richards,2001) multiple datasources
wereused:
1. L e a r ratétwdsstowardsEnglish, and felt social and academicneedsfor English
(subjectivedata)
2. Thelinguistic needsand lacks perceivedby learnersto contrastwith the diagnostic
test(objectivedata)
Learningstyles
Parents t a k e hpertetvedread$
Italian Ministry of Educatiorrequirements

o g &~ w

St u d eumréntsodtentknowledge

4.2.1Procedures
To collectdatasetsN1, N2 (throughthreetests- a/b/c)theteacheruseda kinaesthetic
activity, divided into three parts, addressingyoung | e a r needfa ®novementwhile

learning.(Montessori,1966).0Othertoolswereusedfor N3-N6.

Table 2: Needsanalysistools

N1+ N2a Dichotomousstatement§Appendix3a)
N2b QuadrantgAppendix3b)
N2c Dichotomousstatement§Appendix3c)
An onlinemultiple intelligencesquestionnairdBGfl, Multiple
N3 Intelligences2002)to discovertherangeandstrengthof various
intelligences/learningtylesin theclass.(Appendix4)
N4 Parentstakeholdeperceivecheedsjuestionnaire(Appendix5a)
N5 Italian Ministry of Educationearningobjectivesfor
primaryschools§MIUR: 2012).(Appendix1)
K-W-L (Know, Wantto Know, Learnt)chartto assessontentknowledge
N6 andinterest.(Appendix6a)
4.2.2Results

Justover half of the studentsusedEnglish outsideof school,for example,to watch

television,listento music, or interactwith Englishspeakingfriendsandfamily. All showed

® The reader can find all the appendices of the current chapter following thbttmktbit.ly/20HXUrm
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positive attitudestowardsEnglish,enjoyingvariousreceptiveand productiveactivities (N1).
All expressed needfor more extensivegrammaticaland lexical knowledge.The majority
felt more confidentin speakingthanwriting, and betterat readingthan listening (N2a/b/c).
Theseresultsreflect the fact that those studentshad beenimmersedin English through
bilingual educationsince the age of three.In addition, the teacherhad beenemphasising
readingasaskill, andthe studentsvereinvolvedin anextensivereadingprogram.

Basedon the Multiple Intelligencessurvey,studentsdemonstrateé rangeof styles.
Table 3 showsthe results,and particularactivities, which wereusedin the courseto address

thelearningstylesfoundin class.

Table 3: Learningstylesandsuitableactivities

Learning style Suitable activities
Interpersonalyisual/spatial, Collaborativetasksandactivitieswhich

andnaturalistic encourag®bservationcomparisonsand

learnerspredominate. inquiry (Fisher,2005).

. . Activities thatemployanalysisandreflectionon
Logicalanalyticaland . ARG
learning(metacognition)includedto

intrapersonal ) ST .
intelligences:ankedhighly. developl e ar r?lgge_ll_rg;;derthlnklng skills

Parents expressedsatisfactionwith s t u d existing 6ontent knowledge. They
requesteanorework on languagecompetenciesyhich is not surprising,giventhe challenge
of integratinglanguageandcontentexpectationsAll of themstatedthattheir child neededo
useEnglishoutsideschoolfor socialising(BICS) (not confirmedby N1 - L e a r matBtudasso6
towards English, and felt social and academicneedsfor English) and that English was
importantfor theirc h i futhré fudiesand profession.Parentselt well-informed of their
c hi | deareing@ragress(N4).

Content goals and objectives for this course were informed by Ministerial
requirementdor this age group/academigear (Appendix 2), and studentquestionsarising
from the KWL Chart (Appendix 6b), as well as teacherobservationsf studentdialogue,

which allowedtheteacheto balancestatemandatesvith learnerinterests.

4.3 Rationale for Diagnostic Tests
Developmentafactorsrelatedto | e a r yoengagdandtheir cognitive maturity are

expectedo affectthe level of their languageproficiency. CEFRBL is the highestperceived
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level possible (Hasselgreen2015). Given the indirect nature of languageteachingin an
immersive languageenvironment,theses t u d &amgtageproficiency level accordingto
CEFR was difficult to assessFor the samereason,standardtestssuchas Flyers or PET
lackedfacevalidity for thesestudentsDifferent assessmertbols were needed.The teacher
thereforeanalyseds t u d evmittensa6d spokensamplesagainstthe English Profile for

Vocabulary and Grammar (http://vocabulary.englishprofile.org/staticfiles/about.html

(Appendix 7) and createda contentrelatedlistening test to diagnoselistening skills (see
Appendix 8a/b/c/d).Resultsshowedjaggedprofiles i different levels of proficiencyacross
the  four skills (for an  explanation of jagged  profiles, see

https://education.gov.scot/improvement/Documents/c830OL-Initial-Assessmentmain

pack.pdf pagel5).St u d answess6 N2a/b/ctestsshowedthat they were awareof this.

Theyalsosharedssomecommonlacksanderrors.
4.3.1Resultsof Diagnostic Tests
The resultsof the diagnostictestsprovidedinformation asto the languageareas/objectives

theteachemneededo focuson. Table4 providesa summaryof theresults.

Table 4. Summaryof diagnosticestresults

LanguageSkills/Competencies Results

Weaknesseand/orinconsistencies:
O complexverbtensesandforms;
Writing 0 conjunctions
O prepositions
O complexsentencetructure

ConfidentEnglishcommunicatorsvith:

Speaking O somefossilizederrors
0 unnecessargodeswitching
O Regularlyreadin Englishfor pleasure
Reading O Tackle high-level ageappropriate novels with

confidence
O Confidentapproacho noniction texts

0 Well-developedisteningskills
Listening O Ability to listenfor specificinformation, gist, and
detailedunderstanding
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4.3.2Lacks

The NeedsAnalysis (NA) and DiagnosticTesting(DT) showedthat learnersneeded
inputin termsof grammarmovingthemfrom B1.1to B1.2/B2onthe CEFRscale),andlexis
(expandingooththeir contentspecificandcontentcompatiblevocabulary) Theyalsoneeded
guidanceto improve their academiowriting, in the areasof register,complexconjunctions,
and genre.Lastly, they also neededspecific contentknowledgeaboutthe ancientEgyptian

civilization.
4.4 Course Priorities basedon NeedsAnalysis and Diagnostic Test Findings
The content(Ancient Egypt) was the main focus, due to studentinterest, parental

expectationsandinstitutionalconstraintsThe diagnostidestresultsled usto prioritise:

Table 5: Coursepriorities

Priority

1 Developingcontentobligatorylanguage
(expressingauseandeffect; specificlexis)

5 Improving contentcompatibldanguage
(prepositionsparrativetensescomparativeandsuperlativeforms).

3 Improving writing ability - cohesion,organization,complex sentencesand
historicalgenre

4 Developingfactualknowledgeof theancientEgyptians

5. CourseOutline

After completingthe analysisoutlinedin the previoussectionstheteachehasa clear
ideaof the needsof the learnersaswell ascontextualconstraintsFollowing is a description
of the processusedby the teacherto createthe unit of studyii Anc Eg yn p t hasedos 0
heranalysis-Thefull coursecanbefoundin Appendix1.

5.1 Syllabusdesign
As the schoolis bilingual, the coursepresentedn this chapterusedthe content
driven hardmodelof CLIL ( Gu | i 2023pBeifgaimedat younglearnersthe course
had to be holistic, and as Aristov and Haudeck(2013) state,actionbasedand process
oriented, with learnersconvertingé h a-ondlse a r mmforognd ordssnder st andi ng
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through speakingand writing processegWebb, 2010, p. 448). Children would LEARN

language,learn ABOUT language,and learn THROUGH languageby participatingin

meaningful language events (Halliday, 1985). CLIL informed the methodological
conceptualizatiorof the coursein the choice of materials,the learning activities, (both
individual andcollaborativetasks),the useof specificcontentandlanguagescaffoldingin

order to promote cognition, the choice of formative and summativeassessmentools.
Thesechoiceswere basedon the results of the NeedsAnalysis (NA) and Diagnostic
Testing(DT), presentedn 4.2.2and4.3.1above.

5.2 Goalsand Objectives

OnceNA/DT resultswerecollected,andpriorities selectedthe teachemusedthemto
createa setof goalsoutlining the rationalefor teachingandlearning(Nunan,1988). These
goalsallowedthe teacherto decideon the specificobjectivesrequiredto achievethesegoals
(Graves2000).

When settinggoalsin CLIL, thereare four stepsto consider,drawing on the
aforementioned CsFramework:

1) Content.whatnewknowledgewill the studentsacquire?
2) Communication:
(a) languageof learning:whatgenresandlexis doesthis subjectuse?
(b) languagefor learning: what kind of languagedo learnersneedto communicate
effectively?
(c) languagethroughlearning: How canwe capitalizeon languagethat emergeghrough
thelearningprocess?
3) Cognition: which cognitive skills seemmostappropriatefor developmentwith reference
to content?
4) Culture: How canwe make connectionswith the wider world on a personaland global
level?

To ensurehatstudentsmeetcurriculumtargets practiceandextendbothlower order
thinking skills (LOTS) and higher orderthinking skills (HOTS), and further developbasic
interpersonalcommunicationskills (BICS) and cognitive academiclanguageproficiency
(CALP), thefollowing goalsandobjectiveswerechosen:

Goal 1(Content):Studentsshould developfactual knowledgeand understandingf
AncientEgyptin accordancevith the MIUR requirementgAppendix3).
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Goal2(Communication)Studentshoulddeveloplanguage

(i) of descriptiondefinition, comparisonexplanationandhypothesis;

(if) acquisitionof appropriatggrammarandlexis for writing abouthistory;

Goal 3(Cognition): Studentsshould develop skills in research,organisationand
presentationof content knowledge; engagemenin higherorder thinking skills such as
analysisevaluationandsynthesis.

Goal4 (Culture): Studentsshoulddevelopan understandingf connectiondbetween
AncientEgyptandAncientRome.

An overviewof the courseobjectivesperskill is alsopresentedn Table6 below.

Table 6: Courseobjectives

Lanauage/ Objectives
Skillg 9 By theendof thecoursethelearnerswill bebetterable | Goals
to:
la - organizeinformation and knowledge, using pertinent
1. Skills themesandconceptg2.5.3) G3,G2i,

1b- recountiearnedfactsandproducesimplehistoricaltexts G2ii, G2iii

2a - Use subjectspecific lexis to speak and write about| G1,G2ii

2.vocabulary | piqyoricaleventsandpeople (2.4.5b)

3a - Apply proceduralknowledgeof grammaticalitems, e.g.
3.Grammar | past progressive,through languageawarenesstasks to aid
fluency/complexityin spokenandwritten discourse(2.4.5a) G3,G2ii

4a - use a timeline to organize information, periods, G1,G2j,
contemporaneousvents, and duration in the context of Gz2iii, G4
AncientEgypt.

4b - identify the relationshipsbetweenhumangroupsand
spatialcontexts(Egyptiansandthe Nile River)

4c - comprehencevents,facts, and phenomenaf Egyptian
society and civilization which characterizethe history of
humankind.

4. Content

5.3Content and Sequencing

The 22 hoursof the courseusedasan examplein this paperwerepartof alongerunit
aboutancientriver civilizations, drawn from the mandatedtalian national curriculum and
adaptedfor CLIL. The contenthours(seeTimetable- Appendix 6) are supplementednd

supportedby English languagelessonswithin the timetable: Language- analysinghow

40




Chapter 2. Designing a scheme of work for CLIL lessons in a primary school

English works; and Literacy - helping studentsdevelopcontrol over genresand linguistic
structuresin the history subjectarea(Coffin, 2006). Therewas half an hour eachweek for

reflectionandlearningportfolios.

5.3.1Materials

The maintexts,AncientEgyptfrom the Dorling KindersleyEyewitnessBooksseries,
andthe UsborneEncyclopediaof AncientEgypt wereadaptedhroughthe useof glossaries,
frontloadingactivities, and comprehensiomuestionsdue to their high linguistic load. The
classroonlibrary provideda rangeof booksaboutEgypt for studentuse,and studentswere
remindedandencouragedo usethesethroughouthe unit.

Language materials included specifically selectedtasks from grade 4 English
LanguageArts books, and teachefcreatedmaterialsthat allowed for more relevanceand

inclusionof contentbasedexamples.

5.4TeachingApproach

CLIL is a form of ContentBasedInstruction, drawing on Task BasedLearning,
principles of learnercenterednessand activation (Llinares and Dalton-Puffer, 2015),
resulting in an educationalinguistic approach,which does not focus exclusively on
languageacquisition. It is an inquiry-driven model, allowing studentsto build their own
knowledgeof contentandlanguagehroughreflectionandengagemenGiventhelinguistic
course goal and objectives of increasingthe BICS and CALP of the students,the
communicativeapproachis usedto improve communicativecompetenceH a r mé IE & A
(EngageStudy,A c t i v(2008e5])admesinto usewhena focuson form is required,and
SystemicFunctional Linguistics (Halliday, 1994) assiststhe teacheras il . the.Systemic
FunctionalGrammar(SFG) model canrevealto teacherdeaturesof the discourseof their
di s ci (Whiitakeg2010:32).

5.4.1Tasksand Activities
To ensurea balancebetweenlinguistic and cognitive demandsthe CLIL Matrix
(Appendix 9a) was usedto audit tasks(Coyle et al., 2010). Coffin, an expertin subject
specific literacy, outlinesthe importanceof the teachingof historyin developingst udent s 6
ability to sequencepast eventsand understanccauseand effect. Studentsneedto become
familiar with, andbe ableto readandwrite, textssuchasthe historicalrecountgenre(Coffin,
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2006). TheteacherusedMa r t 19899@nedelfor teachingsubjectspecificliteracy (Martin,
1999),which is still highly relevant.It is a modelwhich leadsstudents§rom dependencéo
independencéhrougha seriesof guided activities (Appendix 9b). Taskswere expectedto
lead studentdo analysesentencdevel constructionsand referencedevicestrategiesusedin
history texts, building their understandingf the genresused.Communicativetaskswould
involve jigsaw readingsyole-plays,andsmall group projects,aswell as teacherstudent,and
peerto-peerdialoguegAppendix9c), guidedby theresultsof a studyinto tasktypesin CLIL
by Llinares and Dalton-Puffer (2015), who analyseds t u d evaluasivé languageand

engagemenwhile involvedin thevarioustasks.

5.5Institutional Constraints
Centralto the processof coursedesign,accordingto West(1994),is the consideration
of the potentialand constraintsin institutional resourcesin this course,in particular,such
constraintsverethefollowing:
0 Only oneteachemwasavailablefor this course;shewas both contentand language
specialist. This required careful planning on her part to ensurethat contentand

languagegoalsweremet.

O«

Specificltalian Ministry of Educationearningobjectiveshadto be covered.

O«

Publishedmaterialscoveringrequiredtopicsin English,while available needectareful
gradingand adaptationto becomelinguistically accessibldor the studentsitherefore

theyhadto be carefullyandsystematicallyanalysed.

O«

Theschoolhaslaptops,which wereusedin class,albeitratherold. Sevenstudents
hadtabletsavailable.The schoolwastrialling Microsoft Office 365Educationan
online virtual learning space.The classroomwas equippedwith an IWB and

documentamera.

6. AssessmenProposal

Any educationalprocess,CLIL lessonsincluded, should also use some form of
assessmerthatwill, amongotherthings, provide valuablefeedbackon the processtself. To
this end, the following subsectionsvill (a) describethe principles thatunderlieour decision
to choosespecificforms of assessmen(b) presentthe assessmerylan that we usedfor our
exampleof the History course,(c) referto a numberof constraintshat we encounterednd
describealsosomeopportunitiegpresentedand(d) referto thewhole courseevaluation.
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6.1Principles

Masslerand Stotz (2013) recommendcontinuous,systematicassessmertb benefit
studentsandteachersThis regularassessmerdf s t u d eonténtarid languageknowledge
informs future lessons.Thus, formative assessmentiakes place during a course,and is a
combinationof processesnd tools which are usedto improve the curriculum by offering
ongoingfeedbacko bothteacherandlearnerqScriven,1967;Wiliam, 2011).

Formative assessmentan be formal (an ongoing portfolio of work; written quiz;
feedbackon writing with marks)or informal (teachemuseof effectivequestioningechniques;
samplesof writing and speaking;performanceassessmerntf collaborativework) (Bentley,
2010).

SummativeAssessmenbccursat specifictimes during a course,usually at the end,
andis usedto evaluatethe overall achievemenbof the studentsandthus,the effectivenes®f
the course(Graves,2000). This information is usedto inform involved stakeholdersand
influencesthe designof future coursesSummativeassessmeiis often external for example,
nationwidestandardisetkests,andlanguagdestssuchasCambridgeYLE tests.

Whendesigningassessmentheteachemustalsothink aboutwashbackwhich refers
to the effect (negative or positive) that testing has on teachingor learning. This is an
important considerationin course design becauseof the effect it can have on teaching
methods.Messick (1996) suggeststhat in order to have positive washback,tests should
includeauthenticanddirectsamplesof communicativeskills.

Effective assessmerghould have validity (measuringwhat it purportsto measure),
and reliability (giving consistentresults). Face validity is also important when assessing

younglearnersTheyareexpertsn 6 d o0 $ o ly @araknéwwhattests6 s h olaok liked

6.2 AssessmenPlan
The assessmenplan for this course addressedboth content and languageand
consideredhefollowing factors:
0 The necessityof minimizing the effectof LANGUAGE whenCONTENT wasbeing
assessed.

LANGUAGE had to be assessedfor accuracy, appropriacy of genre, and

O«

communicativecompetence.
0 Clearlearningobjectivesand succesgriteria hadto be communicatedo/negotiated
with the students.
43



Chapter 2. Designing a scheme of work for CLIL lessons in a primary school

O«

A mix of informal and formal tools hadto be used,including taskbasedand cando

criteria.

O«

Marking rubrics had to be sharedand/or developedwith the students,to ensure
transparencyn theteachinglearningprocess.

O«

The teacherhad to ensureample use of metacognitive tools, suchasreflectionand

portfolio creation.

6.2.1Formative Assessment ools

The following tools were usedto assesiow well learnerswere meetingassessment
criteriaandlearningoutcomes.

StickynoteobservationsThe teachetkeptan observatiomotebookfor the class,and
monitoredgroupandindividual activities,keepingobservatiomotesusingsticky notes.After
class,thesesticky noteswere placedin the observatiomotebookin the appropriatestudent
section,andthe datacollectedwasusedto adjustinstruction,in orderto meetstudenineeds.

Parking Lot: Studentsrespondedo reflection questions placingthem on numbered
squaresstheyleft theclassroom.

Languagetasks:Gapfilling, sentencdransformationsentencecompletion,andcloze
activitieswereusedto monitorandassesaccuracyof form.

Contenttasks: Matching information, labelling maps, and completing notes while
watchinga documentaryereusedto assessinderstandingf content.

Literacy and Contenttasks: a historical biographyabouta pharaoh,and a written
essayaboutan aspectof ancientEgyptian civilization were usedto assesgrogressin the
writing of historytexts,aswell asassessingnderstandin@f contentmatter.

Rubrics: Studentswere made aware of successcriteria throughthe use of rubrics
whenassessingyritten work andpresentationsStudentsverealsoinvolvedin the creationof
theserubrics.

Portfolio: At theendof eachweek of the course studentdhadtime to reflecton work,
and selecta piece/piece®f work to put into their learningportfolio. Thesepiecesof work
couldrepresena favourite piece,a strength or a challenge andstudentshadto saywhy they
hadchosera particularsample.

Plenary: A whole-class discussionat the end of a lesson served to monitor

understandingandcorrectmisconceptions.
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The outcomesof thesegradedformative assessmenisontributed30% to the overall

coursegrade.

6.2.2Summative Assessment ools
Thefollowing toolswereusedto assessiow well learnershadmetlearningoutcomes
bothnearthe endof the courseg(weekthreeof four), andat theendof the course.

0 An oral testadministeredn the third weekof the courseassessetkcall of subjectspecific
vocabulary,ability to effectively discussmain contentpoints, and demonstratecgtudent
awarenes®f grammaticalandlexical featuresof the languageof history (35% of overall
coursegrade)

0 A written testwasadministeredat the endof the courseto assessecall of content(35% of
overallcoursegrade).

6.3 Constraints and Opportunities

Throughoutthe course,formative assessmenivas used as a learning tool, as all
feedbackvasusedto adjustteachingto ensurestudentprogressThe proposednethoddoster
enhancedcognition through selfanalysisof errors, and developmentof BICS and CALP
through communicativeactivities. Parentstakeholderexpectationsof school meanthat a
specific gradeshould be given, as well as descriptiveassessmenStudentstendedto pay
attentionto the grade,ratherthanto the commentsof the descriptivefeedback;therefore,
whengiving feedbackthe teacheffirst gavethemwritten feedback and discussedhis with

studentdeforeprovidingfinal marks.

6.4 CourseEvaluation

Coyle, Hood and Marsh (2010) provide a template for the evaluation of CLIL
programmesTheseinclude a range of performanceevidence,affective evidence,process
evidenceandmaterialsandtaskevidence.

In the caseof the coursedescribedin this chapter, performanceevidence was
providedthroughthe useof oral andwritten tests,which are compatiblewith statemethods
andexpectationsAffective evidencewas providedthroughan endof-courseinterview with
individual studentsto provide qualitativeinformation aboutmotivation, anxiety levels, and
attitudes.An analysisof s t u d eeflettisnéand learningdiariesprovidedfurther data. At
the end of the unit of study, studentscarried out a completereflection on their learning
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throughout the course, which was used to triangulate findings. Processevidence was
collectedvia teacherobservatiomotesandtranscriptsof individual, and paired/grouptasks.
Finally, materialsand task evidencewas gatheredthroughteacheranalysisof the learning
outcomesof specific materialsand tasks,in order to improve their applicationfor future
courses.

All stakeholdersnaturallyhaveexpectationgor successand courseresultsmustbe
clearly communicatedStudentperformanceduring this coursehasleadto improvementsn
the course,by assessingvhere languageand contentgapsstill remained,and working to

addresghosegapsthroughadditionalactivitiesfor futureiterationsof the course.

7. Conclusion

Designinga schemeof work of a primaryschoolCLIL lessonis a procesghatmay
take sometime but is a necessargtepfor teachersand stakeholdersTo betterillustrate
this processwe useda CLIL History lessonas an exampleand throughit we reflected

uponanumberof principleswhichinfluenceCLIL coursedesigns.

7.1 Reflection of principles which influence CLIL coursedesign

The issuesand implications addressedn Part 1, such as theoriesof learningand
languageacquisition,the dual focus of contentandlanguagean learningandassessmenthe
needto provide scaffoldingto mitigate cognitive challenge the inclusion of communicative
tasks,the choice of content,material and assessmertbols, and finally, the needto meet
stakeholderexpectationsall informed the coursedesign.The motivation for designingthis
coursewasto createan example which demonstrateiow CLIL implementatiorin bilingual
educationcanimproves t u d lkanguagedcquisitionanddevelopmentwhile fosteringtheir
critical thinking. During the implementationof the course therewas evidencefrom learner
reflectiontasksandformativeassessmentbatthis approactincreasedgtudentmotivation,as
well asenhancedheir cognitive andlanguageabilities, anddeepenedheir understandingf
content.Designingsucha coursewas certainly challenging,especiallythe areasof material
creation(in terms of pitching the contentand languageat a level which moved learning
forward, but wasnot too chdlenging for learners)andthe designof assessmertbols which
couldisolatecontentfrom languageassessmeni.eachersvho wish to designCLIL courses
should be awarethat theseareasin particularneedspecialconsiderationwvhen planningto
ensuresuccessfubutcomedor learners.
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7.2 Limitations

This CLIL coursewasdesignedwithin the Erasmus+CLILprime project to meetthe

needsof a group of young learnersat the B1/B2 IndependentUser CEFR English level
studyinghistoryin a full immersionbilingual school.It needsfurther adaptationf it is to be
implementedn a stateschooldueto limited exposureto Englishasan L2, lack of subject
teacherconfidencein their own languageability, lack of classtime availableto dedicateto
CLIL, andlack of accesgo appropriatenaterials.However,with modificationsaccordingto

contextandspecificstudenmneedsthe courses transferableo othersituations.

7.3 Benefits

Theteachereportedthatusingthe CLIL methodologyincreased e a r awarengess
of, andattentionto form in both speakingandwriting, andtheir ability to createappropriate
history texts was strengthenedT his course,while focusedon the teachingof history, could
inform the creationof similar CLIL coursedor theteachingof othersubjectssuchasscience,
art, music,and geographyasthe tasksand assessmertbols could be adaptedo fit different

content.

7.4Looking forward

It is hopedthat this paperwill encourageeachersin different contextsto explore
CLIL pedagogy,andto developtheir own understandingand expertisein this approach.
While needsanalysisanddiagnostidestingcanseemdaunting,especiallywith largerclasses,
the dataobtainedfrom thesesourcess invaluablewhendevelopinga schemeof work thatis
targetedtowardsa specificgroup of learners Although this examplewas developedoy one
teacheronly, CLIL coursedesignis greatly enhancedvhen subjectand languageteachers

collaborateto developlearningactivitiesandassessmerobols.
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Abstract

TeachingEnvironmentaStudiesthroughCLIL to 4™ gradersat the 3rd ExperimentaPrimary
Schoolof Evosmospresentedhe teachemwith both challengesand opportunities.This paper
aims to presentthe choicesmadeby the teacherin orderto addresshesechallengesand
benefitfrom the opportunities Designof the syllabus,introductionof the scientific content,
preparationof tasksand activitiesto provide the necessargcaffoldingand practicefor the
younglearnersand makethemdeveloptheir linguistic and cognitive skills requireddrawing
on variousmethodologicalesourcesndtools. The samplegyiven serveasanindicationof a
variety of teachingtechniquesusedto teachthe subjectspecific conceptswhile integrating
the elementof culture in its dualistic form, that of the culture of scienceand that of the
awarenes®f interdependencyn environmentaissuesin an effort to build informed active
citizenship.

Keywords: CLIL, environmentaktudies ICT, project,’srd ExperimentalPrimary School of

Evosmos

1. The context

This paperrefersto the courseof EnvironmentalStudiestaughtthrough CLIL to
learnersat the fourth gradein the 3rd ExperimentalPrimary Schoolof Evosmos,n Greece,
during the threeyear Erasmus+project CLILprime. The project aimed to promote CLIL
implementationin Europe and engagethe teachersof the participant organizationsin a

dialogueconcerningoestpractices.
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Learnersof the particular school go through extensiveEnglish languageteaching
from thefirst grade,involving five hoursof Englishperweek.This differs from all otherstate
schoolsin the countrywhich exposdearnersof the 1stand2nd gradeto onehour of English
languageteachingper week andthreehoursin the restof the gradesj.e. 3rd to 6th. During
the courseof their studies,learnersof the particularschooltake CLIL coursesat different
gradesandsubjects During the implementatiorof the Erasmus+CLILprime projectlearners
of the fourth gradeattenaed CLIL classe in either History or EnvironmentalStudieswhile
theywerein thethird grade.

The paper presentsthe challengesfaced by the teacher,the choices made while
designingthe syllabus,the techniquesadoptedo meetthe aimsand objectivesof the course

andthe outcomesasperceivedothby learnersaandtheteacher.

2. The challenges

The implementationof CLIL in every Europeancontextis designedalong four
parametersnamelythoseof content,cognition, communicationand culture. (Coyle, 2008).
Whereascontentand cognition are straightforward,communicationand culture needto be
further defined. C-communicationis defined by the languagetriptych and consists of
languageof, for andthroughlearning(Coyle et al., 2010). The first, languageof learning,is
definedasthe contentspecificdiscoursenecessaryo dealwith the particulardiscipline.The
second,languagefor learning, dealswith the languagenecessaryto completetasksand
interactduring the lesson.Languagethrough learningis the languagethat emergeghrough
the learningprocess.Culturein CLIL is two-fold. It encompasseboth the 'culture’ of the
discipline,i.e. the specificgenreused,andthe socialfunctionit performs(Meyeretal., 2015)
aswell astheawarenessf adynamicinterplaybetweerself andothers.

Optingto teachsciencegnvironmentastudiesin particular,throughCLIL, to learners
of the 4™ gradeof a primary schoolin an urbanareapresentghe teachemith challengesat
variouslevels.

At thelevel of cognitivedemandsetto learnerspneneeddo be consciousf thefact
that learnersof this ageare at the thresholdof abstractthinking. Therefore they are not yet
accustomedo cognitive processeghat involve interpretation,classification,comparison,
hypothesis,analysis,synthesisand evaluationof information, at a level that would allow
themto adequatelyencodeand processnformationin orderto developscientific reasoning.
Theseprocessesequire the acquisitionof appropriateencodingstrategiesandii ncr ea s e d
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domain knowledgehelps children assessnore effectively what information is and is not
necessaryoe n ¢ o(Aradleyetal.,2012:63).

At the languagelevel, one needsto considerthe acquisition of subjectspecific
literacy andlearnersintroductionto a different genreof both written and oral text that will
exposethem to cognitive discoursefunctions relevant to academicdisoourse. Coetzee
Lachmann2007)refersto the developmenbf subjectspecificliteracyasinvolving

"the developmentf learners'ability to use a specific registerthat is different
from the registersembeddedn the discourse®f family life andinteractionwith
friends ... [subjectspecific literacy] is not only paramountto successful
participationin the activities of school, but also forms the basis for active
participation in all other forms of institutionalised discourses."(Coetzee
Lachmann2007:18)
Both challengesnentionedaboveareintegratedn the pluriliteraciesmodel. As Meyer et al.
(2015)mention,
"pluriliteraciesdevelopmentesultsin the growing abilityto6 e x pr es s/ ver bal i :
subjectspecificconceptsor conceptuaknowledgein an appropriatestyle using
the appropriate genre and genre moves for the specific purpose of the
communicationin a wide variety of modes.In other words, studentsmake
meaningby strengtheninghe connectionsbetweenthe conceptualcontinuum
andthe communicatiorcontinuum."(Meyeretal., 2015:50)

Therefore,learnersshouldbe empoweredo engageinto subjectspecific discourses
alongthe communicatiorcontinuum,rangingfrom informal to formal, in a variety of modes
andin a genreappropriatefor the specificdomain.In otherwords, learnersshouldbecome
ableto | a n g(8vaaig,2006)subjectspecificconceptslUnlessthis is achieved progress
in thedisciplineis limited. However,the level of sophisticatiorof cognitiveprocesseaimed
at andthe extentof exposureo scientificliteracy shouldfit the youngageof learnerdMeyer
etal., 2015).

Yet, EnvironmentalStudiesgo beyondscienceandlanguageThey are connectedo
our very survival on this planet.Theissueof climatechangehataffectseveryspecieson the
planetandtakesits toll on the global economyhastakencentralstagein our everydaylives
andin politics. Article 12 of the ParisAgreement(United Nations,2015: 42) was the first
articlecountriesagreedn:
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"Partiesshall cooperatein taking measuresas appropriateto enhanceclimate
change education, training, public awarenesspublic participation and public
accesdo information, recognizingthe importanceof thesestepswith respectto
enhaning actionsunderthis Agreement."

After the ParisAgreement UNESCOissuedA Guidefor Schoolson Climate Action
(Gibb, 2016) whereteachersare urgedto teachcritical, creativeand futuresthinking skills
alongwith empowerindearnerdo takeactionin awhole-schoolapproach.

The aboveaimssetthe contextfor designinga coursethatwill helplearnersiacquire
the knowledge,skills, valuesand attitudesthat empowerthemto contributeto sustainable
developmentand take informed decisions and responsible actions for environmental
i nt e UNESCP,2013:5). It is at this agewhen the foundationsof thinking, knowing
andactingarelaid, andrelationshipswith othersandwith the environmentareformed.lIt is
also a time for providing significant groundingsfor adult activism around environmental
issues(Davis and Gibson2006; Wells and Lekies 2006). Therefore strongconnectionseed
to be built between knowledge and experience, between self and others. Where
environmentakducations concernedthe mainfocusis informedchangeof attitudesandthe
developmenof activecitizenswho will takeresponsibilityconcerningenvironmentalssues.

One should also acknowledgethe needto considerthe general educationaland
cultural contextin which teachingand learningtake place.It hasbeena coupleof decades
sincethe educationalstakeholdersattentionwas drawn to the fact thatfi o $tudentshave
changed a d i @rmdthatwedrenow teachingthefi Di gN at t ai | (Prersky,2001:1-6),
orthe N &t n e r atudendspa term first mentionedby Tapscott(1997). Although this
generationof learnersis not a homogenougroup concerningtheir digital skills and their
ability to usenew technologytools (Joneset al., 2010; Margaryanet al., 2011; Jonesand
Binhui, 2011), they are learnerswho, in general,grow up surroundedby technology.As
many researchersrgue,technologyhas shapedto a large extent,the way they learn and
participatein the classroom(Oblinger,Oblingerandand Lippincott, 2005; Berk, 2009; Jones
etal.,2010).Someof the characteristicsf this generatiorof learnerancludethefollowing:

6 theyaredigitally literate,in the sensethat they interactwith technologyon a regular
basisandfeel comfortableusingit,
6 theyexpectimmediateresponsesnanymatterof their concernfrom technology
6 theyaresocial,sharinginformationon thewebandinteractwith eachother
6 theypreferto learnandwork in teams
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6 theypreferstructureto ambiguity
6 theypreferusinginteractivematerials
6 theyarevisualandkinesthetic preferringshorttexts,rich in graphiclayout
o they are interestedin community and world problems and believe scienceand
technologycanoffer solutions(OblingerandOblinger,2005:17-19)

Basedon the abovecharacteristicsthe mostpopularsuggestiormadeto engagethis
generationof learnersis the use of variousweb 2.0 tools in the classroom(Oblinger and
Oblinger,2005;AgazioandBuckley,2009;Merlino andRhodes2012).

The needfor developingdigital competencehas also been acknowledgedby the
EuropeanUnion, as contributing fi t tlee developmentf quality, future-orientededucation
andtraining tailoredto the needsof Europears o c¢ i (Europe@arnJnion, 2006:12) andit is
includedin the 8 key competenceshe EuropeanUnion suggestghat all Europeanshould
acquire In the samejournal, digital competenceas definedasinvolving i t boafidentand
critical useof InformationSocietyTechnology(IST) for work, leisureandcommunicationlt
is underpinnedoy basicskills in ICT, i.e. the useof computersto retrieve,store, produce,
presentand exchangeinformation, and to communicateand participatein collaborative
networksviathel n t e (ibid.el5)pTherefore the developmenof digital literacyis alsoa

factorto seriouslyconsidemwhenacourses designed.

3. The syllabusoutline

Setting the aim to teach EnvironmentalStudiesat the 4th grade required making
certain choicesat the outsetof the course.The primary one concernedthe outline of the
contentof the syllabus. The National Curriculum concerningthe particular school subject
aims at a wide range of themes,varying from Greek topography,to ecosystems;o
communicationmeans,to the humanbody, and many more. It was deemednecessaryhat
learnersdevelopthe four Cs (Coyle et al., 2010) in a particular scientific domain so that
ample time was given to develop subjectspecific literacy. However, covering all these
themeswvould haveled to arathersuperficialandfragmentedeachingof thosethematicareas
and consequentlyvould havepreventeda morein-depthdevelopmenbf both danguageofd
anddor learningd It would alsohavepreventedhe developmenbf awarenessf cultureata
micro- and macrclevel in a particulardomain,i.e. the individual, local conditionsand the
global aspectsand interconnectionsTherefore,the first choiceneededio be madewasthe
selection of particular themesof the syllabus to be delivered through CLIL, whereas
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remainingthemeswould be deliveredby the classroomteacherin Greek( | e a matieer s 6
language) As a result of this decision,out of the three hoursspecifiedby the Ministry of
Educationfor EnvironmentalStudies,two were delivered through CLIL by the English
languagdeachermndonehourwastaughtby their classroonteacher.

As for the thematicareasof the syllabustaughtthrough CLIL, it was decidedthat
thesewould refermainly to ecosystemand,secondarilyyia teachingtechniqguesandhands
onlearningexperienceto the chapterconcerningneansof communicationThis would allow
for a morein-depthstudy of ecologyand environmentaissuesand provide ampletime for
learnerdo investigateenvironmentalssuesasindeedwasthe case.

Specialnote shouldbe madehereconcerningthe contextof teaching.The particular
subjectspecific discourseand vocabulary delivered via CLIL at this subjectis either
unknownto learnersof this ageor at the thresholdof developmentsincetheypossessertain
schematicknowledgein this field but lack appropriatesubjectliteracy evenin their native
language Learningaboutconceptssuchasbiomes,mammalsand sustainability,to mention
but a few, andtalking aboutclassificationor processesnight soundquite challenging.One
shouldalsokeepin mind thatlearnersof this ageare equally unfamiliar with the equivalent
scientific vocabularyin their native language.This, however,turns the difficulty into an
advantagdor the CLIL teacherln particular,sincelearnershavenot yet acquiredthe specific
scientific conceps in their native language conceptmappingwould be codedfrom the very
beginninginto the foreign language(English, in this case),resembling,therefore,concept
acquisitionin one'snativelanguage This meanghatlearnershaveno recourseo translation
equivalencedetweenEnglishandtheir native languagewhich oftenleadsto confusionand
interlingualinterference Almost by default,sucha conditionseemsdeal for the application
of the CommunicativeApproach, since information delivered servesreal purposesand is
meaningful,andavoidsthe pitfalls of a grammascenteredapproachwhile, at the sametime,
allowsfor theemergencef syntacticstructureghatappeaitn morescientificgenres.

Defining the contentdeterminedo a largedegreethe elementf communicatiorand
cognitionthat would mostly be aimedat. Concerningthe parameteiof communicationthe
selectionof the particularchapteron ecosystemsvould, offer a wider areaof opportunitiego
exposdearnerdo subjectspecificvocabularyandto a differentgenreof text, namelythat of
scientific discourse Exposureto this kind of genre,almostby default, requiresexposureto
discourse features characteristic of this discipline: analysing, classifying, justifying,
explaining,reporting,debating.
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Exposureto this genre and the discoursefunctions it entails sets the linguistic
foundationdor the cognitiveprocessetearnersareaskedo developduringa CLIL coursein
science suchas understandinghrough comparing,analyzing,synthesizingclassifyingand
evaluatingnformation.

In addition, the choice of the particularthematicareaenhanceghe developmenbf
culturalawarenesdyoth atits micro- andmacre level, sinceteachingaboutthe environment,
its organizationand problemsallows the developmentof a global civil conscienceand
humanistic values, along with an encouragementor shared responsibility and active
citizenship.Additionally, asMorton (2010:83) pointsout fi i tme caseof learningacademic
subjectsjncludingin CLIL contexts,animportantaspectof ‘culture'is that of the discipline
beingst udi edp.

As Meyer et al. (2015:51) summariseit all, bridging the 4Cs frameworkwith the
pluriliteraciesmodel

"[tjo actively construct knowledge and to promote subjectspecific literacies,
learnersneedto conceptualise€ontentin waysthatareappropriateo the subject
C-Culture. As has beendiscussedoreviously, it is this subject C-Culture that
determineshow the C-Cognitionis put to usein the way that C-Contentwill be
conceptualisedand how the C-Communicationis used to (co-)construct

knowledge."

4. Teachingtechniques,materials and ICT tools used

Theteacher'snainconcerrwasto triggerlearnersengagemenilo accomplishsucha
task, one needsto considerelementsthat will motivatelearnersof this ageenoughto help
them becomeinvolved in the teachingprocess.In addition, proper scaffolding should be
providedto makethemfeel confidentto operatein the new learningcontext.In fact, these
elementsieededo be presentat all stagesof the learningprocessin addition, materialsand
tasksshouldbe differentiatedenoughto caterfor differentlearningstylesandskills, bothin
theforeignlanguageandin the cognitivedemandset.

YouTubevideoswere consideredan appropriatetool to usein orderto introduce the
new conceptsandattractyounglearnersinterest.lt wasalsobelievedthatthey could bridge
the gapbetweenour urbanenvironmentndthe naturalworld, which learnerscould not have
easyaccesdo. As a result, experientialteachingcould only be appliedto a certainextent.
Berk (2009)argueghatvideoscanhavea strongeffectonl e a r mirdamsigenseandlists
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twenty potentiallearning outcomesamongwhich are that they can grab learners'attention
and help them focus their concentrationgenerateinterest,draw on learners'imagination,
improve attitudes toward content and learning, increase memory of content, increase
understandingstimulatethe flow of ideas,inspire and motivate learners,decreasenxiety
and tension.Indeed,the multimodality of the particularinput provedinvaluablein helping
learnerscomprehendhe materialin a more holistic way. In addition, the novelty of using
YouTubevideosto introducescientific conceptsin comparisonto textbooksusedin other
subjectsenhancednotivation and engagementvith the content.The readercanwitnessthe
differenceof approachby watchingthe video usedfor a lessonon beesclicking the link

https://www.youtube.com/watch?v=sSk evleZec

However attractive and engagingvideos are, and despite the support that such
multimodalinput providesto the understandingf the input, they needto be supplemented
with appropriateasksandactivitiesthat will provide further necessargcaffoldingthat will
allow learnergo analyze discussgvaluateard research the new informatiofheseareoften
providedthroughaccompanyingvorksheetsandprojects.

Worksheetshelped learnerswith notetaking during video reproduction,and also
providedconsolidationof newinformationthrougha variety of activitiesin an effort to cater
for all learnerpreferencesand learningstyles. They also servedas referencefor later use.
Activities variedfrom true/falsestatementsndinformationgapactivitiesto drawing,which
requiredstudentdo transformabstracdefinitionsinto concreteyealtlife examplesto giving
definitions,to discoveringconnectiondetweenconceptspr evenexpressingreferencesiAn
exampleis givenin theappendix

Apart from the worksheets|earnerswere alsoaskedto useweb 2.0 tools to perform
activities. Different tools requiredthe useof different cognitive and languageskills. Since,
accordingto the characteristic®f this generatiorof learnersfi t hpeefergameso s er i ous
w o r KPoensky, 2001:2), comprehensionand further practice were reinforced through
computergamesthat addeda playful elementin the process.Thesegamesincludedonline
crosswordsmatchingactivities, texts with missingelementsguizzes,diagrams,and so on,
togetherwith activities following the format of well-known games,such as pacmanand
jeopardyor TV gamessuchas w hwantstobeami | | i dmewidervariability of games
cateredhotonly for differentlevelsof cognitionbut alsofor differentgraphicsandformatsto
preventboredomand maintaininterestand the elementof fun and excitement.The online
element presentedlearnerswith immediate feedbackand gratification, factors that are
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importantboth for the netgenerationas well as for learnersof this age.In addition, these
gamescould be played at home as well, providing learnerswith adequateprivacy that
allowed themto try over and againin their effort to acquirethe new information, sparing
themexposurdn caseof mistakesThereaderis invited to visit the following links to view
samplesof the gamesused:

(a) http://www.classtools.net/arcade/201510 _ekPtligk on pacman),

(b) https://www.educaplay.com/en/learningresources/2315330/parts_of flower.htm

(interactive(c) imageof flower parts),

(d) https://www.educaly.com/en/learningresources/2257683/parts_of plants.htm

(crosswordon partsof plants),

(e) http://www.superteachertools.us/millionaire/millionaire.php?gamefile=58884

("millionaire" quiz),
(f) http://www.cram.com/flashcards/games/jewel/revisie8576322(revisiongameg.
Learnersshowedgreat enthusiasmand involvementwhile playing the games.This
aligns with findings from literature that supportgamesas a meansof increasinglearner§
intrinsic motivation (Deci et al. 1999; Kang and Tan 2014). However,evenif one supports
the view thatgamesarea tool to increaseextrinsicmotivation,Ryanand Deci (2000:54-67)
havenotedthat self-determinedearnerbehaviorcanstemfrom bothintrinsic motivationand
from extrinsicmotivationthattheytermedintegratedegulation'.
Practicingandrevisingwerevery well servedby web2tools aswasthe development
of classificationskills when learnersusedthe poppletapplicationto createtheir own mind
mapsin their effort to classify ecosystenfactors. The mind map allowed learnersto denote
conceptsand links indicating relationshipsamong concepts(Nesbit and Adesope,2006).
Properencodingof information neededto have precededtheir transferto sucha graphic
organiser.The digital elementallowed learnersto developtheir digital skills as well and
maketheir mind mapsmoreinterestingby addingcolor andimagesa featuretheydiscovered
themselvesvhile exploring the platform and working on their maps.This last featurewas
indeedusedby some learners.The readercan view learners'efforts following this link:

https://padlet.com/ziakaioa/myprojedt is worth noting that thesegraphicorganisersvere

usedby learnersasspringboardsiot only to discusshe relevantconceptsbut alsoto present
informationandraiseall s t u d awvarenessf the environmentalssueson the World Water
Day, March22nd.
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To developtheir researchwriting and social skills, learnerswere askedto work in
groups,do their own researclon the internetand createPowerRint presentationsn various
aspectsf the conceptsunderexamination.Sucha writing task encouragesctive learning
andanintroductionto a different genreof text. During the last yearof the Erasmus+project
CLILprime learnerscreatedPowerPointpresentation®on endangeredspeciesand insects.
They subsequentlyploadedand publishedtheir work on an electronicnotice board(padlet)
for their classmateso read.

Publishing learners'work is an opportunity for them to receive peer feedback,
encouragegood writing habits,asit promotesediting one'swork beforeit is madepublic,
andboostsl e a r mativatordand self esteemasthey feel proud of their work oncethis is
online. This was very clear evenwith learnersof this agewho felt really proud oncetheir
work wasonlineonthepadlet(addressabove).

Learnersalso usedcollaborativetools to work togetherand producestories.During
the last year of the CLILprime project learnersusedthe storyjumperplatform to produce
stories concerningenvironmentalissuespreviously presentedand discussedn class. The
readercanfind examplesf thesestoriesfollowing thelinks:

https://www.storyjumper.com/book/index/70744685/SUSTAINABILITY#page/18
https://www.storyjumper.com/book/index/70744885/FTHEOLOGICALS
FOOTPRINTS

Thesestoriesaregoodexamplesof | a n g useiepcelvVgrking both on the text,

including the new subjectspecificvocabulary,and addingthe illustrations, howeverlimited
in the free accountsgavelearnersthe possibility to transfertheir learninginto a different
mediumandusea differentmodethanthatof the videowherethe spatialmodepredominates.
At the sametime, this activity presentedan outlet for their creativity and an opportunityto
expressthemselveson issuesthat impressedthem or concernedthem the most. The
enthusiasnof the learnerswhen shown the platform and while creatingtheir storieswas
evident from their commentsand the effort they put in producingtheir digital b o o k s
Indeedtherewasalearnerwho actuallysaidthatshehad decidedto becomeawriter.
Accordingto the Surveyof Schools:ICT in education which was commissionedn

2011 by the EuropeanCommissionDirectorateGeneralCommunicationgNetworks,Content
andTechnology,

"studentsare more confidentin their digital competencesvhen they have high

accessto/useof ICT at home AND at school comparedto studentshaving low

61


http://clilprime.com/
https://www.storyjumper.com/
https://www.storyjumper.com/book/index/70744685/SUSTAINABILITY#page/18
https://www.storyjumper.com/book/index/70744885/THE-ECOLOGICALS-FOOTPRINTS
https://www.storyjumper.com/book/index/70744885/THE-ECOLOGICALS-FOOTPRINTS

Chapter 3. Teaching Environmental Studies through CLIL to 4th grade learners in an urban
area

access/usat schooland high access/usat home,or low access/usat both places.
... Suchstudentshavinghigh access/usw ICT athomeAND at school,aredefined
in the Survey as digitally confident and supportive students." (European
Commission2013 15)

Noneof thedigital tools mentionedabovewould haveworkedwell if thelearnershad
not been provided with 24/7 online accessto all materialsavailableto them. This was
possiblethrougha websitebuilt for the purposesof the course.The site offered unlimited
accessto all videos and gamesat learners'‘convenience The ability to practicethe new
conceptsn the privacy of their own spaceand at their convenienceéefore playing someof
themin class,the help providedby the softwarein their effort to play the gamesalongwith
theimmediacyand privacy of computerfeedback helpedmaintainlearnersievel of interest
and engagemenhigh, kept anxietylevelslow andaidedretentionof new knowledgewhile
learnersnvereengagedn playful activities.

A final elementconcerningdigital tools that shouldnot be left out is the useof an
Xbox game.Learnersplayedthe gameZoo Tycoonand,althoughit is a gameaboutrunning
a successfulzoo, a controversialconcept,it neverthelessreateda strong affection for
animalsamongthem. The use of the Xbox gave learnersthe possibility to interact with
animalsandtake careof themin animmersiveenvironmentAt the sametime, it gavetheir
motor skills a workout. The use of "seriousgames"is the focus of significant research,
especiallyin the lastdecadeThe benefitsof the immersiveenvironmentof thesegamesfor
learnershave beenreportedby severalresearchergPrensky,2001; Squire,2005a; Squire,
2005b; Groh, 2012; Kapp, 2012). Of coursethereare also thosewho questiontheir usein
educationApple, 1991;Morrisett,1996;Marczewski,2015. Thedebates ongoing.

An extraissuethathadnot beenplannedfor andthatwasraisedin classwith the use
of the Xbox game was that of entrepreneurshipan issuelargely promotedin European
countriesbut totally barredin Greekschoolcurricula.While playingand b u i Itheiizoog
learnershadto takeinto accountfacilities for their guestsa featurethataddedfameto it and
unlocked more animalsthey could interact with. Therefore,the elementof the audience
clientsof abusinessvasalsopartof their considerations.

As it is obviousfrom all the above learnerswererequiredto usetheir computersand
the internetto fulfill courserequirementsbuilding on their digital skills and gradually
developingtheir digital competencealongwith othercompetencesThe tools usedactedas
steppingstonestowardshelping them becomeil ¢ a p af ledlladorating,solving problems
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andbeingcreativein the useof digital technologiesin a growingtechnologicaworld, these
skills becomepart of their citizenshiptraining to participatein the digital societywherethey
will | i (UNBSCO,2019:19)

Concerningdigital tools, however,one final note needsto be added.As the reader
may havenoticed,no online communicatiorplatformwasusedduringthe course solearners
could not communicateonline with each other. An attempt to use some form of
communicatiorwith theteachemwastried with the useof a platformthatoffersthe possibility
to uploadvideosandgamesdn thematicplaylists,aswell asassignmentd.earnersveregiven
their assignment®nline and had to deliver them online as well. Communicationwith the
teacherwas possible,but not amongthem. No leaderboardvas addedeither, for fear of
competitionamongthe learnersThe platformwasusefulasa meansof introductionto online
communicationand the learnersrated it very high in their preferencesamongtools used
duringthecourse.Yet, learnersccomplainedaboutthe lack of communicatiorwith eachother.
However theteacherchosenotto useanonline communicatiorplatformat this stage mainly
becauselearners'foreign languageskills were rather limited and communicationin the
foreign languagewould be restricted.In addition, since the native languagewas not used
during the lessonsthe teacherthoughtit shouldnot be encouragedor the communication
throughsucha platform.

Learnersof the 4th gradearetaughtGeographythroughCLIL by the sameteacherin
thefifth andsixth gradeandastheir languageskills developso doestheir freedomwithin the
lessonsTheyareintroducedto the edmodaplatform, so communicatioramongall members
of the classis unencumberedl'hey are also graduallyintroducedto taking ownershipof the
syllabusby becomingresponsiblefor researcing, presentingand evaluatinginformation.
They are exposedto online updatedinformation, not only from Greek and European
organizationgut from newschannelssuchasthe BBC andthe Al Jazeeraaswell, so that
their interculturalskills andempathycandevelop.They are given the freedomto createend
productsof their own choicein their areasof researchAs theyascendheladderof cognitive,
linguistic and digital skills, so their independenceand ability to make decisionsand take
actionincreaseThedesignof the coursein the 5th and6th gradeshowever s not the object
of this paperandindeeddeserves chapterof its own. The reasonit is mentionedhereis to
show the readerthat a carefully designedcourseusessteppingstonesto developlearners'
pluriliteracies and multiliteracies (The New London Group, 2000: 9-37) and lead them
towardsmoreself-directedlearningandautonomy.
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5. Tasksand projects

Apart from all the digital tools, the coursemadeextensiveuseof handson activities
andmaterials A microscopevasbroughtinto the classroonfor learnerso observethe parts
of flowers. Learnersalso dissectedlowers to createpostersof their parts.Beanand lentil
seedswere plantedand their sproutingpartsobserved An effort was madeto plant flower
seeddut wasto a largeextentunsuccessfulgiving rise,however to jokesaboutpeoplewho
donot h agwenf i nger s

The initial planningof the syllabuswas outlinedin sucha way asto give time for
projectwork. During the courseof the Erasmus+projectlearnersesearchedeveralissuesof
their own interest,varying from yearto year. Theseinvolved personaldaily habits,suchas
recycling,endangere@nimalspeciesthe useof plasticbottles,plasticbagsin supermarkets,
the use of energyand water. The projectswere carried out in two phasesFirst, learners
searchedhe internetfor information concerningthesemajor problemsand their impacton
the planet. Wheneverpossible,researchwas followed by study visits to relevantplacesof
interest.Concerningthe issueof endangeresgpeciesfor example,learnersvisited a Greek
nongovernmentaénvironmentalorganizationthat protectsbearsand wolves (Arcturos) to
receive more information. For their water project, they visited a centerof environmental
educatiomeara lake to get properandhandson information. During their visit at the center
theywere given severalmicro-organismghatlive in the lake which they hadto observeand
classify.

Researchconductedvia the web was quite extensive.Thus, concerningthe use of
water,they examinedhow sourcesof water,suchasrivers, weremanagedy otherEuropean
countries.They evenusedinteractiveEuropearresourceso researctthe conditionof bodies
of waterin Europe.The collectionof informationled to learnerscreatingsmall postersper
Europeancountry advisingthe audienceon cleanand dirty bathingwaters.Concerningthe
useof energy,thelearnersvereinformedaboutrenewablesourcesf energy,the EU targets
concerningenergy and, using Eurostat statistics, they were informed about the use of
alternativesourcesof energyin other Europeancountriesand comparedhemto dataabout
their own country.

Sinceoneof the aimssetat the outsetof the coursereferredto active citizenshipand
the changeof learner attitudes,the elementof culture and intercultural relations that is
evidentin the projectswasfurther exploited.Every projectlearnersworkedon involved the
studyandrecordof their own daily habitsaswell: how manyplasticbottlesthey useddaily,
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how many plastic bagsthey used,how many energysaving bulbs they had in their own
homeswhatkind of spraybottlestheyusedhow theyusedwater.After the collectionof data
from their own environmentsandfollowing discussionsn class|earnergook decisionghey
actedon. Someof thesewere:

6 Theycleanedaparknearthe schooj
6 They stoppedusing plastic bottlesof single use and decidedto usewater bottlesat
school.They also organizeda presentatiorfor the studentsof the schoolconcerning
waterandits properuse.On thatoccasiortheyinvited the quality manageof a Greek
bottledwaterindustryasaninvited speakeaswell;
6 They createdtheir own shoppingbagsfrom old clothesand umbrellasto usein
supermarkets
o They promptedtheir parentsto changetraditional incandescenbulbs to energy
efficient onesin their houses.They also advisedtheir parentsagainstpurchaseof
productssoldin aerosokans.

Judgingfrom thelearnersteactionsandinvolvementin the projects,it is believedthat
they have cultivated empathyand respectfor the immediateand the larger communityand
thatthe coursehelpedlearnersdevelopattitudesandvaluesthat, if reinforced,will turnthem
into activeandresponsibleitizensableto takeinformeddecisions.

It should be mentionedat this point that the projectswere carried out within the
frameworkof a whole-schoolrecycling projectthat the schoolhasbeenrunningfor the last
three yearsin an effort to raise learners'ecologicalawarenesslearnersare continuously
remindedof the importanceof recyclingandseparateecyclingbins havebeenplacedin all

classroomsswell asin theschoolyard.

6. Courseevaluation

Judgingfrom learners'enthusiasmn all aspectsof the program,it seemsthat the
effort to designandimplementa balancedcoursehasbeenquite successfulResearcltarried
outin the schoolhasshownimprovedEnglishlanguagecompetencén the skills of listening,
reading and writing as a result of the implementationof a similar course at the 3rd
ExperimentalSchoolof Evosmosn yearsprior to thoseof the Erasmus+CLILprime project
(Ziaka,2014).Dueto | e a r yoengageformativeassessmernwas carriedout throughout
the courseto provide feedbackon contentacquisition,either throughcollaborativetasksor
throughonline quizzesboth of which learnersenjoyedandhappily participatedn.
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In addition, there was an effort to receive feedbackfrom learnersconcerningthe
implementatiorof the courseandthe tools used.During the Erasmus+projectlearnerswvere
askedto keep learning diaries and at the end of eachyear they were also given online,
anonymousguestionnairegonsistingof both close and operendedquestions.Concerning
the questionnairesghe percentag®f learnerswho reportedliking the videosin classranged
from 75-95 percentin the courseof threeyearsand further learnercommentsincludedthe
novelty of the approachn comparisorto the useof textbooks.Percentagesf learnerswho
rated the use of online gamelike activities very favorably were also very high, although
gamesusing famous formats, such as pacmanor w hwantsto beami | | | oatedi r e
slightly higherthanthe others.Learnersdid not hesitateto mentionthe gamesas one very
importantcriterion that madethemlike the whole teachinglearningprocessand mentioned
enthusiasticallyin their commentarieghat they learnt through playing. The site that was
createdfor the purposesof the coursewas evaluatedas very useful by the majority of the
learners the percentagesangingfrom 85 to 100% dependingon the schoolyear. Learners
alsorecordechow their attitudetowardsthe lessonchangedyraduallydueto the gamesused
and the fact that their own confidencein handlingthe materialincreasedTheir comments

alsoshowanappreciatiorof all thetoolsused.

7. Conclusion

The coursedesignandall the tools and approachesisedwere carefully selectedand
aimed at the delivery of a balanced,motivating, engagingcoursefor young learnersthat
blendedtechnologywith handson experienceand urgedthemto act. The goal wasto help
them developtheir cognitive skills and learning strategiesalong with a positive response
towardslearningandan active stanceon environmentaissues Digital tools bridgedthe gap
betweenthe schoolcontextand traditional methodsof delivery and satisfiedthe needsand
preferenceof my digital native learners,in an effort for both the teacherand learnersto
A s p ¢hadamel a n g u(Rrensky2001: 1-6). Projectsaimed at the changeof attitudes
towardsenvironmentaissuesand integratedthe elementof culture,in a dynamicinterplay
betweenits micro- and macrolevel, the personaland the global aspects.The texts used
introducedearnerdnto the cultureof thediscipline.

Howevervalid the challengegresentedn the beginningof this paperare,aslong as
the teacherplans aheadlistening to what their learnerstune into, forming new learning
partnershipswith themfor effective new pedagogiegFullan and Langworthy,2014), there
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arenow severalavailablemeansto help him/herguidethemto personalmaturity and moral
consciousness.

The implementationof CLIL in the teachingof EnvironmentalStudiesto these
learnersat the 3rd ExperimentalPrimary School of Evosmoshas provenboth a rewarding

experiencdor theteachemandanenjoyableandproductiveonefor thelearners.
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Butterfly worksheet
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Abstract

Designinga CLIL courseis a greatchallengefor everylanguageteachersincelearnersare
expectednot only to gain knowledgeof the curricular subjectin questionbut alsoto learn
and/ or improve their knowledgeof the targetlanguage.The youngerthe learnersa CLIL

courseis addressedo, the biggerthe problemsanticipatedin communicatingknowledgeof

the subject.Thefirst part of the currentchapterdescribe<CLIL implementationin a History
classof 3 and4™ gradersat the 3" ExperimentalPrimary Schoolof Evosmos.The author
analysesthe factors consideredin the CLIL courseand materials design, describesits
implementationand discusse$fiow assessmens practicedin her CLIL class.At the end of
the chapter,the author discussesow this CLIL implementationexperiencewas enriched
through her participationin a KA2 Erasmus+project titted CLIL Prime aiming at the
Promotionof CLIL Implementatiorin Europe.

Keywords: CLIL; History; CLILprime; 3" ExperimentaPrimarySchoolof Evosmos

1. The selectionof History for a CLIL course

In 201213, CLIL wasfirst introducedto a classof 3 gradersat the 3 Experimental
primaryschoolin Evosmosfor theteachingof History for two 45-minutesessionsfollowing
the specificationsof the National Curriculum. This CLIL History coursewas designedand
implementedby the presentEFL teacher hereafterreferredto asa CLIL teacherSincethis
wasthe first yearof CLIL implementationn grade3, the coursewas carefully designedso
thatthe syllabusrequirementsvould be metdespited e a r lavelingsigtic level.

Oneof the reasonsvhy the subjectof History wasselectedor CLIL implementation
is its importanceto the generaleducationof any humanbeingandits inseparableonnection

to culture whose role in C o y | e@rzeptualframework has already been analytically
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presentedn thefirst chapterof the currentbook. More specifically,asDeutsch(1998citedin
B 0 d 0201%:R57)pinpoints,

"History providesidentity. Studyinghistoryimprovesour decisionmakingand

judgment. History shows us models of good and responsiblecitizenship.

History alsoteachesishow to learnfrom the mistakesof others History helps

usunderstan@dhangeandsocietaldevelopmentHistory providesus a context

from which to understanaurselvesandothers."

The secondreasonfor this particular CLIL implementationwas presentedby the
presentteachingsituation. As already mentionedin the first chapterof the book, the 3
gradersof the currentschoolhad alreadyhad a considerableamountof exposureto stories
and fairytales during their previoustwo yearsof EFL instruction. This fact aswell asthe
contentof the History coursefor 3rd gradersi ancientGreek myths encouragedhe EFL
teacherto designa CLIL History coursefor their linguistic and cognitive level. One of her
prioritieswhendoingsowasthatthe aimsandgoalssetin the GreekHistory T e a ¢ B@ok, 6 s
couldbeaccomplished.

The implementationexpandedo both classesf Grade3 in 201314 to be followed
by the introductionof CLIL History to grade4 the following year. The CLIL coursefor the
latter group of learners,however,had to be designedin a totally different way since its
contentand aims are different. Grade4 History focuseson ancientGreekHistory covering
the period betweenthe GeometricAge andthe Hellenistic period. At thatlevel, learnersare
expectedo acquirea detailedunderstandingf eventsthat occurredwithin theseparticular
historic periodsand their impact on peopleover time. They are also expectedto developa
chronologicalunderstandingndan ability to evalude a rangeof historicalsourcesanddraw
inferencesn orderto answerhistoricalquestiongKatsoulakostal., 2008).

2. Planning and implementing the CLIL History course

In the Greekprimary schoolcontext,the subjectof History is taughtthroughbooks
prescribedy the Ministry of EducationcomprisingaSt u d 8ook adda Workbook,while
the teachermay consultthe T e a ¢ theok forsnstructionsand suggestionsTeachersare
encouragedto use any Information and Communication Technology (hencebrth ICT)
sourcesthat may contribute to the effectivenessof the teachingand learning process,
althoughno suggestionaremadeby the textbookwriterstowardsthis direction.
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The Grade3 Greeksyllabusis organizedaroundparticulardistinct mythsandheroes,
andthe teachers encouragedo graduallychallengel e a r thiekingt@ the causesf the
creationof thesemythsor heroesandto helpthemmakeassociationsvith the historicaltruth
behindthem(Maistrellis, Kalivi andMihail, 2007).Accordingto the book writers (ibid.), the
transitionfrom mythologyto history is thus facilitated. The Grade4 syllabus,however,is
linear, fosteringl e a r deeetopm@ndf historical knowledgeandthinking. As the writers
of the presenfprescribedooksputit (Katsoulakosetal., 2008),the subjectof History should
also help learnersat this stagedevelop not only their self-consciousnessut also some
broadly applicableskills by studying historical sources,drawing conclusions,researching
evidence and communicatingfindings. They also encourageteachers(ibid) to involve
learnersn historyprojectsorganizedoy archaeologicanuseums.

To designboth CLIL History coursesi for grades3 and4 - the CLIL teacherfirst
studiedthe equivalentGreek History textbookswith their accompanyingWWorkbooksand
T e a ¢ BeoksbHer aim wasto teachthe prescribedsyllabusand help learnersreachthe
learningoutcomesasthesearesetby the NationalCurriculum usingthe CLIL approachAs
Wolff (2002)pinpoints,attheendof a courseijt is essentiathatCLIL learnershaveacquired
the samecontentknowledgeaslearnerswho studiedit in their mothertongue.Moreover,the
0 CL CurriculumF r a me va®pregedtedy Coyle (2006) was consultedto serveasthe
t e a c theckligtduringherplanning.

ThecurrentCLIL Historycoursesarebothd s u blgdp £ 0 | (€legg,2003ascited
in Coyle, 2007:545546) sincethe emphasiss placedon the subjectbasedcomponentather
thanthelanguageTreatedassuch,no explicit languagdeachingwasattemptedy the CLIL
practitioner,unlesdearnermeededlarificationsin orderto comprehendhe content.

ThecurrentCLIL practitionerincludeda museumprojectin herimplementatiorsince
shebelievedthat it would be an educative,not only 6 h a-o difut also6 mi ‘o o @ein
2002:2)experiencdor herlearners.The archaeologicamuseunvisited for this purposewas
the archaeologicaimuseumof Thessalonikiwhich hosts artifacts dating from prehistoric
timesto late antiquity. Museumstaff havedevelopedmnaterialin theformof 6 wor k siheet s 6
thec h i | datieefarigaagghenceforthL1) concerningsomeof the exhibitsthatteachers
from visiting schools are encouragedto use with their learners during their visits.
0 Wo r k s mehestcasé refer to single sheetsof paper with problemsolving tasks
distributedto the learnersbeforethe visit starts.This materialcoversa wide rangeof topics
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concerningeverydaylife in ancientGreecemilitary equipmentsportsetc.,all of which are
discussedluringthe history coursesincetheyform partof thesyllabus.

The currentCLIL teacherconsideredhat, on the one hand,this museumexperience
could serveto increasel e a r axpaswefo the material taught and diversify | ear ner s 6
syllabusrelatedinteractionduring the visit (Mortensenand Smart,2007); on the otherhand,
this experiencecould help learnersto refine pre-existing knowledge or construct new
knowledge(Andersonet al., 2000 as cited in Mortensenand Smart, 2007). Therefore,in
orderto meetthe needsof the CLIL natureof her course,the teacheradaptedsomeof the
museumworksheetsin the targetlanguage(henceforthL2) and learnersformed working
groups accordingto the topics they would 6 e x p ldwimgehéir visit. The goal of this
0 e x p | owaathe collacion of the information required for the completion of their
worksheetswhile, duringthe visit, learnershadto negotiatenow this informationwould best
beexploited.

After the museunvwisit, eachgroupof learnershadto makea presentatiorin classon
the results of their exploratory visit, while the other groups would follow the opposite
proceduretry to answerthe worksheeton the topic with the help of theirfellow | ear ner s 6
account.Thenthesegroupswould alsoevaluateboth the organizatiorand presentatiorof the
informationtheyreceived.In this way, the learnergroups,in turn, wereencouragedo adopt
therole of theteacherby presentingcontentmaterialandassessingerformancesin thefive
yearsof 4" GradeCLIL application,the project describedabovewasoneof thel e ar ner s d

mostfavouritelearningexperiencesluringthecourse.

3. The materials
Consideringthe courserequirementsof both gradesmentionedabove, the CLIL
practitioneralso had to adaptthe subjectmatter contentin such a way that the content
obligatorylanguagevould not intimidatethe younglearnersgespeciallythe 3 gradersat the
beginningof the course.Thelearneran questiondeveloptheir readingskills with the help of
a syntheticphonicsprogrammewhich is completedtwo to threemonthsafter their History
CLIL coursestarts. This meansthat the first topics of the Greek Mythology should be
designedin such a way that languageand contentlearning would becomeii e x p &nd c i t
transparent é g¢nablingthe learnerso bridgethe gapbetweerthel e a r corceptud@and
cognitivecapacitiesandthel e a r Imguistis |6 e v (Otte,1993citedin Coyle,2007:549).
Coyle (2007:554555) considerghis cognitivelanguagdevel mismatchii aosmeof the major
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challengesfor C L | Lwhile Meyer (2010) refersto scaffolding as a meansof boosting
s t u d eognttieedcademidanguageproficiency(CALP).

In orderto supportthe low linguistic level of the learnersthe CLIL coursedeveloper
usedarangeof mediasuchastheinternet,television,print mediaetc.to eithercreateor adapt
materials, both as teachingand learning aids; this was expectedto facilitate learnersto
gradually work towards higher linguistic demands.Meyer (2010:14) characterizesnulti-
modal input as i o rokethe key conceptsfor selectingma t e rsinee)as he highlights
(ibid.), it allows for diversified teaching,promotesvisual literacy and enablesa deeper
understandin@f the specificsubjectcontent,while atthe sametime it servedo illustrateand
clarify complex matters presentedin a foreign language As the lack of specific CLIL
materialsoften posesa challengeto the teacher(e.g. Infante,BenvenutcandLastrucci,2009;
Coyle,Hood andMarsh,2010) the useof ICT tools canfacilitate both the teachingandthe
learningprocedurdn a variety of ways (Wojtowicz et al., 2011). Thus,in orderto organize
the teachingprocedurethe CLIL practitioneroften createdPowermint presentation®n the
themedo betaughtaccordingto herinstructionalgoals.The visualmaterialandthe strategies
includedin thesepresentationsvere carefully selectedaccordingto the cognitivelevel of the
students.Generally, visuals facilitate comprehensiorand learningto a great extentsince,
among other things, they make texts more i ¢ 0 n ¢(liewneamnd Mayer, 1993:98) and
icor r es fLevim caredMayer, 1993:100)and may even facilitate memorizationof
contentbecausef the dual coding(Clark andLyons, 2010)with the help of which learners
build referential connectionsbetweenvisual and verbal representation®f the presented
material.

Other important ICT tools the CLIL teacherusedwere either animatedvideos as
teachingaidswith heryoungerlearnersor history documentariesvith herolderlearnersasa
meansof exposureo the contentto be taught.Using silent viewing modewasalsocommon
practiceat the earlierstagessinceit allowedthe CLIL teacherto adaptinputtost udent s 6
linguistic level. As CLIL practicedevelopedanimatedvideoswere graduallyreplacedby
documentariegor variousteachingand learning purposes.They were sometimesusedfor
brainstormingor for the presentatiorof new content,while at othertimestheywereusedfor
expansionon the themetaught or comprehensiorchecking purposes.With regardto the
latter, the CLIL practitionerexploitedboth L1 andL2 documentariesettingdifferent types
of tasks.They sometimeservedasspringboardg$or othercontentbasedclassroomactivities
or projectsin classor, at othertimes, they were usedfor video taskswhich were developed
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with the help of Internetvideo platforms and were then uploadedonthe CLIL t eac her & s
websiteto be accessednd performedat| e a r omm tinge dn this way, learnershad the
opportunityto reviewtopicsdealtwith in classusinga differentmodeof presentationat their
own pace,and the teachercould get useful feedbackfrom the platform aboutherl ear ner s 6
performance.

The prescribedmaterialswere also used. Some of the workbook activities were
adaptedand usually simplified so as to addressl e a r preficiendy level in the target
language Excerptsfrom primary sourcesincludedin s t u d eextboakgespeciallyin the
4th grade,servedas a startingpoint for discussionn L2 althoughthey werereadin L1. In
this way, learnerswere not only exposedtio materialmeantto consolidatenewly acquired
knowledge(Katsoulakoset al., 2008) but they were also askedto discussin L2 texts that
were presentedin L1. The above practice, known as (Williams, 2002) a case of
translanguaging,is consideredto be beneficial for languagelearning in CLIL contexts
(MooreandNikula, 2016ascitedin P o r tandM&g 2027, Meyer (2010)recommend#
as a way of making CLIL learningmore sustainableMoreover,it offers opportunitiesfor
enhancingooth| e a r speakirggskills, which are often neglectedn the CLIL classrooms
(Dalton-Puffer, 2011), and interactionon subjectspecific issueswhich, as Vollmer (2008)

pinpoints,CLIL learnerdail to verbaliseappropriately.

4. Motivating the CLIL History learners

So far we have presentedthe CLIL t e a c hatemptssto meet the syllabi
requirementsto this end, exampleswere given of how sheintegratedcontentand language
so as to becomemore effectively accessibleto her young learners.Another very serious
challenge however that shehadto dealwith throughoutthe two-yearimplementatiorof the
CLIL History programwass t u d matiatsod. Williams andBurden(1997)in their three
stagenonlinear model signify the importanceof not only generatingbut also maintaining
andfosteringmotivationthroughouthelearningprocessin thesamerespectD © r n(3081)
presentsa few techniguesgcalled motivationalstrategieghat canserveastoolsint eac her s 6
handsto promotel e a r goatrelatédbehaviour.Thesearedefinedby D © r n(ipié:28) as
A t h maieationalinfluencesthat are consciouslyexertedto achievesomesystematicand
enduring positive e f f eAgnbng other strategies,the effectivenessof the elementsof
stimulationand enjoymentthroughgamelike activitiesin the young!l e a r classrosnds
highlighted ( D° r n2904)i Therefore, the teacherin question designedand involved
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learnersin variousentertainingtaskswith a significant pay-off, however,in termsof CLIL
teaching.To namebutafew, 3 gradergarticipatedn aé n e p & awhgréwith theuseof
a recipe,they madeand enjoyedtheir drinks like the Olympian Godsand Goddessesvhen
the relevanttopic wasdiscussedAnother entertainingtask wasthe preparatiorof their own
shadowpuppetryperformanceon the Daedalusand Icarusmyth or participationin various
gamesthe teacherintroducedin class,mostof the times createdby herself,usingauthoring
tools or platforms.Authoring tools and platformswereusedto a greatextentwith 4" graders
aswell althoughtheselearnerswverealsoexposedo a greatvariety of gamesavailableonline

relevantto the materialtaught.

5. Therole of the teacher

Infante,Benvenutaand Lastruccihighlight theimportanceof therole teachergplayin
a CLIL programmesince,asthey put it, they i h athieadelicatetask of choosingthe right
activity, the mostinvolving strategyor materialin orderto catchs t u d attertiand@ndto
makeCLIL w o r (RaD9:156).Moreover,J @ r v (ROO& pinpointstheimpactoft eac her 6 s
linguistic behavior on triggering s t u d ehmking @rocessesMore specifically, it is
suggestedibid.) thatt e a c displayorslosedendedquestionsareinferior to questionghat
elicit long stretchesof languagefrom the studentsor to hypothetical questionswith no
predetermine@nswerswhich are conduciveto studentthinking. Hencet e a c sekection®
andadoptedolesarecrucialin CLIL teaching.

In particular,the role of the CLIL teacherin her classroomgliversifiesalongthese
two years of History CLIL implementationsinces t u d éarring éxperiencechanges.
Thus, the role of the primary knower (Burton, 1981, as cited in Infante, Benvenutoand
Lastrucci,2009:156),accordingto which, sheis the one havingaccesgo valid knowledge
andtruth, is adoptedat the beginningof the courseand graduallytransformsinto otherroles
thatpromotelearnercenterednesandlearnerautonomyin the CLIL classroomAlthoughthe
ultimategoalis alwaysto facilitatel e a r progressatcordingto thelearningoutcomesand
their stageof languagedevelopmentshemay needto changerolesfrom one activity to the
next or even during the same activity. Hence she may act as task or group organizer,
prompter,tutor or resourceto provide learnerswith usefulinformationor suggestionsvhile
they perform a task (Harmer, 2003). She also actslike an assessoor evena co-explorer
(Kumaravadivelu2001) whenshefirst triggersandthensupportsl e a r questfos d@ctive
inquiry andculturalidentity formation,asin the museunprojectimplementation.
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Theissueof learnerautonomydevelopments not onedependingolely on thetype of
CLIL practice.As Wolff (2011) suggeststhe CLIL learning environmentpromotesthe
capacityfor selforganization,which is one of the traits of the autonomoudearner.In the
currentCLIL classroomcontexts,the teacheralso promotesawarenes&nd encourageshe
useof learningstrategieghat would help studentamprovetheir learningability andbecome
more independentlearners(Harmer, 2003). Moreover, learnersare encouragedto keep
learningdiariesandsessiortime is devotedo their writing atthe endof ateachingunit. Then
the learnerscan reflect on issuesconcerningboth the teachingand learning of the subject
matterin question.Among otherthings, they write aboutwhat they learntin that particular
unit andhow they feel aboutit, what difficulties they encounteredndhow they copedwith
themor if theyfeel theyneedhelpin dealingwith themandwhich activity typestheyfound
interesting or enjoyable and would like to be repeated.These learning diaries provide
valuablefeedbackto the CLIL practitionersinceshecollectsevidenceaboutthe stateof her
| e ar knewledggand becomesawareof possibledifficulties they encounter.Thus, she
may adjusther teachingaccordinglyand provide learnerswith furtherinput or clarifications
if it is consideredhelpful (Ziaka and Koutalakidou, 2014) When writing their diaries,
studentsmay useeither L1 or L2 andthey are also encouragedo readtheir commentsin
classif they wantto sharetheir opinion with their classmate®r discussthe problemsthey
face. Most of the publicizedcommentsdiscussedn classso far, regardl e a r coecersso
aboutwaysof copingwith more demandingnput or new tasktypesandin suchcasesheir
p e e expediencesoften prove valuable. The only drawbackof this 6 s hand@i scuss 6

practiceis its time-consumingnature.

6.CLIL History | e a r assassnént

According to the EuropeanFrameworkfor CLIL TeacherEducation,assessmeris
Ai nt eorbelagodl that supportdearningand helpsmeasurgrogresseingmadetoward
achievingplannedlearnero u t ¢ o(kasheial., 2012:10).lt shouldbe consideredtentral
to classroompractice(Kiely, 2009) andwhenit is addressedo primary learners,asin the
presentcase,it shouldfollow the principles of good assessmenpractice (Massler,2011).
However, due to its dual focus on both languageand subject, CLIL assessmenshould
accountfor the goalsand objectivesof two insteadof onesubjectto be accomplishedibid.).
Particularattentionshould be paid to the developmenbf the languageof the contentarea
where assessmenpracticescan be provenvery helpful sincethey i ¢ aelp to makethe
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languageof contentareasmore visible to children and also to give teacherghe chanceto
progressn academid a n g yMcKag,2006citedin loannouGeorgiou,2011:119).

In our CLIL History classes,assessmenis integratedinto the teachingprocess,
aiming at detectingl e a r prablensateasandenhancingearningopportunitiesThus, it is
formativesincefi t B & u d karning(attitudes,skills, habitsand knowledge)is analyzed
with the studentover longer stretchesof time and usedto improve learningandt e ac hi ng o
(Marsh et al., 2012:10). In this regard, a great part of the t e a c Ipracticessalready
mentionedn previoussectionsof this chaptercanalsobe describedasassessmergractices.
The carefuldesignand gradationof the teachingandlearningmaterialsandtheir continuous
adjustmentto | e a r rcagmitivedand linguistic level throughout the History CLIL
implementationprogram,is only one example.Another exampleis the careful nurturing of
| e ar automomyand the teacheitto-learnerand learnerto-learnerdialogueheld through
the learningdiaries.Therefore,in this chapterthe assessmenssuesdiscussedvill focuson
thewaysthel e a r praglucterdesponseas assessedndhow feedbackis given.

It shouldbe clarified, however thatsincein the currentCLIL implementationcontent
teachingis of primary importance,this final productis mainly assesse@ccordingto the
extentthat it satisfiesthe contentlearningand contentlanguagerequirementsLearnersare
challengedwith activities, someof which have the characteristicof exercisesand others
those of tasks Barbero (2012) refersto the former to describeactivities such as cloze,
matching,true or false statement@and generallyactivities that haveright or wrong answers
andto the latterto describeactivitieswherecorrectresponseare not alwayspredictableand
| e ar creativity 8 involved. At the beginningof the CLIL practicein question] ear ner s 6
performanceis assessedhrough exercisesonly. When these are assessedlearnersare
providedwith a scoreaccordingto the calculationof their correctanswersand feedbackis
given to the whole classin the form of discussion.Neverthelessgradually, learnersare
exposedo tasksthat have higher linguistic and cognitive demandsAt the initial stagesof
task application,learnersare askedto performa group task which may be, for example,a
verbal reproductionof a myth with the help of visuals; in this way, the effort and the
cognitive demandsas well as the evaluation of the output will be sharedamong the
participants Once,however,learnersget familiarized with the taskdemandssuchtasksare
assignedas individual work and thus individual feedbackis given. Feedbackon task
performanceis given through a holistic rubric such as the one in Table 1 adaptedfrom

80



Chapter 4. The implementation of a CLIL History course: sharing experience anahallenges

Barbero(2012:50)servedto define what the learnerknows and has beenableto do in a

particulartask.

Table 1: Exampleof a holistic rubric

Scores Descriptors

' No knowledge of the content or specific vocabulary is
1 - Unsatisfactory
demonstrated

. _ Lack of necessarjknowledgeof contentand wrong use of
271 Almost Satisfactory N
specificvocabularyaredemonstrated

_ Essentiaknowledgeof the contentandcorrectuseof specific
3 - Satisfactory
vocabularyaredemonstrated

4 - Good Completeknowledgeof the contentand appropriateuse of
- Goo
specificvocabularyaredemonstrated

Complete and thorough knowledge of the content is
5 - Excellent
demonstrated

A rubric is consideredhe most appropriatetool to evaluateintegratedcompetences
(Barbero,2012) and, apartfrom providing learnerswith feedback,factors such as greater
objectivity, consistencyof assessmerdnd lesstime spentons t u d worktegafuationare
mentionedamongits advantagegibid.). Barbero(2012:50)distinguishesbetweenholistic
and analytic rubrics, the former evaluatingfi t Ipreductor performanceasa w h o laedo
describingthe task fi adifferent quality levels, each of them correspondingo as c or e 0,
whereaghe latter, beingcriterionreferencedand offering a largeramountof feedbackio the
learners.The presentCLIL practitioner,however, prefersthe holistic type of assessment
becauseof its advantagesnentionedaboveaswell asits simple descriptorswhich can be

easilycomprehensibley heryounglearners.

7. Reflection on the implementation of a CLIL History course
Theimplementatiorof the CLIL History classdescribedn this chapter poseda great

challengefor the EFL teacherwho designedand implementedit, for a numberof reasons.
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Firstly, shehadto meetthe contentrequirement®f the 3 and4™ g r a dHistosy éourses.
Both moduleshadto be designedaccordingto the aims of the National Curriculumandthe

objectivesof the syllabusesind,asalreadydescribedmaterialfrom the historytextbookshad
to be adaptedor exploitedin sucha way thatthe demand=f a CLIL coursewould be met.

Consequentlya very heavyworkloadhadto be managedeforeandduringthe first yearsof

implementation.Secondly,and on a different level, | e a r paeentshdd to be convinced
about the effectivenessof the CLIL coursesince, on the one hand, it was introducedto

childrenwhosereadingandwriting skills werenot yet fully developedandon the otherhand,
it concernecamored s e n sadstheycharatterized, subjectthatof GreekMythology and

History. Beforeits first implementationsomep a r econcesndr evendoubtson whether
the issue of national identity and culture could be developedeffectively in L2 were
expressedThe educationaimeetingsheld in the school premisesat the beginningof every
schoolyearby the Schoolof Englishsupervisogreatlyhelpedto alleviatep a r eanxietes$.
Additionally, the successfulapplicationof the CLIL courseover the yearsdiminishedthe

expressiorof suchdoubtsor fears,allowing the smoothand effectiveimplementatiorof the

CLIL History coursesup to thecurrentday.

8. The CLIL Prime Project: Considerationsand personalgains

In the school year 2015 2016, the 3 ExperimentalPrimary School of Evosmos
submitteda KA2 Erasmus+projectproposaltitled CLIL Prime, aiming at the promotionof
CLIL Implementationin Europe.The project was approvedand its realization startedin
Septembepf the next schoolyear. This particularprojectproposedhe collaborationof five
Europeanschools,some of which had considerableexperiencein CLIL practice,and an
affiliated university, the Aristotle University of ThessalonikiThe six educationalnstitutions
would exchangetheir expertisein researchand educationalpracticesand disseminatethe
resultsof their sharedexperienceo the wider Europeareducationatommunity.The project
enhancedhe a u t hexper@escen CLIL instructionin a numberof ways which will be
presentedanoreanalyticallybelowin conjunctionwith whatthe Erasmusprojectentailed.

First of all, participatingin the preparationof the Erasmus+project has been a
valuableexperienceOneof the priorities at the onsetof this Erasmus+projectwasto setthe
evaluationcriteriafor the lessonplansandteachingmaterialsthatwould be createdandused
during this project; therefore, standardizingthese criteria was a priority. The CLIL
practitionerandauthorof this paperwaslargelyinvolvedin the selectionof thesecriteriaand
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the creationof the checklist. Thatchecklistunderwentcertainrevisionsatfterits first trialling
before getting finalized. Towardsthe end of the project, the author presentedhe extentto
which thesecriteria were met during the projectimplementationin a seminarhostedby a
partner country. After the presentation fruitful discussionwas held among the project
partnerswho reflectedon the criterialessoften metby the materialsdevelopersaandpossible
reasongor this.

Secondly the diversified profile of the partnersinvolved in this projectwas a factor
that intrigued the authorsinceit gaveher the opportunityto broadenher horizonsin CLIL
practices.The project partnerscame from a variety of ethnic and cultural backgrounds
working in different educationalsettings:two of them were internationalschools,one was
bilingual andtwo otherswerepublic schoolsponeof which wasthe coordinatingorganization
of the project, the 3 Experimental Primary School of Evosmos.Consequently,CLIL
applicationamongthese partner schoolsvaried considerablyand was affected by several
externalor internal factors. More specifically, a numberof factors affectedthe rangeand
quality of CLIL implementationn thosesettings,e.g.the useof L2 asa linguafrancain the
schoolsetting,| e a r age,exterdof exposureto L2 and CLIL practice,aswell as CLIL
pr act ieddcaionabackgboundandconfidencen their L2 skills.

Another valuableexperiencefor the authorwas her participationin the study visits
taking placeduring the projectimplementation Following the descriptionof the project,the
parihersvia thesestudyvisits andvirtual cooperatiorbecamefamiliar with the methodsand
techniquesachof themusedin their CLIL practice.Particularlyduring their study visits,
participating teachersnot only attendedclasseswhere CLIL lessonswere delivered by
colleagueof the hostcountry, but they alsodeliveredtheir own CLIL lessongo oneof the
classeattendedSincethatwasthe caseduring everystudyvisit, teachersvho participatedn
all study visits, like the authorof this chapter,had the opportunityto acquirea handson
experienceof CLIL practicein a wide rangeof teachingcontextsusingdifferent approaches
which servedthe needsof the learnersinvolved and to suggestsolutionsto problems
encountered.Thus, their CLIL techniqueswere calibrated to account for cultural and
institutionalvariationsandto establisha commongroundof understandingThesestudyvisit
participantsthen servedas disseminator®f that crosscultural communicationof the CLIL
practitionerdn their own schoolcommunity.

Overall,the CLIL practitionersparticipatingin the studyvisits were often challenged
to copewith teachingcontextsquite differentfrom their own. The CLIL practitioneri author

83



Chapter 4. The implementation of a CLIL History course: sharing experience anahallenges

of this chapter,in particular,hadto deliver a CLIL History lessonto high schoollearners
whosecognitivedevelopmentvasmuchhigherthantheir L2 developmentCopingwith such
challengeshelpedthe authorof this chapterto broadenher CLIL applicationscopeandthe
pedagogidrameof herCLIL lessons.

Moreover,accordingto the project,on thelastday of eachstudyvisit a dissemination
seminamwasorganizedoy the hostorganizatioraddressetb teachersanduniversitystudents
of the countryin question.The presentationsleliveredduring theseseminaramnostly focused
on issuesconcerningCLIL implementationin the educationalcontextof the participating
organizations,CLIL disseminationactions that the organizationsundertook within their
educationalregion or personalexperienceswithin the framework of the project. Although
theseseminarswvere addressedo an audienceotherthanthe partnersthemselvesthe CLIL
practitionerin questiongained significant knowledgeby participatingin them both as a
speakerand as a memberof the audience The questionsposedand the fruitful discussions
following the presentationsometimeded to the adoptionof differentteachingtechniquesn
thecurrentt e a c GldLrcidssroonpracticeor the introductionof gamelike activitiesthat
otherCLIL practitionerssuccessfullyusedwith theirlearners.

Finally, a very interestingelementof the current project involved the delivery of
commonlessonsvia Skype. To realizetheselessons,CLIL practitionershad to sharethe
syllabi theyfollowed in their CLIL classeswith their partnerorganizationsothattheycould
find commontopicsto work onwith their learnersThatprovedan unexpectedlycomplicated
taskto accomplishsinceit revealedhow differently syllabi aredesignedaroundEurope.The
bilingual schoolin Lithuania, for example,designedall its syllabi thematicallyso it was
harderfor CLIL practitionersof this countryto schedulejoint classeswith their partners.
Otherpracticalproblemssuchastime zonedifferencesschooltimetabledifferencesand ICT
problemsarising during the Skype sessiongesultedin someSkypelessongo be cancelled.
However,the CLIL teachersvho, like the presentCLIL practitioner,acceptedhe challenge
of a CLIL lesson between partner schools via Skype had a unique experience.The
0 ¢ h a |l ih guasgoeirdvolvedthe planninganddesigningof CLIL History lessondo cater
for two different typesof audiencesher own CLIL learnersand CLIL learnersof another
country.Although it wasa morecomplicatedthanusualproceduresheenjoyednot only the
experienceof sharingthis planningwith a fellow CLIL practitionercomingfrom a different
culturalbackgroundout alsothel e a r enthusiasdand genuinecommunicatiorefforts as
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theytried to collaboratewith their new Skypefriends. This enthusiasnwasalsoreflectedon

thequestionnairetheywereaskedo completeat the endof thelessons.

9. Taking CLIL Implementation a stepfurther

Designinganddeliveringa CLIL History courseto younglearnerdor sevenyearshas
beena rich experiencdor the authorof this chapter.This experiencehowever,was further
enrichedby her participationin CLIL Prime an Erasmus+KA2 project, aiming at the
promotion of CLIL Implementationin Europe. The project in question gave her the
opportunityto familiarize herselfwith methodsand techniquesadoptedby other European
schoolsimplementingthe CLIL approachto collaboratewith other CLIL practitionersand
deliverCLIL lessongo theirlearners.

It is hopedthat apartfrom the gainsaffordedto the CLIL educatoravho participated
in CLIL Prime, this projectwill havean ongoingimpacton the wider Europearcommunity.
The publicationof this eBook alongwith the disseminatiorseminarspresentationsindthe
plethoraof materialsthatweredevelopedduringthesethreeyearsmaybecomea helpful tool
in the handsof thoseEuropeanpractitionerswho arewilling to participatein the intriguing

experiencef CLIL instruction.
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