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Foreword 

The present volume is one of the deliverables of an Erasmus+ Strategic Partnership 

for school education project, no. 2016 1 EL01 KA201 023703, under the title ñPromoting 

CLIL Implementation in Europeò, (henceforth CLILprime), funded by the European 

Commission. 

The project was launched in September 2016 and was completed in August 2019. It 

aimed at exploring CLIL 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 pedagogic bottom-up 

dialogue among educators from different educational contexts in various European countries.  

In particular, the participants of this project included five European primary schools 

and a University Department: 

¶ the 3rd Experimental Primary School of Evosmos, which was also the 

coordinating organization, a public school located in Thessaloniki, Greece  

¶ Fundatia Internationala Educational Center, an international private school 

located in Constanta, Romania 

¶ St. Thomas's International School, a bilingual private school located in 

Viterbo, Italy 

¶ Saules Gojus, a private school in Vilnius, Lithuania 

¶ Zakladni skola a Matersk§ skola Kladno, Doberska 323, a public school in 

Kladno, Czech Republic 

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

The variety of the 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 context to 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 contributed to 

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 of learning outcomes and 

standardization of teaching procedures. 

http://clilprime.com/
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The deliverables of this three-year 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 these were created, implemented and peer-reviewed by project 

participants, on the project's OER platform. The platform also hosts the reports of the study 

visits in the countries involved in the project as well as the presentations made 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 of the scope of the project CLILprime. The rest of the 

chapters are based on CLIL educatorsô experiences and are actual cases of CLIL 

implementation in different educational settings. 

In chapter 2, Joanne Gillespie, respectively, explains how she designed a scheme 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 Ioanna Ziaka, Varvara Koutalakidou and Eleni Sofroniadou, 

respectively, discuss the challenges faced, the choices made and the teaching techniques used 

while implementing CLIL in History and Environmental Studies with third and fourth 

graders. 

In chapters 6 and 7, Thomas Zapounidis and Kyriaki Emmanouilidou, 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.  

Finally, in chapter 8, Katingo Vati, respectively, reviews 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 Dr Thomai Alexiou, Dr. Vassilis Neofotistos 

and Dr. Thomas Zapounidis for proofreading the manuscript. 

 

The editors 

Dr. Marina Mattheoudakis 

Dr. Ioanna Ziaka 

 

http://clilprime.com/


Chapter 1. Content and Language Integrated Learning in Greece: itôs here to stay 

6 

 

Content and Language Integrated Learning in Greece: itôs here to stay 

 

Marina  Mattheoudakis 

Aristotle University of Thessaloniki 

Thessaloniki, Greece 

marmat@enl.auth.gr 

 

 

Abstract 

The present chapter aims to provide a short overview of the history of CLIL method in 

Europe and discuss its significance for the foreign language education as well as its role for 

the promotion of multilingualism. Additionally, the chapter presents the introduction of CLIL 

in Greece, which is one of the last countries in Europe to adopt it. In particular, it describes 

the pioneering role of the 3
rd

 Experimental Primary School of Evosmos, as this was the first 

state primary school in Greece to implement CLIL. Finally, reference is made to an 

innovative Erasmus+ project ï CLIL Prime ï designed and coordinated by this school; the 

particular project, which has just been completed, aimed to create collaborations among 

schools in various European countries so as to promote calibration of teaching techniques and 

materials in CLIL contexts. 

Keywords: CLIL, 3
rd

 Experimental Primary School of Evosmos, Greece, Erasmus+, CLIL 

Prime 

 

1. CLIL : The route to multilingual  Europe 

Foreign language teaching is a political issue in Europe (Dalton-Puffer, Nikula and 

Smit, 2010). The European Union recognizes that multilingualism is an essential feature of 

European citizenship (Hall, 2013) and one of the key priorities of the European education 

policy is the fast and effective foreign language education and the promotion of 

plurilingualism in Member States. Additionally, the European Framework for Key 

Competences for Lifelong Learning includes the communication in foreign languages in the 

list of the eight competences that European citizens need for personal fulfillment and 

development, active citizenship, social inclusion and employment (The European 

Qualifications Framework for Lifelong Learning, 2008). About 20 years ago, the White Paper 

(1995) suggested that all Europeans should acquire language skills in 3 European languages 
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(M+2: their mother tongue and two foreign languages); to this aim, most European states 

introduced foreign language instruction into the early grades of primary education and a 

second foreign language became compulsory during primary or secondary school. These 

steps were expected to increase foreign language input and extend instruction time for foreign 

languages, in general (see Eurydice, 2012; Eurydice, 2017). 

However, as research suggests, the age of onset is only one of the factors affecting 

success in language learning. Early language instruction has to be supported by systematic 

instruction, which becomes more intensive as students get older and of course, by continuity 

and coherent transition from primary to secondary school as far as foreign language 

education is concerned (Alexiou and Mattheoudakis, 2013). It takes a long time to learn a 

second language and a couple of hours a week, no matter how young the learners started or 

how long their studies lasted, cannot produce advanced L2 speakers (Lightbown and Spada, 

2011). This so called ódrip-feedô approach(Vez, 2009:8) is quite frustrating for learners who 

end up feeling disappointed and demotivated when they realize that their language 

competences after so many years of foreign language learning do not actually match the time 

and money invested.  

What is more, traditional methods of teaching foreign languages commonly applied in 

various educational settings were found ineffective for the promotion of second language 

acquisition within the school context. The teaching of foreign languages as school subjects 

has not produced the expected results and, additionally, research clearly indicates that ñthere 

is no linear relationship between instruction time and learning achievedò (Lasagabaster and 

Sierra, 2010:367). In other words, the knowledge and skills acquired in a formal instructional 

context reach a plateau and even if  exposure is increased there is not a corresponding effect 

on learning outcomes (Rifkin, 2005;Heining-Boynton and Haitema, 2007).  

Content and Language Integrated Learning (CLIL)  was proposed as a solution to the 

aforementioned problems and was adopted in 1994 by the European Network of 

Administrators, Researchers and Practitioners. CLIL is currently considered to be one of the 

most important and interesting developments in the area of L2 teaching methodology the last 

20 years. One of the best-known definitions of CLIL is that provided by Coyle, Hood and 

Marsh (2010: 1): ñ... a dual-focused educational approach in which an additional language is 

used for the learning and teaching of both content and languageò. 

The acronym CLIL is a generic term and has been used to refer to any type of 

educational provision in which a language other than the language of the curriculum is used 
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to teach school subjects in the curriculum other than the foreign/second language lessons 

themselves (Wolff  2002; Eurydice, 2006). This covers cases of foreign, regional or minority 

languages. The teaching of a foreign language through content is definitely not new in the 

field of language teaching. CLIL is in fact the European version of content-based instruction 

(CBI), usually associated with the Canadian immersion programmes which started in 1965 

(Zaga, 2004;Cenoz 2015). The overriding conclusion from studies carried out in the Canadian 

educational contexts is that the integration of L2 with content matter is more effective than 

L2 instruction in isolation (Genesee, 1994,as cited in P®rez-Ca¶ado, 2012). The integration of 

content and language is based on the idea that languages are not learned first and then used 

but that they are learned by being used (see Genesee and Lindholm-Leary, 2013). 

CLIL has been welcomed by schools and policy makers in Europe as a convenient 

solution to the problem of achieving the best possible learning outcomes within the 

constraints of the school curriculum. This method allows language instruction to become 

more intensive, since it adds further input to that provided in the regular foreign language 

classes, without however overloading the school timetable. In this respect, CLIL can be 

effectively implemented with several foreign languages ï even within the same educational 

setting ï and thus promote plurilingualism (cf. White Paper, 1995; Lasagabaster and Huguet 

2007). Today CLIL is clearly regarded on the political level as the main strategy for creating 

a multilingual population in Europe. The EU has officially recognized its potential in 

promoting multilingualism and this is obvious in important policy documents issued the past 

20 years (e.g. European Commission, 2003, 2005, 2008)
1
. Also, several CLIL projects have 

been funded by the Council of Europe aiming to support teacher training, materials 

development, research and dissemination
2
. 

CLIL is nowadays implemented at all educational levels; preschool, primary school, 

secondary school and higher education. It is a flexible approach and has been variously 

adapted to serve the needs of the different educational and cultural contexts where it has been 

adopted (see also Wolff , 2002; Lasagabaster, 2008). Coyle, Hood and Marsh (2010) have 

referred to this ótransferabilityô of CLIL across educational and cultural contexts as one of the 

reasons for its success. Coyle (2008) claims that this flexibility  is both its strength and 

                                                           
1
 Information about policy documents issued by the European Commission can b 

e found at: https://ec.europa.eu/commission/index_en  
2
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 Languages: http://www.ecml.at/F7/tabid/969/language/en-GB/Default.aspx  

https://ec.europa.eu/commission/index_en
http://www.ecml.at/F7/tabid/969/language/en-GB/Default.aspx
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potential weakness. The strength of CLIL lies in the integration of content and language 

learning in varied, dynamic environments built on both óbottom-upô initiatives and ótop-

downô policy. Its ñpotential weakness lies in the interpretation of this flexibility  unless it is 

embedded in a robust contextualised framework with clear aims and projected outcomesò 

(Coyle, 2008:546 see also Ioannou-Georgiou, 2012). 

Grin (2005, as cited in Coyle 2007) documents 216 different types of CLIL programs 

based on variables such as compulsory status, intensity, age of onset, starting linguistic level, 

or duration. Also, the role of CLIL in the curriculum varies widely among schools, 

educational contexts and countries. So, CLIL may refer to teaching one or more subjects 

through the medium of the L2 but it may also refer to just content-based themes in language 

programmes (Eurydice, 2006). According to Massler, Stotz and Queisser (2014), there are 

two different types of CLIL:  type A CLIL in subject lessons and type B CLIL in language 

lessons. In the former type, the learning aims are based on the content of the school subject 

taught through the medium of a foreign language and in this case, assessment is similarly 

based on content. In the latter type, foreign language instruction is thematically organised and 

content from school subjects (e.g. the solar system) is used in the language class. In this type 

of CLIL classes, both the aims and assessment focus on the foreign language. In this volume, 

CLIL will  always refer to type A CLIL as defined by Massler et al. (2014). 

 

2. The theoretical underpinnings 

CLIL stems from communicative methodologies (Graddol, 2006; Lorenzo 2007), but 

it is a post-method pedagogy model (Coyle et al. 2010). It is in fact a combination of a 

number of theories and approaches and, according to Ioannou-Georgiou (2012), it combines 

the best of language education with the best of general education. CLIL has successfully 

brought together Second Language Acquisition (SLA) researchers and L2 instructors and it 

has actually proven that the study of second language acquisition in instructed contexts is a 

field that is meaningfully productive for both theory and practice. Developments in second 

language acquisition research the last 20 years have contributed significantly to the interest in 

the kind of language learning that takes place in CLIL classrooms. In particular, CLIL 

provides an environment for naturalistic language learning where implicit teaching 

dominates, incidental learning is expected and meaning-based instruction is central. The 

theoretical underpinnings of CLIL include language learning theories, models and theoretical 

hypotheses but also Coyleôs (1999) 4C conceptual framework. We are going to briefly 
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present and discuss the most important and relevant of those theories and their contribution to 

the advancement of CLIL. 

CLIL classes are predominantly input-based learning contexts. The significance of 

ample input for language acquisition was underscored by Krashenôs Monitor Model(1985). 

The input hypothesis, in particular, stresses the importance of exposing second language 

learners to input that is comprehensible and that contains i+1, where óiô stands for the level 

already acquired and ó1ô for the language that is just a step beyond that level (Lightbown and 

Spada, 2011). CLIL classes are a rich pool of L2 input which is made comprehensible 

through the continuous interactions between all class participants, but also with the use of 

various techniques and strategies employed by CLIL instructors.  

However, the Input Hypothesis is not adequate to interpret learnerôs language 

development in CLIL classes. Besides ample input, these educational contexts provide rich 

opportunities for language output. CLIL classes push learners to use language that frequently 

challenges and stretches their limits of language ability. According to Swainôs Output 

Hypothesis (1985), this is exactly what helps learnersô interlanguage to develop. 

Comprehensible input can help learners to develop comprehension skills but it cannot help 

them develop their productive skills. Unless learners are pushed to their limits of their 

language ability, errors will  persist and language development will  stagnate.  

The effectiveness of CLIL instruction is largely also based on the continuous 

interactions and meaning negotiations that take place between students and teachers and 

among students themselves in CLIL classes. Conversational interaction is considered to be an 

essential condition for second language acquisition (Hatch, 1978; Pica, 1994; Long, 1996; 

Gass, 1997). Successful interaction requires modification of speech in order to ensure 

comprehension and participation in the conversation. Longôs Interaction Hypothesis (Long, 

1996) summarizes this relationship as follows: (a) interactional modification makes input 

comprehensible, (b) comprehensible input promotes acquisition; therefore (c) interactional 

modification promotes acquisition. For Long, studentsô involvement in meaning negotiation 

is what helps them develop their language. 

Vygotskyôs sociocultural theory (1978) is very relevant to how learning develops in 

CLIL classes and resonates some of the theories already mentioned above. Vygotsky believes 

that learning is possible when an individual interacts with an interlocutor within his/her zone 

of proximal development. In other words, students are capable of developing their knowledge 

when they receive support either from their teacher or from a peer who is at a higher level 



Chapter 1. Content and Language Integrated Learning in Greece: itôs here to stay 

11 

 

than themselves. The emphasis of this theory (Zone of Proximal Development) is on how 

learners construct their knowledge in cooperation with their teacher/peers while engaging in 

productive tasks with them.  

The need for Focus on Form in immersion and other bilingual classes was stressed by 

various researchers, including Swain, but it was Doughty and Williams (1998) who actually 

developed the particular theory. Interest in Focus on Form was motivated by findings from 

immersion studies suggesting that when classroom instruction is entirely meaning-based, 

learners fail to develop linguistic features to ótarget like levelsô. However, when pedagogic 

interventions were made in the form of communicative activities, such limitations were 

successfully overcome. Such findings from immersion studies are particularly useful and 

informative for CLIL contexts because they similarly place a lot of emphasis on meaning-

based instruction. According to Ruizde Zarobe and Cenoz (2015:91), ñfocus on form aims to 

bring together accuracy and fluency by drawing attention to the need to integrate both 

content-based and form-focused instructional optionsò; both of them are necessary processes 

for developing a learnersô interlanguage. Focus on Form does have a role to play in CLIL 

classroom as long as it does not dominate instruction to the detriment of the aims promoted 

by CLIL
3
.  

Cumminsô conceptualisation of language proficiency has had an important impact on 

the development of bilingual education programmes. He proposed that language proficiency 

consists of two distinct components: BICS (Basic Interpersonal Communication Skills) and 

CALP (Cognitive Academic Language Proficiency). The development of these components 

involves different language and cognitive processes. BICS refers to conversational 

proficiency that is necessary for everyday face-to-face communication, and develops within 

approximately two years of L2 instruction; CALP, on the other hand, refers to deeper-level 

language proficiency that is necessary for dealing with more abstract, academic situations, it 

involves the development of literacy skills, and can develop within five to seven years or 

even more of L2 instruction (Cummins, 1992). So, learners first learn to communicate 

effectively in real-life oral communication, and then they become competent readers and 

writers in the target language (L1 or L2). L2 instruction needs, therefore, to promote not only 

the surface-level language proficiency, but also the deeper-level cognitive/academic 

                                                           
3
In this respect, it would be interesting to see also Lyster (2007) who has proposed the Counterbalanced 

Approach which brings together form-focused and content-based approaches in education. 
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proficiency, which puts emphasis on how language is actually used in concrete situations for 

particular communicative purposes. CLIL approaches have been shown to promote the 

development of CALP, since they focus on the development of critical or deeper-level 

thinking and meaningful language use (cf. Grabe and Stoller, 1997). This happens because 

CLIL learners participate in tasks that engage them cognitively and require the use of L2 for 

the expression of abstract and academic concepts in a meaningful context. Thus, they learn to 

use their thinking skills to acquire new content and language (Mattheoudakis et al., 2014). 

Thinking skills are part of any learning context. When we refer to CLIL contexts, 

though, we need to remember that learners are constantly cognitively challenged as they are 

required to acquire new content in a foreign language. Very often this new content lies 

outside their direct experience and may even be abstract. Within this context, CLIL learners 

are led to move beyond lower-order thinking skills (LOTs) and develop higher order thinking 

skills (HOTs). Reference to thinking skills within the CLIL context is usually related to 

Bloomôs (1956) taxonomy and its revised version by Anderson and Krathwohl (2001). Bloom 

was the first to develop a hierarchy of six thinking skills placed on a continuum from lower to 

higher order skills: knowledge, comprehension, application, analysis, synthesis and 

evaluation. Lower order skills included recalling knowledge to identify, label, name or 

describe things. Higher order skills refer to the application, analysis, synthesis and evaluation 

of knowledge; In this case, learners apply new information or a new concept in a new 

situation, analyse it into its components in order to comprehend it or put together ideas to 

create something new. Bloomôs taxonomy sheds light into what actually happens in CLIL 

classes where emphasis is clearly put on critical thinking and problem solving skills rather 

than on simple understanding and memorisation. Recall here that CLIL  teachers need to 

systematically check on learnersô comprehension and activities that require application, 

analysis, synthesis and evaluation are the most appropriate ones for learners to demonstrate 

comprehension. 

The 4Cs framework was proposed by Coyle (1999, 2006) as a sound theoretical and 

methodological foundation that would allow practitioners to plan CLIL lessons and develop 

materials because of its integrative nature (Meyer, 2010). The framework focuses on the 

interrelationship between Content (subject matter), Communication (language), Cognition 

(learning and thinking) and Culture (social awareness of self and óothernessô) and takes 

account of óintegrationô on different levels: learning (content and cognition), language 

(communication and cultures) and culture (social awareness of self and óothernessô). 
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Culture(s) permeates the whole and as Coyle (2008) suggests, culture is really an integral part 

of the interaction between language and thought. 

The majority of the theories and models presented here are more relevant to language 

specialists than to content experts. It is obvious that content specialists who are involved in 

CLIL need to know about language learning and teaching if  they want to be able to enhance 

their learnersô language skills. Of course, the ideal situation would involve a content 

specialist collaborating with a language specialist at all stages of CLIL instruction (setting 

learning objectives, lesson planning, material design and production, teaching). Shared 

expertise of language and content teachers is the optimal solution to the implementation of 

successful CLIL classes. As Swain (1998) has pointed out,  

ñ[g]ood content teaching is not necessarily good language teaching é content 

teaching needs to guide studentsô progressive use of the full  functional range 

of language, and to support their understanding of how language form is 

related to meaning in subject area material. The integration of language, 

subject area knowledge, and thinking skills requires systematic monitoring and 

planningò (Swain 1998: 68). 

 

3. Research in CLIL:  where we are and what we know today 

An international research scene focusing on CLIL started to evolve at the beginning 

of the 21
st
 century (Dalton-Puffer and Nikula, 2006). CLIL spread much faster than anyone 

could have anticipated and measures of its impact followed soon after but at a much slower 

pace (Wolff , 2005). To date CLIL has been studied from various perspectives and here we 

are going to take only a panoramic view of the most important findings of this research. 

Dalton-Puffer, Nikula and Smit (2010) distinguished between process- and product-

oriented studies and between studies at the macro- and micro- level. Product-oriented macro 

studies have looked into the results of CLIL programmes already implemented (e.g. Coyle, 

Hood and Marsh, 2010). Process-oriented macro studies are looking into the process of 

implementation (e.g. Lorenzo, Casal and Moore, 2009). All  those macro studies provided the 

necessary boost practitioners but also politicians and educational authorities needed in order 

to enhance the implementation and improvement of CLIL programmes. Those studies also 

offered a robust foundation on which decisions regarding the continuation of CLIL were 

based (Llinares, 2015). 
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Micro studies looked into the language outcomes of CLIL students in comparison 

with the language outcomes of EFL learners. Those studies were much needed as they 

addressed European Unionôs particular interest in CLIL programmes. Recall here that CLIL 

was the solution suggested by the European Union to improve a long tradition of poor results 

in foreign languages in some member states. Research conducted during the past 10 years 

points towards some common findings. In particular, gains have been reported in the 

following areas: overall language ability (Jexenflicker and Dalton-Puffer, 2010; Lorenzo and 

Moore, 2010), communicative competence (Klieme, 2006, as cited in Dalton-Puffer 2008), 

acquisition of academic content (Lorenzo and Moore, 2010), academic language and 

language complexity (Maillat, 2010). Positive results were also found in the writing of CLIL 

students (Jexenflicker and Dalton-Puffer, 2010; Ruiz de Zarobe, 2010) and in the acquisition 

of morphosyntactic features, in particular (H¿ter and Rieder-B¿nemann, 2010). As regards 

their speaking skills, CLIL students often display greater fluency, ability to produce longer 

stretches of discourse as well as creativity; they also tend to be risk-takers when using the 

language, a feature that has often been associated with good language learners (Naiman, 

1995). By far, the greatest gains for CLIL learners in terms of the language system are in the 

acquisition of vocabulary. Through studying content subject in an L2, learners are massively 

exposed to technical vocabulary, to academic discourse but also to lexical chunks, idioms and 

collocations that are rarely encountered in foreign language classrooms. Thus, research 

findings consistently support that vocabulary and in particular, receptive vocabulary is 

positively affected by CLIL instruction (Jim®nez Catal§nand Ruiz de Zarobe, 2009; Xanthou, 

2011; Merikivi  and Pietilª, 2014, among others).  

It is interesting in this respect to point out that CLIL classes have been found to 

benefit learners with special linguistic gifts; those learners can reach very high levels of 

proficiency and this is perhaps not particularly surprising. However, what may be surprising 

is that CLIL has been found to significantly promote the language skills of average students. 

This is a consistent finding observed in various studies and it is a gain that should not be 

overlooked (e.g. Mewald, 2004; Mattheoudakis et al., 2014; Mattheoudakis et al., 2018).  

Studies of the impact of CLIL on content outcomes are much fewer; Llinares (2015) 

attributes this to the fact that CLIL has mainly attracted Applied Linguistsô and language 

educatorsô interest while content is an issue that requires collaboration between language and 

content experts. However, the issue of whether CLIL students are able to understand and 

learn content that is taught in a foreign language is a continuous concern of educators and 
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parents (Dalton-Puffer, 2008). As the language of instruction is not learnersô mother tongue, 

it is feared that CLIL learners may not be able to understand the content as well or as 

accurately as they would have if  the language of instruction was their L1. However, research 

into the impact of CLIL on content learning seems to indicate quite the opposite: CLIL 

learners are, in general, better content learners than non-CLIL learners and they often 

outperform peer controls when tested in the L1 (Van de Craen et al., 2007; Br¿ning and 

Purrmann 2014).As they need to process and comprehend content in a foreign language, they 

construct complex concepts and schemata. Similar results were obtained in other educational 

contexts as well (e.g. in Finland by Jªppinen, 2005 and in Greece by Mattheoudakis et al., 

2014; Mattheoudakis et al., 2018).Such findings may be attributed to CLIL studentsô greater 

persistence on tasks assigned, and to their higher tolerance of frustration. These allow them to 

acquire ña higher degree of procedural competence in the subjectò (Vollmer et al., 2006 cited 

in Dalton-Puffer, 2008: 4). Linguistic difficulties, far from discouraging and leading to task 

abandonment, often trigger higher mental activity which leads to deeper semantic processing 

and better understanding of curricular concepts (ibid.). Of course, apart from looking into the 

learning process from studentsô perspective, we should also care to look at what CLIL 

teachers do during their classes. In other words, outperformance of CLIL learners may also 

be attributed to the demands CLIL places on teachers. CLIL educators are very well aware of 

the difficulties learners may encounter in their efforts to process the content in a language 

other than their mother tongue. Such difficulties are often due to a new or difficult  concept or 

even to the use of another language and to the academic vocabulary. The difference between 

CLIL and non-CLIL educators is the fact that the former are ómore sensitiveô to these 

difficulties and continuously alert to the signals students may send - consciously or not ï 

indicating lack of comprehension. Academic vocabulary is frequently very hard even in L1. 

However, similar difficulties are usually ignored, not because of content teachersô 

indifference, but because knowledge of L1 is a given and very often this is overestimated; 

teachers are not always aware that L1 vocabulary may be unknown sometimes and therefore 

needs to be explicitly taught. For CLIL teachers, this is a default situation. Everything needs 

to be explained, illustrated, simplified and checked and therefore they are in a dialogic 

interaction with their students as they need continuous confirmation that comprehension has 

been achieved. As a result, CLIL teachers are in a better control of what and how much of the 

content has actually been understood and acquired (Mattheoudakis and Alexiou 2017). 
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As for the effect of CLIL on affective factors, research findings are contradictory. 

Heras and Lasagabasterôs recent study (2015) in motivational differences between CLIL and 

non-CLIL groups revealed no motivational differences as regards two particular aspects of 

affective factors (motivation and self-esteem). Such findings contradict findings of a previous 

study by Lasagabaster (2011) but also findings by Mattheoudakis et al. (2014), which 

actually highlighted the positive impact of CLIL  on studentsô motivation. Another study by 

Psaltou-Joyceyet et al. (2014) shed light on the strategies used by CLIL and non-CLIL 

learners; the results of this comparative cross-sectional study showed quantitative and 

qualitative differences in reported strategy use in favour of the CLIL learners (see also Ziaka, 

2014). 

Notwithstanding the large number of studies and papers that have been published on 

the positive and promising outcomes of CLIL, there are also researchers who have voiced 

concerns. Bruton (2011), for example, published an interesting critique where he does not 

aim to doubt the beneficial effects of CLIL, but the anomalies observed in the research, 

analysis and conclusions drawn. He questions the validity of some of the research conducted, 

mainly in Spain, and points to the need for ñserious disinterested reliable quality research 

being conductedò (Bruton, 2011:531). In a more recent article, Bruton (2013) again attacks 

the restrictive nature of CLIL, as he calls it, and by this he refers to the process of selecting 

students for CLIL classes. However, Bruton (ibid.) refers to specific educational and cultural 

contexts and on the basis of those he tends to overgeneralise and draws conclusions that do 

not apply to all contexts.  

 

4. CLIL  in Greece: What took us so long?  

According to Eurydice (2012:39),  
 

ñ[i]n nearly all European countries, certain schools offer a form of education 

provision, according to which, non-language subjects are taught either through 

two different languages, or through a single language which is óforeignô 

according to the curriculum. This is known as content and language integrated 

learning. Only Denmark, Greece, Iceland and Turkey do not make this kind of 

provisionò. 

This was indeed very much the case in Greece until 2010 when CLIL started on the 

level of local grass-roots activity with the introduction of some CLIL instruction in a 
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particular state primary school in Thessaloniki (3
rd

 Experimental Primary School of Evosmos, 

supervised by the School of English, Aristotle University of Thessaloniki). This started as a 

pilot project and for the last 9 years CLIL has been expanding continuously within the school 

curriculum. CLIL has also expanded within the borders of the country as a bottom-up process 

thanks to the initiative taken by the School of English, Aristotle University and a school 

advisor as well as the invaluable help and support of the school (administration and teachers). 

As CLIL has been officially recognized by the EU as an effective and much promising 

method of teaching foreign languages at school, one may wonder whether there has been any 

impact on the Greek educational policies, especially after the initiative taken by the 

University. Unfortunately, the national educational authorities seem to be very slow to 

respond. Up to the date of publication of this ebook, there has been no official recognition of 

CLIL as a method of teaching in Greek state schools. 

 

4.1 CLIL  in the 3
rd

 primary  school: Experimental School of Evosmos 

As already mentioned, CLIL started as a pilot project in Greece in 2010 in a state 

primary school in the western suburbs of Thessaloniki. Students attending the school are 

generally of average socioeconomic background. The 3
rd

Experimental Primary School of 

Evosmos follows a diversified curriculum which allows it to introduce several innovations 

with respect to its subjects, teaching materials, syllabus, methods of teaching. The School of 

English at the Aristotle University of Thessaloniki,in collaboration with the administration of 

the school and its teachers, introduces several of these innovations, supervises them and 

conducts research on their implementation and outcomes (see, for example, Mattheoudakis et 

al., 2014; Mattheoudakis, Chasioti and Alexiou, 2014; Psaltou-Joycey et al., 2014; Ziaka, 

2014; Ziaka and Koutalakidou, 2014;Mattheoudakiset al., 2018, among others).  

The Experimental school of Evosmos was the first state primary school in Greece 

which introduced foreign language instruction from grade1. EFL instructors do not use 

commercial EFL course books but alternative teaching materials, ranging from fairytales to 

short novels, most of them authentic rather than simplified, internet material and other 

resources. Materials such as worksheets, quizzes and tests, are authored by the instructors 

themselves as they need to be tailor-made based on the books they use and their learnersô 

needs. 

On top of the EFL classes, though, learners receive CLIL instruction; CLIL is now 

systematically implemented as a method of teaching various school subjects from grade 1 to 
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6.CLIL is not implemented in this school as an elitist approach to language learning and thus 

no student selection is made (cf. Bruton, 2013); on the contrary, CLIL addresses all students 

and thus, all students graduating from this school have received at least one year of CLIL 

instruction ï for at least one subject. Our 9-year long experience has provided us with rich 

empirical findings and significant research results that clearly point to an inclusive approach 

that can function in all learning contexts with a broad and diversified range of learners (cf. 

Wolff , 2002). The particular school is a case in point.  

The selection of subjects to be taught was made based on teachersô qualifications. It is 

worth pointing out here that when we started implementing CLIL, we opted for foreign 

language teachers rather than content teachers to teach CLIL classes, even though this is not 

the case in other European contexts. The most important reason behind our choice is related 

to the adoption of type A CLIL (cf. Massler et al., 2014), which requires transmission of the 

content through the medium of a foreign language; thus, instructors had to be proficient in the 

L2 and able to understand the principles of instructed second language acquisition in order to 

help learners increase their output and develop their interlanguage. Given that all EFL 

teachers at school are highly qualified in teaching English, we looked for further 

qualifications ï formal or informal ï that might enable them to teach other subjects. The 

teachers eventually selected were able to teach Geography, Religious Education, 

Environmental Studies and History ï either because they had a relevant degree or because 

they had a particular interest and advanced knowledge in this field. In 2013 we expanded the 

implementation of CLIL with the instruction of Science, ICT, Physical Education and Arts. 

As the particular subjects require specialized skills and knowledge, EFL teachers collaborated 

with specialist teachers. The last CLIL subject introduced in the school curriculum was 

Chess. This is a new subject in the national curriculum and we decided to include it in our 

CLIL subjects for first graders (see relevant chapter in this book). 

All  teachers involved in CLIL instruction design their own materials or alternatively 

adapt authentic materials that may suit their needs. They all follow the national school 

curriculum but they do not use the prescribed school course books; these are kept at school, 

so as learners will  not have access to the material in Greek. Although English is exclusively 

the medium of instruction in CLIL classes, school course books that are used in English-

speaking countries were not appropriate, as CLIL requires a pedagogical adaptation, 

especially at those initial stages of its implementation (cf. Lasagabaster and Sierra, 2009).  



Chapter 1. Content and Language Integrated Learning in Greece: itôs here to stay 

19 

 

The first year of its implementation (2010-2011), CLIL was introduced to Grade 6 for 

the teaching of Geography for two hours a week, as prescribed by the national school 

curriculum. Gradually, over the next five years it expanded to more classes and more school 

subjects. In school year 2017-2018it covered all grades and expanded even more to involve 

more subjects and more teachers. For the first time, a content teacher was chosen to teach 

Science (to 6
th
graders), initially in collaboration with an EFL teacher, but later on his own. 

Table 1 below illustrates the full  gamut of CLIL subjects that have been taught in the school 

in grades 1 to 6 during the period 2010-2019.  

 

Table 1: CLIL subjects taught during 2010-2019 

 Grade 1 Grade 2 Grade3 Grade 4 Grade 5 Grade 6 

C
L

IL
 s

u
b

je
c
ts
 

Chess Physical 

Education 

Environmental 

Studies 

History Geography Geography 

 

Arts Chess History Environmental 

Studies 

Religious 

Education 

Religious 

Education 

 Arts Physical 

Education  

Arts  History 

     Science 

     ICT 

 

5. The CLIL  Prime ï Erasmus+ project 

CLIL is not an ideal method of teaching but it has the potential to improve the quality 

of both foreign language and subject teaching and bring together language educators and 

content teachers. It is based on a robust theoretical foundation and it is in line with the 

principles of P21 Framework for 21
st
 century learning

4
 which defines the skills and 

knowledge required for 21
st
 century citizens in order to succeed both personally and 

professionally.  

The dissemination of CLIL instruction is closely related to CLIL training for both pre-

service and in-service teachers. CLIL teacher training needs to be organized in collaboration 

with the academia and centrally coordinated by each European state individually. 

Additionally, the lack of appropriate teaching materials has been expressed time and again by 

various researchers and practitioners in other European countries. At this point there are 

CLIL materials published and used in a number of European countries but as CLIL 

                                                           
4
For more information go to http://www.p21.org/our-work/p21-framework 

http://www.p21.org/our-work/p21-framework
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implementation varies according to context, it is highly unlikely that those materials are 

transferable to different contexts. Teacher training should, therefore, also include training for 

material design based on CLIL principles and the 4C framework proposed by Coyle (1999). 

Based on the above remarks, we consider it essential to establish a dialogue among 

practitioners at a transnational level. This would allow us to achieve calibration of CLIL 

techniques, account for cultural and institutional variations and establish a common ground of 

understanding. Such a transnational dialogue would ensure that learners throughout the 

European member states are offered equal educational opportunities. Transnational 

cooperation would further develop the skills and professional profile of educators and allow 

comparability of learning outcomes and standardization of teaching procedures. 

To this end, the 3
rd

 Experimental Primary School of Evosmos took the initiative to 

design and coordinate an Erasmus+ Project, CLIL Prime, which aimed to address the issues 

above; that is, to create collaborations among schools in various European countries so as to 

promote calibration of teaching techniques and materials in CLIL contexts. In particular, the 

project aimed to promote quality learning for all through (a) the creation of an OER (Open 

Educational Resources) platform offering CLIL teaching material, lesson plans, worksheets 

and teaching practices in diverse subject matters, and (b) offering teacher training via MOOC 

to teachers interested in implementing CLIL in their classrooms. 

The results of this 3-year project have been very positive but also encouraging as they 

indicate that CLIL educators in Europe have acquired significant albeit diverse experiences in 

the CLIL classrooms and are both willing and ready to collaborate with colleagues on a 

European level in order to disseminate their expertise, exchange their experiences and 

address together the challenges encountered. We hope and expect that CLIL Prime will  

inform and inspire educators, researchers and academics so as to expand and build on its 

findings, outcomes and products. We would also like to hope that educational authorities on a 

European level will  be better and more effectively informed about the linguistic, cognitive 

and cultural benefits of CLIL and willing to take serious initiatives for its dissemination and 

for the promotion of wider transnational collaborations.  
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Abstract 

This chapter outlines a way to plan a specific scheme of work within a curriculum utilizing 

CLIL methodology. It uses a course designed for a grade 4 history class in an international 

school in Italy as an example. The course was designed and taught during the Erasmus+ 

CLILprime project. It starts by reviewing the relevant literature, and then uses an example to 

demonstrate how to perform a needs analysis for the group of learners, as well as diagnostic 

testing for both content and language. It then describes how to decide course priorities based 

on findings, and how to select overall goals and objectives when designing the scheme of 

work. It takes into account institutional constraints, which need also to be considered when 

planning a course. It finally describes assessment methods that may be used in the CLIL 

context, and provides an example of what the resulting scheme of work looks like.  

Keywords: CLIL, curriculum, history, assessment, schemes of work, needs analysis  

 

1. Introduction  

Designing a scheme of work, which follows a mandated curriculum can be 

challenging for teachers who are new to bilingual education in general, and to CLIL 

specifically. CLIL focuses on scaffolding both the language and the content. It includes 

communicative tasks, and makes use of both formative and summative assessment. CLIL 

supports language acquisition and development through content- and language-aware 

pedagogy. The focus on specific language chunks, which support the content can help 

learners access thinking skills (Coyle et al., 2010), hence develop cognition. As described in 

Bialik and Fadel (2015), a 21
st
 century learning aim is to foster studentsô critical thinking in 

expressing cognitively complex ideas about their world. Thus, CLIL is an excellent fit  in a 

school system that aims to develop these skills in students. This chapter describes an example 

http://clilprime.com/
http://clilprime.com/
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of CLIL course design in the context of a history class for upper primary learners (aged 9-10) 

in Italy.  

St Thomasôs is a small international school in central Italy. It was founded in 2010 as 

a primary school, and students are taught in both English and Italian, although the main 

language of instruction is English. Class sizes are typically very small, ranging from five 

students up to eighteen students. The school curriculum is based on Italian Ministry of 

Education requirements, but taught using an inquiry-based method. CLIL methodology works 

well in this situation as it provides learners with the necessary linguistic scaffolding needed to 

cope with the demands of the curriculum.  

 

2. Background  

Defined in 1994, CLIL refers to teaching specific subjects through a second language. 

Formalised in Europe, it draws on aspects of immersion programmes from Canada and 

Wales, amongst others. However, CLIL has existed for 5000 years ï after the Akkadians 

conquered the Sumerians, they learned Sumerian by studying subjects through it. (Mehisto et 

al., 2008). Roman children were educated in Greek, to provide future social and professional 

opportunities (Coyle et al., 2010). Later still, and for many years, Latin was the language of 

education across Europe.  

Cross and Gearon (2013) highlight that CLIL offers a pedagogical model adaptable to 

various educational contexts. Ioannou-Georgiou (2012) explains that, because content and 

language have dual importance in CLIL, one must consider general learning and language 

acquisition theories to fully understand key issues - it is this concept of integration, which 

presents the main implementation challenge. 

 

2.1 Theories of Learning in CLIL  

CLIL pedagogy draws on different strands of educational research, including social-

constructivist perspectives on learning (eg. Vygotskyôs, 1978 ózone of proximal 

developmentô), Broadbentôs earlier work on human cognitive attention, demonstrating the 

complex nature of thinking (Broadbent, 1958), and Gardnerôs Multiple Intelligences 

(Gardner, 1983). Bloomôs Taxonomy of Learning Domains (Bloom et al., 1956), a hierarchy 

of six thinking skills arranged from lower order thinking skills (LOTS) to higher order 

thinking skills (HOTS), provides a framework for developing cognitive skills. This was 

updated in 2001 to relate cognitive processes to instructional tasks, thus making the 
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taxonomy easier for class teachers to use (Anderson and Krathwohl, 2001). Implementing 

CLIL in primary schools also acknowledges the connection between physical movement and 

improved attention and cognition (Jensen, 2005), using physical activities such as mime, role 

play, and action songs to build movement into lessons.  

 

2.2 Language Acquisition Theories in CLIL  

Age and cognitive development are key in second language (L2) acquisition, as 

posited by the Critical Period Hypothesis (Lenneberg, 1967). Amount of exposure is another 

mitigating factor (Lightbown and Spada, 2006). Although CLIL is not age-dependent, it does 

provide increased L2 exposure, creating the environment for near-native acquisition when 

begun early. 

Krashenôs Natural Order Hypothesis (ibid) led to sequential teaching of grammatical 

and lexical structures in standard textbooks. While language is not usually specifically 

taught in the CLIL classroom, sometimes this will  be needed. In CLIL, this language of the 

moment chosen to support content learning, subverts the discrete-item approach usually 

found in the general English language classroom. 

The social-cultural theory (SCT) that language development through social 

interaction is central to human learning (Vygotsky, 1978) informs CLIL, engaging learners 

in interactive, dialogic learning. The underlying 4Cs framework integrates Content, 

Communication (language), Cognition, and Culture, so students learn to use language 

correctly, while using language to learn effectively (Coyle, 2006). 

 

2. 3 Integration of Content and Language Assessment in CLIL  

Reasons for assessment in the General English class for young learners are 

manifold (Moon, 2005), but the focus is on language acquisition, not content-

understanding. Creating assessment procedures for CLIL is challenging because learning 

objectives and success criteria for knowledge, competencies, and skills in both content and 

language need to be integrated. To enhance cognition (the third C of the 4Cs framework), 

students must also engage in meaningful self- and peer-assessments to reflect on their 

progress and set personal learning goals.  
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2.4. Learning through CLIL  

In foreign language classrooms, authenticity can be elusive. Language is the focus 

even when using relevant, authentic texts. Learners are usually assessed on grammatical 

and lexical knowledge, rather than communicative competence (Lightbown and Spada, 

2006). When there is a focus on content, this tends to be informed by learnersô interests, 

rather than specific school subjects. 

In CLIL classrooms, however, materials tend to be adapted versions of authentic 

materials. Research shows that students learning through CLIL programmes are more 

engaged than students in regular foreign language classes (Coyle et al., 2010), achieving 

better results in their L1 (Baker, 2006), and showing higher levels of cultural sensitivity 

(Lasagabaster and Sierra, 2009). 

According to Munoz (2002:35), key reasons for CLILôs positive learning outcomes 

are: 

ǒ meaningful, understandable input 

ǒ strengthened ability to process input, which eventually results in enhanced cognitive 

development 

ǒ transfer of literacy skills from L1 to additional language(s) 

ǒ relatively anxiety-free environment, which helps lower studentsô affective filter 

ǒ student motivation to learn content, which ultimately creates motivation to learn the 

necessary language. 

 

3. Implications 

The learning theories, language acquisition theories, and the need for a dual focus in 

CLIL classes described in the previous section lead to several implications when it comes to 

course design. They are as follows: 

 

3.1 Cognitive challenge 

It is challenging for young students to develop thinking skills, knowledge, and 

content-understanding in a non-native language. In order to facilitate the procedure and 

support learners, CLIL teachers need to provide: 

ǒ Appropriate scaffolding for content- and language-learning; 

ǒ Learning activities which build on studentsô prior knowledge, skills, and attitudes; 
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ǒ Opportunities for students to develop LOTS, HOTS, and Cognitive Academic 

Language Proficiency (CALP) (Cummins, 1979); 

ǒ Strategies which address a range of intelligences and learning styles (Gardner, 1983; 

Fisher, 2005). 

 

3.2 Focus on Communication  

CLIL promotes collaborative learning and dialogic teaching (Coyle et al., 2010). 

Learning activities must: 

ǒ promote quality teacher-learner and learner-learner discourse, to improve Basic 

Interpersonal Communication Skills (BICS) (Cummins, 1979); 

ǒ expose students to subject-specific vocabulary, grammatical structures and 

functional expressions, known as content-obligatory language (Snow et al., 

1989), and give them opportunities to use them in discourse; 

ǒ provide opportunities for students to use non-subject specific content-compatible 

language (ibid) when engaged in communicative activities. 

 

3.3 Choice of content and materials 

The choice of content in CLIL is context-dependent. It can be drawn from national 

curriculums, be thematic, cross-curricular, or interdisciplinary (Coyle et al., 2010). CLIL 

creates opportunities for learners to put L2 knowledge into practice, if  the materials are 

engaging and authentic; it also creates plentiful opportunities to develop communicative 

competencies through tasks, which are cognitively challenging.  

 

3.4 Choice of Formative and Summative Assessment Tools 

To be useful and successful, assessment processes must provide reliable information, 

therefore, they must: 

ǒ be transparent to teachers, learners, and stakeholders; 

ǒ directly address expected content and language outcomes; 

ǒ have a balanced focus, or weigh to the side of prioritized objectives. 

A clear set of criteria must be selected or designed. Here the teacher must choose 

where to place emphasis, whether on content or language, using knowledge of studentsô 

current understanding to move learning forward. Using a variety of assessment tools and 

clear criteria provides an integrated picture of student achievement, including CALP, BICS, 
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content-obligatory, and content-compatible language. Students must also have time to reflect 

on learning to be successful (Fisher, 2005). 

 

3.5 Stakeholders 

Parents are stakeholders because their involvement and support are essential for 

successful implementation in primary CLIL programmes (Mehisto, 2007, 2008; Massler, 

2012; Cross and Gearon, 2013). As in any course with minors as students, parents-

stakeholders must be regularly informed of progress. This can be done through various 

tools, for example, blogs and newsletters. 

 

3.6 Recap 

Bearing in mind the above, when designing a scheme of work for CLIL lessons, 

the following implications for needs analysis, diagnostic testing, and lesson design must 

be considered: 

ǒ Cognition - learning and thinking processes with a clear understanding of the 

young learnersô cognitive levels; 

ǒ Choice of content and corresponding communicative activities; 

ǒ Integration of content and language objectives; 

ǒ Assessment processes with clear criteria relating to integrated objectives; 

ǒ Awareness of stakeholder expectations. 

The following part of this chapter outlines the process of designing a scheme of work 

in a primary classroom using CLIL to teach history, thus providing an example of the issues 

discussed above. The process is described from the initial diagnostic testing of the students, 

the choice of content and corresponding activities with appropriate cognitive challenge, the 

selection of objectives which allow for the integration of content and language, through to the 

assessment tools selected, and ways to acknowledge and address stakeholder expectations.  

 

4. Needs Analysis 

A scheme of work process should start with a needs analysis of the population in 

question which in our case are the learners in the class. What is more, before examining their 

learners' needs through various means (observation, questionnaires and so on) teachers may 

start by making a short class profile based on their existing knowledge of their learners. This 

serves the purpose of providing a broader picture of the whole class regarding its population 
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and more specifically their L1 background, age, class size, gender, level of language, and so 

on.  

 

4.1 Class profile 

Table 1: Class profile 

L1 8 Italian; 1 Italian/English bilingual from birth 

 Age  9-10 
 Class size  9 (small class because of being a private school) 
 Gender  6 males / 3 females 
 Level Mixed ability (CEFR: A2.2-B1.2) 

 Education  6th year of bilingual early childhood/primary school 
 Course  5 hours/week over 4 weeks (part of a longer unit of study) 
 

The class teacher in our example of a History class was both the English and History 

teacher. Based on previous formative and summative assessments (from both the 2018-2019 

academic year and previous years), the learners were known to have a strong receptive 

understanding of English, but some lacks were apparent in production in terms of both 

fluency and accuracy.  

 

4.2 Overview 

Studentsô needs, wants and lacks (Hutchinson and Waters, 1987) need to be diagnosed 

through both subjective and objective means (Nunan, 1988), and analysed from a linguistic 

and content perspective due to the fact that this is a CLIL course (Ruiz-Garrido, and Fortanet-

G·mez, 2009). Student needs are paramount when designing learner-centred, communicative 

courses. Linking these needs to course aims, classroom practice, and assessment schemes 

creates the course framework (Seedhouse, 1995). Teacher-perceived and parents-as-

stakeholders-perceived needs also need to be considered (West, 1994). 

Studentsô attitudes towards learning and language, their preferred learning styles and 

their perceived current performance and needs formed the basis of the linguistic needs 

analysis. 

To decide on the content requirements, Munbyôs (1978) target situation analysis 

(outlined in Hutchinson and Waters, 1987) was used, analysing both the history syllabus 

requirements set by the Italian Ministry of Education, University and Research, henceforth 
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MIUR, (Appendix
5
) and studentsô prior knowledge of the content before the implementation 

of the program. 

To enable triangulation of the needs analysis (Richards, 2001) multiple data sources 

were used: 

1. Learnersô attitudes towards English, and felt social and academic needs for English 

(subjective data) 

2. The linguistic needs and lacks perceived by learners, to contrast with the diagnostic 

test (objective data) 

3. Learning styles 

4. Parent-stakeholdersô perceived needs 

5. Italian Ministry of Education requirements 

6. Studentsô current content knowledge 

 

4.2.1 Procedures 

To collect data sets N1, N2 (through three tests - a/b/c) the teacher used a kinaesthetic 

activity, divided into three parts, addressing young learnersô need for movement while 

learning. (Montessori, 1966). Other tools were used for N3-N6.  

 

Table 2: Needs analysis tools 

N1 + N2a   Dichotomous statements (Appendix 3a) 
N2b   Quadrants (Appendix 3b) 
N2c   Dichotomous statements (Appendix 3c) 

N3 

  An online multiple intelligences questionnaire (BGfl, Multiple 
  Intelligences: 2002) to discover the range and strengths of various 
  intelligences/learning styles in the class. (Appendix 4) 

N4   Parent-stakeholder perceived needs questionnaire. (Appendix 5a) 

N5 
 Italian Ministry of Education learning objectives for 

primary schools (MIUR: 2012). (Appendix 1)  

N6  

K-W-L (Know, Want to Know, Learnt) chart to assess content knowledge 

and interest. (Appendix 6a) 
 

4.2.2 Results 

Just over half of the students used English outside of school, for example, to watch 

television, listen to music, or interact with English-speaking friends and family. All  showed 

                                                           
5
 The reader can find all the appendices of the current chapter following the link: http://bit.ly/2OHXUrm 

http://bit.ly/2OHXUrm
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positive attitudes towards English, enjoying various receptive and productive activities (N1). 

All  expressed a need for more extensive grammatical and lexical knowledge. The majority 

felt more confident in speaking than writing, and better at reading than listening (N2a/b/c). 

These results reflect the fact that those students had been immersed in English through 

bilingual education since the age of three. In addition, the teacher had been emphasising 

reading as a skill, and the students were involved in an extensive reading program.  

Based on the Multiple Intelligences survey, students demonstrated a range of styles. 

Table 3 shows the results, and particular activities, which were used in the course to address 

the learning styles found in class.  

 

Table 3: Learning styles and suitable activities 

Learning style Suitable activities 

 Interpersonal, visual/spatial, 

and naturalistic 
 learners predominate. 

 Collaborative tasks and activities which 
 encourage observation, comparisons, and 

 inquiry (Fisher, 2005). 

 Logical-analytical and 

intrapersonal 
intelligences ranked highly. 

Activities that employ analysis and reflection on 

learning (metacognition), included to 

develop learnersô higher order thinking skills 

(HOTS) 

 

Parents expressed satisfaction with studentsô existing content knowledge. They 

requested more work on language competencies, which is not surprising, given the challenge 

of integrating language and content expectations. All  of them stated that their child needed to 

use English outside school for socialising (BICS) (not confirmed by N1 - Learnersô attitudes 

towards English, and felt social and academic needs for English) and that English was 

important for their childôs future studies and profession. Parents felt well-informed of their 

childrenôs learning progress. (N4). 

Content goals and objectives for this course were informed by Ministerial 

requirements for this age group/academic year (Appendix 2), and student questions arising 

from the KWL Chart (Appendix 6b), as well as teacher observations of student dialogue, 

which allowed the teacher to balance state mandates with learner interests. 

 

4.3 Rationale for  Diagnostic Tests 

Developmental factors related to learnersô young age and their cognitive maturity are 

expected to affect the level of their language proficiency. CEFR B1 is the highest perceived 
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level possible (Hasselgreen, 2015). Given the indirect nature of language teaching in an 

immersive language environment, these studentsô language proficiency level according to 

CEFR was difficult  to assess. For the same reason, standard tests such as Flyers or PET 

lacked face validity for these students. Different assessment tools were needed. The teacher 

therefore analysed studentsô written and spoken samples against the English Profile for 

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

(Appendix 7) and created a content-related listening test to diagnose listening skills (see 

Appendix 8a/b/c/d). Results showed jagged profiles ï different levels of proficiency across 

the four skills (for an explanation of jagged profiles, see 

https://education.gov.scot/improvement/Documents/cdl24-ESOL-Initial-Assessment-main-

pack.pdf, page 15). Studentsô answers to N2a/b/c tests showed that they were aware of this. 

They also shared some common lacks and errors. 

 

4.3.1 Results of Diagnostic Tests 

The results of the diagnostic tests provided information as to the language areas/objectives 

the teacher needed to focus on. Table 4 provides a summary of the results.  

 

Table 4: Summary of diagnostic test results 

Language Skills/Competencies Results 

 Writing 

 Weaknesses and/or inconsistencies in: 

ǒ complex verb tenses and forms; 

ǒ conjunctions 
ǒ prepositions 

ǒ complex sentence structure 

 Speaking 
 Confident English communicators with: 

ǒ some fossilized errors 
ǒ unnecessary code-switching 

 Reading 

ǒ Regularly read in English for pleasure 
ǒ Tackle high-level age-appropriate novels with 

confidence 

ǒ Confident approach to non-fiction texts 

 Listening 
ǒ Well-developed listening skills 

ǒ Ability  to listen for specific information, gist, and 

detailed understanding 

https://education.gov.scot/improvement/Documents/cdl24-ESOL-Initial-Assessment-main-pack.pdf
https://education.gov.scot/improvement/Documents/cdl24-ESOL-Initial-Assessment-main-pack.pdf
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4.3.2 Lacks  

The Needs Analysis (NA) and Diagnostic Testing (DT) showed that learners needed 

input in terms of grammar (moving them from B1.1 to B1.2/B2 on the CEFR scale), and lexis 

(expanding both their content-specific and content-compatible vocabulary). They also needed 

guidance to improve their academic writing, in the areas of register, complex conjunctions, 

and genre. Lastly, they also needed specific content knowledge about the ancient Egyptian 

civilization.  

 

4.4 Course Priorities  based on Needs Analysis and Diagnostic Test Findings 

The content (Ancient Egypt) was the main focus, due to student interest, parental 

expectations, and institutional constraints. The diagnostic test results led us to prioritise: 

 

Table 5: Course priorities 

  Priority 

1 
 Developing content-obligatory language 
 (expressing cause and effect; specific lexis) 

2 
 Improving content-compatible language 
 (prepositions, narrative tenses, comparative and superlative forms).  

3 
 Improving writing ability - cohesion, organization, complex sentences, and 

historical genre 

4  Developing factual knowledge of the ancient Egyptians 

  

5. Course Outline 

After completing the analysis outlined in the previous sections, the teacher has a clear 

idea of the needs of the learners, as well as contextual constraints. Following is a description 

of the process used by the teacher to create the unit of study ñAncient Egyptiansò based on 

her analysis. The full  course can be found in Appendix 1. 

 

5.1 Syllabus design  

As the school is bilingual, the course presented in this chapter used the content-

driven hard model of CLIL (Ġulistov§, 2013). Being aimed at young learners, the course 

had to be holistic, and as Aristov and Haudeck (2013) state, action-based and process-

oriented, with learners converting óhands-on learningô into óminds-on understandingô 
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through speaking and writing processes (Webb, 2010, p. 448). Children would LEARN 

language, learn ABOUT language, and learn THROUGH language by participating in 

meaningful language events (Halliday, 1985). CLIL informed the methodological 

conceptualization of the course in the choice of materials, the learning activities, (both 

individual and collaborative tasks), the use of specific content and language scaffolding in 

order to promote cognition, the choice of formative and summative assessment tools. 

These choices were based on the results of the Needs Analysis (NA) and Diagnostic 

Testing (DT), presented in 4.2.2 and 4.3.1 above. 

  

5.2 Goals and Objectives  

Once NA/DT results were collected, and priorities selected, the teacher used them to 

create a set of goals outlining the rationale for teaching and learning (Nunan, 1988). These 

goals allowed the teacher to decide on the specific objectives required to achieve these goals 

(Graves, 2000).  

When setting goals in CLIL, there are four steps to consider, drawing on the 

aforementioned 4Cs Framework:  

1) Content: what new knowledge will  the students acquire? 

2) Communication: 

(a) language of learning: what genres and lexis does this subject use? 

(b) language for learning: what kind of language do learners need to communicate 

effectively? 

(c) language through learning: How can we capitalize on language that emerges through 

the learning process? 

3) Cognition: which cognitive skills seem most appropriate for development, with reference 

to content?  

4) Culture: How can we make connections with the wider world on a personal and global 

level?  

To ensure that students meet curriculum targets, practice and extend both lower order 

thinking skills (LOTS) and higher order thinking skills (HOTS), and further develop basic 

interpersonal communication skills (BICS) and cognitive academic language proficiency 

(CALP), the following goals and objectives were chosen: 

Goal 1(Content): Students should develop factual knowledge and understanding of 

Ancient Egypt in accordance with the MIUR requirements (Appendix 3).     
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Goal 2(Communication): Students should develop language 

(i) of description, definition, comparison, explanation, and hypothesis;  

(ii)  acquisition of appropriate grammar and lexis for writing about history;  

Goal 3(Cognition): Students should develop skills in research, organisation and 

presentation of content knowledge; engagement in higher-order thinking skills such as 

analysis, evaluation, and synthesis.         

Goal 4 (Culture): Students should develop an understanding of connections between 

Ancient Egypt and Ancient Rome.    

An overview of the course objectives per skill is also presented in Table 6 below.   

 

Table 6: Course objectives 

Language/ 

Skill  

Objectives 

 By the end of the course the learners will  be better able 

to: 
Goals  

1. Skills 

1a - organize information and knowledge, using pertinent 

themes and concepts (2.5.3) 

1b - recount learned facts and produce simple historical texts 

 

G3, G2i, 
G2ii, G2iii 

2. Vocabulary 
2a - Use subject-specific lexis to speak and write about 

historical events and people. (2.4.5b) 
G1, G2ii 

3. Grammar 
3a - Apply procedural knowledge of grammatical items, e.g. 

past progressive, through language awareness tasks to aid 

fluency/complexity in spoken and written discourse. (2.4.5a) 

 

 

G3, G2ii 

4. Content 

4a - use a timeline to organize information, periods, 

contemporaneous events, and duration in the context of 

Ancient Egypt. 

4b - identify the relationships between human groups and 

spatial contexts (Egyptians and the Nile River) 

4c - comprehend events, facts, and phenomena of Egyptian 

society and civilization which characterize the history of 

humankind. 

G1, G2i, 

G2iii, G4 

 

5.3 Content and Sequencing 

The 22 hours of the course used as an example in this paper were part of a longer unit 

about ancient river civilizations, drawn from the mandated Italian national curriculum and 

adapted for CLIL. The content hours (see Timetable - Appendix 6) are supplemented and 

supported by English language lessons within the timetable: Language - analysing how 
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English works; and Literacy - helping students develop control over genres and linguistic 

structures in the history subject area (Coffin, 2006). There was half an hour each week for 

reflection and learning portfolios. 

  

5.3.1 Materials 

The main texts, Ancient Egypt from the Dorling Kindersley Eyewitness Books series, 

and the Usborne Encyclopedia of Ancient Egypt, were adapted through the use of glossaries, 

frontloading activities, and comprehension questions, due to their high linguistic load. The 

classroom library provided a range of books about Egypt for student use, and students were 

reminded and encouraged to use these throughout the unit. 

Language materials included specifically selected tasks from grade 4 English 

Language Arts books, and teacher-created materials that allowed for more relevance and 

inclusion of content-based examples. 

  

5.4 Teaching Approach  

CLIL is a form of Content Based Instruction, drawing on Task Based Learning, 

principles of learner-centeredness, and activation (Llinares and Dalton-Puffer, 2015), 

resulting in an educational-linguistic approach, which does not focus exclusively on 

language acquisition. It is an inquiry-driven model, allowing students to build their own 

knowledge of content and language through reflection and engagement. Given the linguistic 

course goal and objectives of increasing the BICS and CALP of the students, the 

communicative approach is used to improve communicative competence. Harmerôs ñESA 

(Engage, Study, Activate)ò (2008:67) comes into use when a focus on form is required, and 

Systemic Functional Linguistics (Halliday, 1994) assists the teacher as ñ... the Systemic 

Functional Grammar (SFG) model can reveal to teachers features of the discourse of their 

discipline.ò (Whittaker, 2010:32). 

  

5.4.1 Tasks and Activities  

To ensure a balance between linguistic and cognitive demands, the CLIL Matrix 

(Appendix 9a) was used to audit tasks (Coyle et al., 2010). Coffin, an expert in subject-

specific literacy, outlines the importance of the teaching of history in developing studentsô 

ability to sequence past events and understand cause and effect. Students need to become 

familiar with, and be able to read and write, texts such as the historical recount genre (Coffin, 
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2006). The teacher used Martinôs 1999 model for teaching subject-specific literacy (Martin, 

1999), which is still highly relevant. It is a model which leads students from dependence to 

independence through a series of guided activities (Appendix 9b). Tasks were expected to 

lead students to analyse sentence-level constructions and reference device strategies used in 

history texts, building their understanding of the genres used. Communicative tasks would 

involve jigsaw readings, role-plays, and small group projects, as well as teacher-student, and 

peer-to-peer dialogues (Appendix 9c), guided by the results of a study into task types in CLIL 

by Llinares and Dalton-Puffer (2015), who analysed studentsô evaluative language and 

engagement while involved in the various tasks.  

   

5.5 Institutional  Constraints 

Central to the process of course design, according to West (1994), is the consideration 

of the potential and constraints in institutional resources. In this course, in particular, such 

constraints were the following:  

ǒ Only one teacher was available for this course; she was both content and language 

specialist. This required careful planning on her part to ensure that content and 

language goals were met.  

ǒ Specific Italian Ministry of Education learning objectives had to be covered. 

ǒ Published materials covering required topics in English, while available, needed careful 

grading and adaptation to become linguistically accessible for the students; therefore 

they had to be carefully and systematically analysed. 

ǒ The school has laptops, which were used in class, albeit rather old. Seven students 

had tablets available. The school was trialling Microsoft Office 365 Education, an 

online virtual learning space. The classroom was equipped with an IWB and 

document camera. 

  

6. Assessment Proposal 

Any educational process, CLIL lessons included, should also use some form of 

assessment that will,  among other things, provide valuable feedback on the process itself. To 

this end, the following subsections will  (a) describe the principles that underlie our decision 

to choose specific forms of assessment, (b) present the assessment plan that we used for our 

example of the History course, (c) refer to a number of constraints that we encountered and 

describe also some opportunities presented, and (d) refer to the whole course evaluation. 
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6.1 Principles 

Massler and Stotz (2013) recommend continuous, systematic assessment to benefit 

students and teachers. This regular assessment of studentsô content and language knowledge 

informs future lessons. Thus, formative assessment takes place during a course, and is a 

combination of processes and tools which are used to improve the curriculum by offering 

ongoing feedback to both teachers and learners (Scriven, 1967; Wiliam, 2011).  

Formative assessment can be formal (an ongoing portfolio of work; written quiz; 

feedback on writing with marks) or informal (teacher use of effective questioning techniques; 

samples of writing and speaking; performance assessment of collaborative work) (Bentley, 

2010).  

Summative Assessment occurs at specific times during a course, usually at the end, 

and is used to evaluate the overall achievement of the students, and thus, the effectiveness of 

the course (Graves, 2000). This information is used to inform involved stakeholders and 

influences the design of future courses. Summative assessment is often external, for example, 

nationwide standardised tests, and language tests such as Cambridge YLE tests.  

When designing assessment, the teacher must also think about washback, which refers 

to the effect (negative or positive) that testing has on teaching or learning. This is an 

important consideration in course design because of the effect it can have on teaching 

methods. Messick (1996) suggests that in order to have positive washback, tests should 

include authentic and direct samples of communicative skills.  

Effective assessment should have validity (measuring what it purports to measure), 

and reliability (giving consistent results). Face validity is also important when assessing 

young learners. They are experts in ódoing schoolô and know what tests óshouldô look like. 

  

6.2 Assessment Plan 

The assessment plan for this course addressed both content and language and 

considered the following factors:  

ǒ The necessity of minimizing the effect of LANGUAGE when CONTENT was being 

assessed.  

ǒ LANGUAGE had to be assessed for accuracy, appropriacy of genre, and 

communicative competence.  

ǒ Clear learning objectives and success criteria had to be communicated to/negotiated 

with the students. 
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ǒ A mix of informal and formal tools had to be used, including task-based and can-do 

criteria. 

ǒ Marking rubrics had to be shared and/or developed with the students, to ensure 

transparency in the teaching-learning process. 

ǒ The teacher had to ensure ample use of meta-cognitive tools, such as reflection and 

portfolio creation. 

  

6.2.1 Formative Assessment Tools  

The following tools were used to assess how well learners were meeting assessment 

criteria and learning outcomes. 

Sticky note observations: The teacher kept an observation notebook for the class, and 

monitored group and individual activities, keeping observation notes using sticky notes. After 

class, these sticky notes were placed in the observation notebook in the appropriate student 

section, and the data collected was used to adjust instruction, in order to meet student needs. 

Parking Lot: Students responded to reflection questions, placing them on numbered 

squares as they left the classroom.  

Language tasks: Gap-filling,  sentence transformation, sentence completion, and cloze 

activities were used to monitor and assess accuracy of form. 

Content tasks: Matching information, labelling maps, and completing notes while 

watching a documentary were used to assess understanding of content. 

Literacy and Content tasks: a historical biography about a pharaoh, and a written 

essay about an aspect of ancient Egyptian civilization were used to assess progress in the 

writing of history texts, as well as assessing understanding of content matter. 

Rubrics: Students were made aware of success criteria through the use of rubrics 

when assessing written work and presentations. Students were also involved in the creation of 

these rubrics. 

Portfolio: At the end of each week of the course, students had time to reflect on work, 

and select a piece/pieces of work to put into their learning portfolio. These pieces of work 

could represent a favourite piece, a strength, or a challenge, and students had to say why they 

had chosen a particular sample. 

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

understanding, and correct misconceptions. 
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The outcomes of these graded formative assessments contributed 30% to the overall 

course grade. 

  

6.2.2 Summative Assessment Tools 

The following tools were used to assess how well learners had met learning outcomes 

both near the end of the course (week three of four), and at the end of the course.  

ǒ An oral test administered in the third week of the course assessed recall of subject-specific 

vocabulary, ability to effectively discuss main content points, and demonstrated student 

awareness of grammatical and lexical features of the language of history (35% of overall 

course grade) 

ǒ A written test was administered at the end of the course, to assess recall of content (35% of 

overall course grade). 

  

6.3 Constraints and Opportunities 

Throughout the course, formative assessment was used as a learning tool, as all 

feedback was used to adjust teaching to ensure student progress. The proposed methods foster 

enhanced cognition through self-analysis of errors, and development of BICS and CALP 

through communicative activities. Parent-stakeholder expectations of school mean that a 

specific grade should be given, as well as descriptive assessment. Students tended to pay 

attention to the grade, rather than to the comments of the descriptive feedback; therefore, 

when giving feedback, the teacher first gave them written feedback, and discussed this with 

students before providing final marks. 

  

6.4 Course Evaluation 

Coyle, Hood and Marsh (2010) provide a template for the evaluation of CLIL 

programmes. These include a range of performance evidence, affective evidence, process 

evidence, and materials and task evidence. 

In the case of the course described in this chapter, performance evidence was 

provided through the use of oral and written tests, which are compatible with state methods 

and expectations. Affective evidence was provided through an end-of-course interview with 

individual students to provide qualitative information about motivation, anxiety levels, and 

attitudes. An analysis of studentsô reflections and learning diaries provided further data. At 

the end of the unit of study, students carried out a complete reflection on their learning 
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throughout the course, which was used to triangulate findings. Process evidence was 

collected via teacher observation notes and transcripts of individual, and paired/group tasks. 

Finally, materials and task evidence was gathered through teacher analysis of the learning 

outcomes of specific materials and tasks, in order to improve their application for future 

courses.  

All  stake-holders naturally have expectations for success, and course results must be 

clearly communicated. Student performance during this course has lead to improvements in 

the course, by assessing where language and content gaps still remained, and working to 

address those gaps through additional activities for future iterations of the course.  

 

7. Conclusion  

Designing a scheme of work of a primary school CLIL lesson is a process that may 

take some time but is a necessary step for teachers and stakeholders. To better illustrate 

this process we used a CLIL History lesson as an example and through it we reflected 

upon a number of principles which influence CLIL course designs. 

  

7.1 Reflection of principles which influence CLIL  course design  

The issues and implications addressed in Part 1, such as theories of learning and 

language acquisition, the dual focus of content and language in learning and assessment, the 

need to provide scaffolding to mitigate cognitive challenge, the inclusion of communicative 

tasks, the choice of content, material and assessment tools, and finally, the need to meet 

stakeholder expectations, all informed the course design. The motivation for designing this 

course was to create an example, which demonstrates how CLIL implementation in bilingual 

education can improve studentsô language acquisition and development, while fostering their 

critical thinking. During the implementation of the course, there was evidence from learner 

reflection tasks and formative assessments that this approach increased student motivation, as 

well as enhanced their cognitive and language abilities, and deepened their understanding of 

content. Designing such a course was certainly challenging, especially the areas of material 

creation (in terms of pitching the content and language at a level which moved learning 

forward, but was not too challenging for learners) and the design of assessment tools which 

could isolate content from language assessment. Teachers who wish to design CLIL courses 

should be aware that these areas in particular need special consideration when planning to 

ensure successful outcomes for learners.  
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7.2 Limitations   

This CLIL course was designed within the Erasmus+ CLILprime project, to meet the 

needs of a group of young learners at the B1/B2 Independent User CEFR English level 

studying history in a full  immersion bilingual school. It needs further adaptation if  it is to be 

implemented in a state school due to limited exposure to English as an L2, lack of subject 

teacher confidence in their own language ability, lack of class time available to dedicate to 

CLIL, and lack of access to appropriate materials. However, with modifications according to 

context and specific student needs, the course is transferable to other situations.  

 

7.3 Benefits 

The teacher reported that using the CLIL methodology increased learnersô awareness 

of, and attention to form in both speaking and writing, and their ability to create appropriate 

history texts was strengthened. This course, while focused on the teaching of history, could 

inform the creation of similar CLIL courses for the teaching of other subjects such as science, 

art, music, and geography as the tasks and assessment tools could be adapted to fit  different 

content. 

  

7.4 Looking forward   

It is hoped that this paper will  encourage teachers in different contexts to explore 

CLIL pedagogy, and to develop their own understanding and expertise in this approach. 

While needs analysis and diagnostic testing can seem daunting, especially with larger classes, 

the data obtained from these sources is invaluable when developing a scheme of work that is 

targeted towards a specific group of learners. Although this example was developed by one 

teacher only, CLIL course design is greatly enhanced when subject and language teachers 

collaborate to develop learning activities and assessment tools.  
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Abstract 

Teaching Environmental Studies through CLIL to 4
th
 graders at the 3rd Experimental Primary 

School of Evosmos presented the teacher with both challenges and opportunities. This paper 

aims to present the choices made by the teacher in order to address these challenges and 

benefit from the opportunities. Design of the syllabus, introduction of the scientific content, 

preparation of tasks and activities to provide the necessary scaffolding and practice for the 

young learners and make them develop their linguistic and cognitive skills required drawing 

on various methodological resources and tools. The samples given serve as an indication of a 

variety of teaching techniques used to teach the subject-specific concepts while integrating 

the element of culture in its dualistic form, that of the culture of science and that of the 

awareness of interdependency on environmental issues in an effort to build informed active 

citizenship.  

Keywords: CLIL, environmental studies, ICT, project, 3
rd

 Experimental Primary School of 

Evosmos 

 

1. The context 

This paper refers to the course of Environmental Studies taught through CLIL to 

learners at the fourth grade in the 3rd Experimental Primary School of Evosmos, in Greece, 

during the three-year Erasmus+ project CLILprime. The project aimed to promote CLIL 

implementation in Europe and engage the teachers of the participant organizations in a 

dialogue concerning best practices. 
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Learners of the particular school go through extensive English language teaching 

from the first grade, involving five hours of English per week. This differs from all other state 

schools in the country which expose learners of the 1st and 2nd grade to one hour of English 

language teaching per week and three hours in the rest of the grades, i.e. 3rd to 6th. During 

the course of their studies, learners of the particular school take CLIL courses at different 

grades and subjects. During the implementation of the Erasmus+ CLILprime project learners 

of the fourth grade attended CLIL classes in either History or Environmental Studies while 

they were in the third grade. 

The paper presents the challenges faced by the teacher, the choices made while 

designing the syllabus, the techniques adopted to meet the aims and objectives of the course 

and the outcomes as perceived both by learners and the teacher. 

 

2. The challenges 

The implementation of CLIL in every European context is designed along four 

parameters, namely those of content, cognition, communication and culture. (Coyle, 2008). 

Whereas content and cognition are straightforward, communication and culture need to be 

further defined. C-communication is defined by the language triptych and consists of 

language of, for and through learning (Coyle et al., 2010). The first, language of learning, is 

defined as the content-specific discourse necessary to deal with the particular discipline. The 

second, language for learning, deals with the language necessary to complete tasks and 

interact during the lesson. Language through learning is the language that emerges through 

the learning process. Culture in CLIL is two-fold. It encompasses both the 'culture' of the 

discipline, i.e. the specific genre used, and the social function it performs (Meyer et al., 2015) 

as well as the awareness of a dynamic interplay between self and others.    

Opting to teach science, environmental studies in particular, through CLIL, to learners 

of the 4
th
 grade of a primary school in an urban area presents the teacher with challenges at 

various levels.  

At the level of cognitive demands set to learners, one needs to be conscious of the fact 

that learners of this age are at the threshold of abstract thinking. Therefore, they are not yet 

accustomed to cognitive processes that involve interpretation, classification, comparison, 

hypothesis, analysis, synthesis and evaluation of information, at a level that would allow 

them to adequately encode and process information in order to develop scientific reasoning. 

These processes require the acquisition of appropriate encoding strategies and ñincreased 
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domain knowledge helps children assess more effectively what information is and is not 

necessary to encodeò (Bradley et al., 2012: 63).  

At the language level, one needs to consider the acquisition of subject-specific 

literacy and learners' introduction to a different genre of both written and oral text that will  

expose them to cognitive discourse functions relevant to academic discourse. Coetzee-

Lachmann (2007) refers to the development of subject-specific literacy as involving  

"the development of learners' ability to use a specific register that is different 

from the registers embedded in the discourses of family life and interaction with 

friends ... [subject-specific literacy] is not only paramount to successful 

participation in the activities of school, but also forms the basis for active 

participation in all other forms of institutionalised discourses." (Coetzee-

Lachmann, 2007: 18) 

Both challenges mentioned above are integrated in the pluriliteracies model. As Meyer et al. 

(2015) mention, 

"pluriliteracies development results in the growing ability to óexpress/verbaliseô 

subject-specific concepts or conceptual knowledge in an appropriate style using 

the appropriate genre and genre moves for the specific purpose of the 

communication in a wide variety of modes. In other words, students make 

meaning by strengthening the connections between the conceptual continuum 

and the communication continuum." (Meyer et al., 2015: 50) 

Therefore, learners should be empowered to engage into subject-specific discourses 

along the communication continuum, ranging from informal to formal, in a variety of modes 

and in a genre appropriate for the specific domain. In other words, learners should become 

able to language (Swain, 2006) subject-specific concepts. Unless this is achieved, progress 

in the discipline is limited. However, the level of sophistication of cognitive processes aimed 

at and the extent of exposure to scientific literacy should fit  the young age of learners (Meyer 

et al., 2015). 

Yet, Environmental Studies go beyond science and language. They are connected to 

our very survival on this planet. The issue of climate change that affects every species on the 

planet and takes its toll on the global economy has taken central stage in our everyday lives 

and in politics. Article 12 of the Paris Agreement (United Nations, 2015: 42) was the first 

article countries agreed on: 
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"Parties shall cooperate in taking measures, as appropriate, to enhance climate 

change education, training, public awareness, public participation and public 

access to information, recognizing the importance of these steps with respect to 

enhancing actions under this Agreement." 

After the Paris Agreement, UNESCO issued A Guide for Schools on Climate Action 

(Gibb, 2016) where teachers are urged to teach critical, creative and futures thinking skills 

along with empowering learners to take action in a whole-school approach.  

The above aims set the context for designing a course that will  help learners ñacquire 

the knowledge, skills, values and attitudes that empower them to contribute to sustainable 

development and take informed decisions and responsible actions for environmental 

integrityò (UNESCO, 2013: 5). It is at this age when the foundations of thinking, knowing 

and acting are laid, and relationships, with others and with the environment, are formed. It is 

also a time for providing significant groundings for adult activism around environmental 

issues (Davis and Gibson 2006; Wells and Lekies 2006). Therefore, strong connections need 

to be built between knowledge and experience, between self and others. Where 

environmental education is concerned, the main focus is informed change of attitudes and the 

development of active citizens who will  take responsibility concerning environmental issues.  

One should also acknowledge the need to consider the general educational and 

cultural context in which teaching and learning take place. It has been a couple of decades 

since the educational stakeholders' attention was drawn to the fact that ñour students have 

changed radicallyò and that we are now teaching the ñDigital Nativesῤ (Prensky, 2001: 1-6), 

or the Net Generation students, a term first mentioned by Tapscott (1997). Although this 

generation of learners is not a homogenous group concerning their digital skills and their 

ability to use new technology tools (Jones et al., 2010; Margaryan et al., 2011; Jones and 

Binhui, 2011), they are learners who, in general, grow up surrounded by technology. As 

many researchers argue, technology has shaped, to a large extent, the way they learn and 

participate in the classroom (Oblinger, Oblingerand and Lippincott, 2005; Berk, 2009; Jones 

et al., 2010). Some of the characteristics of this generation of learners include the following: 

ǒ they are digitally literate, in the sense that they interact with technology on a regular 

basis and feel comfortable using it,  

ǒ they expect immediate responses on any matter of their concern from technology  

ǒ they are social, sharing information on the web and interact with each other 

ǒ they prefer to learn and work in teams 
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ǒ they prefer structure to ambiguity 

ǒ they prefer using interactive materials 

ǒ they are visual and kinesthetic, preferring short texts, rich in graphic layout 

ǒ they are interested in community and world problems and believe science and 

technology can offer solutions (Oblinger and Oblinger, 2005: 17-19) 

Based on the above characteristics, the most popular suggestion made to engage this 

generation of learners is the use of various web 2.0 tools in the classroom (Oblinger and 

Oblinger, 2005; Agazio and Buckley, 2009; Merlino and Rhodes, 2012). 

The need for developing digital competence has also been acknowledged by the 

European Union, as contributing ñto the development of quality, future-oriented education 

and training tailored to the needs of European societyῤ (European Union, 2006: 12) and it is 

included in the 8 key competences the European Union suggests that all Europeans should 

acquire. In the same journal, digital competence is defined as involving ñthe confident and 

critical use of Information Society Technology (IST) for work, leisure and communication. It 

is underpinned by basic skills in ICT, i.e. the use of computers to retrieve, store, produce, 

present and exchange information, and to communicate and participate in collaborative 

networks via the Internetῤ (ibid.: 15). Therefore, the development of digital literacy is also a 

factor to seriously consider when a course is designed. 

 

3. The syllabus outline 

Setting the aim to teach Environmental Studies at the 4th grade required making 

certain choices at the outset of the course. The primary one concerned the outline of the 

content of the syllabus. The National Curriculum concerning the particular school subject 

aims at a wide range of themes, varying from Greek topography, to ecosystems, to 

communication means, to the human body, and many more. It was deemed necessary that 

learners develop the four Cs (Coyle et al., 2010) in a particular scientific domain so that 

ample time was given to develop subject-specific literacy. However, covering all these 

themes would have led to a rather superficial and fragmented teaching of those thematic areas 

and consequently would have prevented a more in-depth development of both ólanguage ofô 

and ófor learningô. It would also have prevented the development of awareness of culture at a 

micro- and macro-level in a particular domain, i.e. the individual, local conditions and the 

global aspects and interconnections. Therefore, the first choice needed to be made was the 

selection of particular themes of the syllabus to be delivered through CLIL, whereas 
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remaining themes would be delivered by the classroom teacher in Greek (learnersô native 

language). As a result of this decision, out of the three hours specified by the Ministry of 

Education for Environmental Studies, two were delivered through CLIL by the English 

language teacher and one hour was taught by their classroom teacher.  

As for the thematic areas of the syllabus taught through CLIL, it was decided that 

these would refer mainly to ecosystems and, secondarily, via teaching techniques and hands-

on learning experience, to the chapter concerning means of communication. This would allow 

for a more in-depth study of ecology and environmental issues and provide ample time for 

learners to investigate environmental issues, as indeed was the case. 

Special note should be made here concerning the context of teaching. The particular 

subject-specific discourse and vocabulary delivered via CLIL at this subject is either 

unknown to learners of this age or at the threshold of development, since they possess certain 

schematic knowledge in this field but lack appropriate subject literacy even in their native 

language. Learning about concepts such as biomes, mammals and sustainability, to mention 

but a few, and talking about classification or processes might sound quite challenging. One 

should also keep in mind that learners of this age are equally unfamiliar with the equivalent 

scientific vocabulary in their native language. This, however, turns the difficulty into an 

advantage for the CLIL teacher. In particular, since learners have not yet acquired the specific 

scientific concepts in their native language, concept mapping would be coded from the very 

beginning into the foreign language (English, in this case), resembling, therefore, concept 

acquisition in one's native language. This means that learners have no recourse to translation 

equivalences between English and their native language, which often leads to confusion and 

interlingual interference. Almost by default, such a condition seems ideal for the application 

of the Communicative Approach, since information delivered serves real purposes and is 

meaningful, and avoids the pitfalls of a grammar-centered approach while, at the same time, 

allows for the emergence of syntactic structures that appear in more scientific genres. 

Defining the content determined to a large degree the elements of communication and 

cognition that would mostly be aimed at. Concerning the parameter of communication, the 

selection of the particular chapter on ecosystems would, offer a wider area of opportunities to 

expose learners to subject-specific vocabulary and to a different genre of text, namely that of 

scientific discourse. Exposure to this kind of genre, almost by default, requires exposure to 

discourse features characteristic of this discipline: analysing, classifying, justifying, 

explaining, reporting, debating. 
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Exposure to this genre and the discourse functions it entails sets the linguistic 

foundations for the cognitive processes learners are asked to develop during a CLIL course in 

science, such as understanding through comparing, analyzing, synthesizing, classifying and 

evaluating information. 

In addition, the choice of the particular thematic area enhances the development of 

cultural awareness, both at its micro- and macro- level, since teaching about the environment, 

its organization and problems allows the development of a global civil  conscience and 

humanistic values, along with an encouragement for shared responsibility and active 

citizenship. Additionally, as Morton (2010: 83) points out ñin the case of learning academic 

subjects, including in CLIL contexts, an important aspect of 'culture' is that of the discipline 

being studiedῤ. 

As Meyer et al. (2015: 51) summarise it all, bridging the 4Cs framework with the 

pluriliteracies model 

"[t]o actively construct knowledge and to promote subject-specific literacies, 

learners need to conceptualise content in ways that are appropriate to the subject 

C-Culture. As has been discussed previously, it is this subject C-Culture that 

determines how the C-Cognition is put to use in the way that C-Content will  be 

conceptualised and how the C-Communication is used to (co-)construct 

knowledge." 

 

4. Teaching techniques, materials and ICT  tools used 

The teacher's main concern was to trigger learners' engagement. To accomplish such a 

task, one needs to consider elements that will  motivate learners of this age enough to help 

them become involved in the teaching process. In addition, proper scaffolding should be 

provided to make them feel confident to operate in the new learning context. In fact, these 

elements needed to be present at all stages of the learning process. In addition, materials and 

tasks should be differentiated enough to cater for different learning styles and skills, both in 

the foreign language and in the cognitive demands set. 

YouTube videos were considered an appropriate tool to use in order to introduce the 

new concepts and attract young learners' interest. It was also believed that they could bridge 

the gap between our urban environment and the natural world, which learners could not have 

easy access to. As a result, experiential teaching could only be applied to a certain extent. 

Berk (2009) argues that videos can have a strong effect on learnersô mind and senses and lists 
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twenty potential learning outcomes among which are that they can grab learners' attention 

and help them focus their concentration, generate interest, draw on learners' imagination, 

improve attitudes toward content and learning, increase memory of content, increase 

understanding, stimulate the flow of ideas, inspire and motivate learners, decrease anxiety 

and tension. Indeed, the multimodality of the particular input proved invaluable in helping 

learners comprehend the material in a more holistic way. In addition, the novelty of using 

YouTube videos to introduce scientific concepts in comparison to textbooks used in other 

subjects enhanced motivation and engagement with the content. The reader can witness the 

difference of approach by watching the video used for a lesson on bees clicking the link 

https://www.youtube.com/watch?v=sSk_ev1eZec. 

However attractive and engaging videos are, and despite the support that such 

multimodal input provides to the understanding of the input, they need to be supplemented 

with appropriate tasks and activities that will  provide further necessary scaffolding that will  

allow learners to analyze, discuss, evaluate and research the new information. These are often 

provided through accompanying worksheets and projects.  

Worksheets helped learners with note-taking during video reproduction, and also 

provided consolidation of new information through a variety of activities in an effort to cater 

for all learner preferences and learning styles. They also served as reference for later use. 

Activities varied from true/false statements and information gap activities to drawing, which 

required students to transform abstract definitions into concrete, real-life examples, to giving 

definitions, to discovering connections between concepts, or even expressing preferences. An 

example is given in the appendix. 

Apart from the worksheets, learners were also asked to use web 2.0 tools to perform 

activities. Different tools required the use of different cognitive and language skills. Since, 

according to the characteristics of this generation of learners, ñthey prefer games to serious 

workò (Prensky, 2001:2), comprehension and further practice were reinforced through 

computer games that added a playful element in the process. These games included online 

crosswords, matching activities, texts with missing elements, quizzes, diagrams, and so on, 

together with activities following the format of well-known games, such as pacman and 

jeopardy or TV games such as who wants to be a millionaire . The wide variability of games 

catered not only for different levels of cognition but also for different graphics and formats to 

prevent boredom and maintain interest and the element of fun and excitement. The online 

element presented learners with immediate feedback and gratification, factors that are 

https://www.youtube.com/watch?v=sSk_ev1eZec
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important both for the net-generation as well as for learners of this age. In addition, these 

games could be played at home as well, providing learners with adequate privacy that 

allowed them to try over and again in their effort to acquire the new information, sparing 

them exposure in case of mistakes. The reader is invited to visit the following links to view 

samples of the games used: 

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

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

(interactive (c) image of flower parts), 

(d) https://www.educaplay.com/en/learningresources/2257683/parts_of_plants.htm 

(crossword on parts of plants),  

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

("millionaire" quiz), 

(f) http://www.cram.com/flashcards/games/jewel/revision-d-8576322 (revision game). 

Learners showed great enthusiasm and involvement while playing the games. This 

aligns with findings from literature that support games as a means of increasing learnersô 

intrinsic motivation (Deci et al. 1999; Kang and Tan 2014). However, even if  one supports 

the view that games are a tool to increase extrinsic motivation, Ryan and Deci (2000: 54-67) 

have noted that self-determined learner behavior can stem from both intrinsic motivation and 

from extrinsic motivation that they termed 'integrated regulation'.  

Practicing and revising were very well served by web2 tools as was the development 

of classification skills when learners used the popplet application to create their own mind 

maps in their effort to classify ecosystem factors. The mind map allowed learners to denote 

concepts and links indicating relationships among concepts (Nesbit and Adesope, 2006). 

Proper encoding of information needed to have preceded their transfer to such a graphic 

organiser. The digital element allowed learners to develop their digital skills as well and 

make their mind maps more interesting by adding color and images, a feature they discovered 

themselves while exploring the platform and working on their maps. This last feature was 

indeed used by some learners. The reader can view learners' efforts following this link: 

https://padlet.com/ziakaioa/myproject. It is worth noting that these graphic organisers were 

used by learners as springboards not only to discuss the relevant concepts but also to present 

information and raise all studentsô awareness of the environmental issues on the World Water 

Day, March 22nd. 

http://www.classtools.net/arcade/201510_ekPHJS
https://www.educaplay.com/en/learningresources/2315330/parts_of_flower.htm
https://www.educaplay.com/en/learningresources/2257683/parts_of_plants.htm
http://www.superteachertools.us/millionaire/millionaire.php?gamefile=58884
http://www.cram.com/flashcards/games/jewel/revision-d-8576322
http://popplet.com/
https://padlet.com/ziakaioa/myproject
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To develop their research, writing and social skills, learners were asked to work in 

groups, do their own research on the internet and create PowerPoint presentations on various 

aspects of the concepts under examination. Such a writing task encourages active learning 

and an introduction to a different genre of text. During the last year of the Erasmus+ project 

CLILprime learners created PowerPoint presentations on endangered species and insects. 

They subsequently uploaded and published their work on an electronic notice board (padlet) 

for their classmates to read.  

Publishing learners' work is an opportunity for them to receive peer feedback, 

encourages good writing habits, as it promotes editing one's work before it is made public, 

and boosts learnersô motivation and self esteem as they feel proud of their work once this is 

online. This was very clear even with learners of this age who felt really proud once their 

work was online on the padlet (address above).  

Learners also used collaborative tools to work together and produce stories. During 

the last year of the CLILprime project learners used the storyjumper platform to produce 

stories concerning environmental issues previously presented and discussed in class. The 

reader can find examples of these stories following the links: 

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

https://www.storyjumper.com/book/index/70744885/THE-ECOLOGICALS-

FOOTPRINTS 

These stories are good examples of languaging science. Working both on the text, 

including the new subject specific vocabulary, and adding the illustrations, however limited 

in the free accounts, gave learners the possibility to transfer their learning into a different 

medium and use a different mode than that of the video where the spatial mode predominates. 

At the same time, this activity presented an outlet for their creativity and an opportunity to 

express themselves on issues that impressed them or concerned them the most. The 

enthusiasm of the learners when shown the platform and while creating their stories was 

evident from their comments and the effort they put in producing their digital books . 

Indeed, there was a learner who actually said that she had decided to become a writer. 

According to the Survey of Schools: ICT in education, which was commissioned in 

2011 by the European Commission Directorate General Communications Networks, Content 

and Technology,  

"students are more confident in their digital competences when they have high 

access to/use of ICT at home AND at school compared to students having low 

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
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access/use at school and high access/use at home, or low access/use at both places. 

... Such students, having high access/use to ICT at home AND at school, are defined 

in the Survey as digitally confident and supportive students." (European 

Commission, 2013: 15) 

None of the digital tools mentioned above would have worked well if  the learners had 

not been provided with 24/7 online access to all materials available to them. This was 

possible through a website built for the purposes of the course. The site offered unlimited 

access to all videos and games at learners' convenience. The ability to practice the new 

concepts in the privacy of their own space and at their convenience before playing some of 

them in class, the help provided by the software in their effort to play the games, along with 

the immediacy and privacy of computer feedback, helped maintain learners' level of interest 

and engagement high, kept anxiety levels low and aided retention of new knowledge while 

learners were engaged in playful activities.  

A final element concerning digital tools that should not be left out is the use of an 

Xbox game. Learners played the game Zoo Tycoon and, although it is a game about running 

a successful zoo, a controversial concept, it nevertheless created a strong affection for 

animals among them. The use of the Xbox gave learners the possibility to interact with 

animals and take care of them in an immersive environment. At the same time, it gave their 

motor skills a workout. The use of "serious games" is the focus of significant research, 

especially in the last decade. The benefits of the immersive environment of these games for 

learners have been reported by several researchers (Prensky, 2001; Squire, 2005a; Squire, 

2005b; Groh, 2012; Kapp, 2012). Of course there are also those who question their use in 

education (Apple, 1991; Morrisett, 1996; Marczewski, 2015). The debate is ongoing.  

An extra issue that had not been planned for and that was raised in class with the use 

of the Xbox game, was that of entrepreneurship, an issue largely promoted in European 

countries but totally barred in Greek school curricula. While playing and building their zoo, 

learners had to take into account facilities for their guests, a feature that added fame to it and 

unlocked more animals they could interact with. Therefore, the element of the audience-

clients of a business was also part of their considerations.  

As it is obvious from all the above, learners were required to use their computers and 

the internet to fulfill  course requirements, building on their digital skills and gradually 

developing their digital competence, along with other competences. The tools used acted as 

stepping stones towards helping them become ñcapable of collaborating, solving problems 
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and being creative in the use of digital technologies. In a growing technological world, these 

skills become part of their citizenship training to participate in the digital society where they 

will  liveò (UNESCO, 2019: 19) 

Concerning digital tools, however, one final note needs to be added. As the reader 

may have noticed, no online communication platform was used during the course, so learners 

could not communicate online with each other. An attempt to use some form of 

communication with the teacher was tried with the use of a platform that offers the possibility 

to upload videos and games in thematic playlists, as well as assignments. Learners were given 

their assignments online and had to deliver them online as well. Communication with the 

teacher was possible, but not among them. No leaderboard was added either, for fear of 

competition among the learners. The platform was useful as a means of introduction to online 

communication and the learners rated it very high in their preferences among tools used 

during the course. Yet, learners complained about the lack of communication with each other. 

However, the teacher chose not to use an online communication platform at this stage, mainly 

because learners' foreign language skills were rather limited and communication in the 

foreign language would be restricted. In addition, since the native language was not used 

during the lessons, the teacher thought it should not be encouraged for the communication 

through such a platform.  

Learners of the 4th grade are taught Geography through CLIL by the same teacher in 

the fifth  and sixth grade and as their language skills develop so does their freedom within the 

lessons. They are introduced to the edmodo platform, so communication among all members 

of the class is unencumbered. They are also gradually introduced to taking ownership of the 

syllabus by becoming responsible for researching, presenting and evaluating information. 

They are exposed to online updated information, not only from Greek and European 

organizations but from news channels, such as the BBC and the Al  Jazeera, as well, so that 

their intercultural skills and empathy can develop. They are given the freedom to create end 

products of their own choice in their areas of research. As they ascend the ladder of cognitive, 

linguistic and digital skills, so their independence and ability to make decisions and take 

action increase. The design of the course in the 5th and 6th grades, however, is not the object 

of this paper and indeed deserves a chapter of its own. The reason it is mentioned here is to 

show the reader that a carefully designed course uses stepping stones to develop learners' 

pluriliteracies and multiliteracies (The New London Group, 2000: 9-37) and lead them 

towards more self-directed learning and autonomy.  
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5. Tasks and projects 

Apart from all the digital tools, the course made extensive use of hands-on activities 

and materials. A microscope was brought into the classroom for learners to observe the parts 

of flowers. Learners also dissected flowers to create posters of their parts. Bean and lentil 

seeds were planted and their sprouting parts observed. An effort was made to plant flower 

seeds but was to a large extent unsuccessful, giving rise, however, to jokes about people who 

do not have green fingers . 

The initial planning of the syllabus was outlined in such a way as to give time for 

project work. During the course of the Erasmus+ project learners researched several issues of 

their own interest, varying from year to year. These involved personal daily habits, such as 

recycling, endangered animal species, the use of plastic bottles, plastic bags in supermarkets, 

the use of energy and water. The projects were carried out in two phases. First, learners 

searched the internet for information concerning these major problems and their impact on 

the planet. Whenever possible, research was followed by study visits to relevant places of 

interest. Concerning the issue of endangered species, for example, learners visited a Greek 

nongovernmental environmental organization that protects bears and wolves (Arcturos) to 

receive more information. For their water project, they visited a center of environmental 

education near a lake to get proper and hands-on information. During their visit at the center 

they were given several micro-organisms that live in the lake which they had to observe and 

classify.  

Research conducted via the web was quite extensive. Thus, concerning the use of 

water, they examined how sources of water, such as rivers, were managed by other European 

countries. They even used interactive European resources to research the condition of bodies 

of water in Europe. The collection of information led to learners creating small posters per 

European country advising the audience on clean and dirty bathing waters. Concerning the 

use of energy, the learners were informed about renewable sources of energy, the EU targets 

concerning energy and, using Eurostat statistics, they were informed about the use of 

alternative sources of energy in other European countries and compared them to data about 

their own country.  

Since one of the aims set at the outset of the course referred to active citizenship and 

the change of learner attitudes, the element of culture and intercultural relations that is 

evident in the projects was further exploited. Every project learners worked on involved the 

study and record of their own daily habits as well: how many plastic bottles they used daily, 
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how many plastic bags they used, how many energy saving bulbs they had in their own 

homes, what kind of spray bottles they used, how they used water. After the collection of data 

from their own environments, and following discussions in class, learners took decisions they 

acted on. Some of these were: 

ǒ They cleaned a park near the school; 

ǒ They stopped using plastic bottles of single use and decided to use water bottles at 

school. They also organized a presentation for the students of the school concerning 

water and its proper use. On that occasion they invited the quality manager of a Greek 

bottled water industry as an invited speaker as well; 

ǒ They created their own shopping bags from old clothes and umbrellas to use in 

supermarkets; 

ǒ They prompted their parents to change traditional incandescent bulbs to energy 

efficient ones in their houses. They also advised their parents against purchase of 

products sold in aerosol cans.  

Judging from the learners' reactions and involvement in the projects, it is believed that 

they have cultivated empathy and respect for the immediate and the larger community and 

that the course helped learners develop attitudes and values that, if  reinforced, will  turn them 

into active and responsible citizens able to take informed decisions.  

It should be mentioned at this point that the projects were carried out within the 

framework of a whole-school recycling project that the school has been running for the last 

three years in an effort to raise learners' ecological awareness. Learners are continuously 

reminded of the importance of recycling and separate recycling bins have been placed in all 

classrooms as well as in the school yard.  

 

6. Course evaluation  

Judging from learners' enthusiasm in all aspects of the program, it seems that the 

effort to design and implement a balanced course has been quite successful. Research carried 

out in the school has shown improved English language competence in the skills of listening, 

reading and writing as a result of the implementation of a similar course at the 3rd 

Experimental School of Evosmos in years prior to those of the Erasmus+ CLILprime project 

(Ziaka, 2014). Due to learnersô young age, formative assessment was carried out throughout 

the course to provide feedback on content acquisition, either through collaborative tasks or 

through online quizzes both of which learners enjoyed and happily participated in. 
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In addition, there was an effort to receive feedback from learners concerning the 

implementation of the course and the tools used. During the Erasmus+ project learners were 

asked to keep learning diaries and at the end of each year they were also given online, 

anonymous questionnaires consisting of both close and open-ended questions. Concerning 

the questionnaires, the percentage of learners who reported liking the videos in class ranged 

from 75-95 percent in the course of three years and further learner comments included the 

novelty of the approach in comparison to the use of textbooks. Percentages of learners who 

rated the use of online game-like activities very favorably were also very high, although 

games using famous formats, such as pacman or who wants to be a millionaire , rated 

slightly higher than the others. Learners did not hesitate to mention the games as one very 

important criterion that made them like the whole teaching-learning process and mentioned 

enthusiastically in their commentaries that they learnt through playing. The site that was 

created for the purposes of the course was evaluated as very useful by the majority of the 

learners, the percentages ranging from 85 to 100% depending on the school year. Learners 

also recorded how their attitude towards the lesson changed gradually due to the games used 

and the fact that their own confidence in handling the material increased. Their comments 

also show an appreciation of all the tools used. 

 

7. Conclusion 

The course design and all the tools and approaches used were carefully selected and 

aimed at the delivery of a balanced, motivating, engaging course for young learners that 

blended technology with hands-on experience and urged them to act. The goal was to help 

them develop their cognitive skills and learning strategies along with a positive response 

towards learning and an active stance on environmental issues. Digital tools bridged the gap 

between the school context and traditional methods of delivery and satisfied the needs and 

preferences of my digital native learners, in an effort for both the teacher and learners to 

ñspeak the same languageῤ (Prensky, 2001: 1-6). Projects aimed at the change of attitudes 

towards environmental issues and integrated the element of culture, in a dynamic interplay 

between its micro- and macro-level, the personal and the global aspects. The texts used 

introduced learners into the culture of the discipline. 

However valid the challenges presented in the beginning of this paper are, as long as 

the teacher plans ahead listening to what their learners tune into, forming new learning 

partnerships with them for effective new pedagogies (Fullan and Langworthy, 2014), there 
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are now several available means to help him/her guide them to personal maturity and moral 

consciousness.  

The implementation of CLIL in the teaching of Environmental Studies to these 

learners at the 3rd Experimental Primary School of Evosmos has proven both a rewarding 

experience for the teacher and an enjoyable and productive one for the learners. 
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Abstract 

Designing a CLIL course is a great challenge for every language teacher since learners are 

expected not only to gain knowledge of the curricular subject in question but also to learn 

and/ or improve their knowledge of the target language. The younger the learners a CLIL 

course is addressed to, the bigger the problems anticipated in communicating knowledge of 

the subject. The first part of the current chapter describes CLIL implementation in a History 

class of 3
rd

 and 4
th
 graders at the 3

rd
 Experimental Primary School of Evosmos. The author 

analyses the factors considered in the CLIL course and materials design, describes its 

implementation and discusses how assessment is practiced in her CLIL class. At the end of 

the chapter, the author discusses how this CLIL implementation experience was enriched 

through her participation in a KA2 Erasmus+ project titled CLIL Prime aiming at the 

Promotion of CLIL Implementation in Europe. 

Keywords: CLIL;  History; CLILprime; 3
rd

 Experimental Primary School of Evosmos 

 

1. The selection of History  for  a CLIL  course 

In 2012-13, CLIL was first introduced to a class of 3
rd

 graders at the 3
rd

 Experimental 

primary school in Evosmos, for the teaching of History for two 45-minute sessions, following 

the specifications of the National Curriculum. This CLIL History course was designed and 

implemented by the present EFL teacher, hereafter referred to as a CLIL teacher. Since this 

was the first year of CLIL implementation in grade 3, the course was carefully designed so 

that the syllabus requirements would be met despite learnersô low linguistic level.  

One of the reasons why the subject of History was selected for CLIL implementation 

is its importance to the general education of any human being and its inseparable connection 

to culture whose role in Coyleôs conceptual framework has already been analytically 
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presented in the first chapter of the current book. More specifically, as Deutsch (1998 cited in 

Bodor²k 2015:257) pinpoints, 

''History provides identity. Studying history improves our decision making and 

judgment. History shows us models of good and responsible citizenship. 

History also teaches us how to learn from the mistakes of others. History helps 

us understand change and societal development. History provides us a context 

from which to understand ourselves and others.'' 

The second reason for this particular CLIL implementation was presented by the 

present teaching situation. As already mentioned in the first chapter of the book, the 3
rd
 

graders of the current school had already had a considerable amount of exposure to stories 

and fairytales during their previous two years of EFL instruction. This fact as well as the 

content of the History course for 3rd graders ïancient Greek myths- encouraged the EFL 

teacher to design a CLIL History course for their linguistic and cognitive level. One of her 

priorities when doing so was that the aims and goals set in the Greek History Teacherôs Book, 

could be accomplished. 

The implementation expanded to both classes of Grade 3 in 2013-14 to be followed 

by the introduction of CLIL History to grade 4 the following year. The CLIL course for the 

latter group of learners, however, had to be designed in a totally different way since its 

content and aims are different. Grade 4 History focuses on ancient Greek History covering 

the period between the Geometric Age and the Hellenistic period. At that level, learners are 

expected to acquire a detailed understanding of events that occurred within these particular 

historic periods and their impact on people over time. They are also expected to develop a 

chronological understanding and an ability to evaluate a range of historical sources and draw 

inferences in order to answer historical questions (Katsoulakos et al., 2008).  

 

2. Planning and implementing the CLIL  History  course 

In the Greek primary school context, the subject of History is taught through books 

prescribed by the Ministry of Education comprising a Studentôs Book and a Workbook, while 

the teacher may consult the Teacherôs book for instructions and suggestions. Teachers are 

encouraged to use any Information and Communication Technology (henceforth ICT) 

sources that may contribute to the effectiveness of the teaching and learning process, 

although no suggestions are made by the textbook writers towards this direction. 
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The Grade 3 Greek syllabus is organized around particular distinct myths and heroes, 

and the teacher is encouraged to gradually challenge learnersô thinking to the causes of the 

creation of these myths or heroes and to help them make associations with the historical truth 

behind them (Maistrellis, Kalivi  and Mihail, 2007). According to the book writers (ibid.), the 

transition from mythology to history is thus facilitated. The Grade 4 syllabus, however, is 

linear, fostering learnersô development of historical knowledge and thinking. As the writers 

of the present prescribed books put it (Katsoulakos et al., 2008), the subject of History should 

also help learners at this stage develop not only their self-consciousness but also some 

broadly applicable skills by studying historical sources, drawing conclusions, researching 

evidence and communicating findings. They also encourage teachers (ibid) to involve 

learners in history projects organized by archaeological museums.  

To design both CLIL History courses ï for grades 3 and 4 - the CLIL teacher first 

studied the equivalent Greek History textbooks with their accompanying Workbooks and 

Teacherôs Books. Her aim was to teach the prescribed syllabus and help learners reach the 

learning outcomes -as these are set by the National Curriculum- using the CLIL approach. As 

Wolff  (2002) pinpoints, at the end of a course, it is essential that CLIL learners have acquired 

the same content knowledge as learners who studied it in their mother tongue. Moreover, the 

óCLIL Curriculum Frameworkô as presented by Coyle (2006) was consulted to serve as the 

teacherôs checklist during her planning.  

The current CLIL History courses are both ósubject-led projectsô (Clegg, 2003 as cited 

in Coyle, 2007:545-546) since the emphasis is placed on the subject-based component rather 

than the language. Treated as such, no explicit language teaching was attempted by the CLIL 

practitioner, unless learners needed clarifications in order to comprehend the content. 

The current CLIL practitioner included a museum project in her implementation since 

she believed that it would be an educative, not only óhands-onô but also óminds-onô (Hein 

2002:2) experience for her learners. The archaeological museum visited for this purpose was 

the archaeological museum of Thessaloniki which hosts artifacts dating from prehistoric 

times to late antiquity. Museum staff have developed material in the form of óworksheetsô in 

the childrenôs native language (henceforth L1) concerning some of the exhibits that teachers 

from visiting schools are encouraged to use with their learners during their visits. 

óWorksheetsô in this case refer to single sheets of paper with problem-solving tasks 

distributed to the learners before the visit starts. This material covers a wide range of topics 
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concerning everyday life in ancient Greece, military equipment, sports etc., all of which are 

discussed during the history course since they form part of the syllabus. 

The current CLIL teacher considered that, on the one hand, this museum experience 

could serve to increase learnersô exposure to the material taught and diversify learnersô 

syllabus-related interaction during the visit (Mortensen and Smart, 2007); on the other hand, 

this experience could help learners to refine pre-existing knowledge or construct new 

knowledge (Anderson et al., 2000 as cited in Mortensen and Smart, 2007). Therefore, in 

order to meet the needs of the CLIL nature of her course, the teacher adapted some of the 

museum worksheets in the target language (henceforth L2) and learners formed working 

groups according to the topics they would óexploreô during their visit. The goal of this 

óexplorationô was the collection of the information required for the completion of their 

worksheets, while, during the visit, learners had to negotiate how this information would best 

be exploited.  

After the museum visit, each group of learners had to make a presentation in class on 

the results of their exploratory visit, while the other groups would follow the opposite 

procedure: try to answer the worksheet on the topic with the help of their fellow learnersô 

account. Then these groups would also evaluate both the organization and presentation of the 

information they received. In this way, the learner groups, in turn, were encouraged to adopt 

the role of the teacher by presenting content material and assessing performances. In the five 

years of 4
th
 Grade CLIL  application, the project described above was one of the learnersô 

most favourite learning experiences during the course. 

 

3. The materials  

Considering the course requirements of both grades mentioned above, the CLIL 

practitioner also had to adapt the subject matter content in such a way that the content-

obligatory language would not intimidate the young learners, especially the 3
rd

 graders, at the 

beginning of the course. The learners in question develop their reading skills with the help of 

a synthetic phonics programme, which is completed two to three months after their History 

CLIL course starts. This means that the first topics of the Greek Mythology should be 

designed in such a way that language and content learning would become ñexplicit and 

transparent (é) enabling the learners to bridge the gap between the learnersô conceptual and 

cognitive capacities and the learnersô linguistic levelò (Otten, 1993 cited in Coyle, 2007:549). 

Coyle (2007:554-555) considers this cognitive-language level mismatch ñas one of the major 
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challenges for CLILò, while Meyer (2010) refers to scaffolding as a means of boosting 

studentsô cognitive academic language proficiency (CALP).  

In order to support the low linguistic level of the learners, the CLIL course developer 

used a range of media such as the internet, television, print media etc. to either create or adapt 

materials, both as teaching and learning aids; this was expected to facilitate learners to 

gradually work towards higher linguistic demands. Meyer (2010:14) characterizes multi-

modal input as ñone of the key concepts for selecting materialsò since, as he highlights 

(ibid.), it allows for diversified teaching, promotes visual literacy and enables a deeper 

understanding of the specific subject content, while at the same time it serves to illustrate and 

clarify complex matters presented in a foreign language. As the lack of specific CLIL 

materials often poses a challenge to the teacher (e.g. Infante, Benvenuto and Lastrucci, 2009; 

Coyle, Hood and Marsh, 2010), the use of ICT tools can facilitate both the teaching and the 

learning procedure in a variety of ways (Wojtowicz et al., 2011). Thus, in order to organize 

the teaching procedure, the CLIL practitioner often created PowerPoint presentations on the 

themes to be taught according to her instructional goals. The visual material and the strategies 

included in these presentations were carefully selected according to the cognitive level of the 

students. Generally, visuals facilitate comprehension and learning to a great extent since, 

among other things, they make texts more ñconciseò (Levin and Mayer, 1993:98) and 

ñcorrespondentò (Levin and Mayer, 1993:100) and may even facilitate memorization of 

content because of the dual- coding (Clark and Lyons, 2010) with the help of which learners 

build referential connections between visual and verbal representations of the presented 

material. 

Other important ICT tools the CLIL teacher used were either animated videos as 

teaching aids with her younger learners or history documentaries with her older learners as a 

means of exposure to the content to be taught. Using silent viewing mode was also common 

practice at the  earlier stages, since it allowed the CLIL teacher to adapt input to studentsô 

linguistic level. As CLIL practice developed, animated videos were gradually replaced by 

documentaries for various teaching and learning purposes. They were sometimes used for 

brainstorming or for the presentation of new content, while at other times they were used for 

expansion on the theme taught or comprehension checking purposes. With regard to the 

latter, the CLIL practitioner exploited both L1 and L2 documentaries setting different types 

of tasks. They sometimes served as springboards for other content-based classroom activities 

or projects in class or, at other times, they were used for video tasks which were developed 
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with the help of Internet video platforms and were then uploaded on the CLIL teacherôs 

website to be accessed and performed at learnersô own time. In this way, learners had the 

opportunity to review topics dealt with in class using a different mode of presentation, at their 

own pace, and the teacher could get useful feedback from the platform about her learnersô 

performance.  

The prescribed materials were also used. Some of the workbook activities were 

adapted and usually simplified so as to address learnersô proficiency level in the target 

language. Excerpts from primary sources included in studentsô textbooks, especially in the 

4th grade, served as a starting point for discussion in L2 although they were read in L1. In 

this way, learners were not only exposed to material meant to consolidate newly acquired 

knowledge (Katsoulakos et al., 2008) but they were also asked to discuss in L2 texts that 

were presented in L1. The above practice, known as (Williams, 2002) a case of 

translanguaging, is considered to be beneficial for language learning in CLIL contexts 

(Moore and Nikula, 2016 as cited in Portol®s and Mart², 2017). Meyer (2010) recommends it 

as a way of making CLIL learning more sustainable. Moreover, it offers opportunities for 

enhancing both learnersô speaking skills, which are often neglected in the CLIL classrooms 

(Dalton-Puffer, 2011), and interaction on subject-specific issues which, as Vollmer (2008) 

pinpoints, CLIL learners fail to verbalise appropriately. 

 

4. Motivating  the CLIL  History  learners 

So far we have presented the CLIL teacherôs attempts to meet the syllabi 

requirements; to this end, examples were given of how she integrated content and language 

so as to become more effectively accessible to her young learners. Another very serious 

challenge, however, that she had to deal with throughout the two-year implementation of the 

CLIL History program, was studentsô motivation. Williams and Burden (1997) in their three-

stage non-linear model signify the importance of not only generating but also maintaining 

and fostering motivation throughout the learning process. In the same respect, Dºrnyei (2001) 

presents a few techniques, called motivational strategies that can serve as tools in teachersô 

hands to promote learnersô goal-related behaviour. These are defined by Dºrnyei (ibid:28) as 

ñthose motivational influences that are consciously exerted to achieve some systematic and 

enduring positive effect.ò Among other strategies, the effectiveness of the elements of 

stimulation and enjoyment through game-like activities in the young learnersô classroom is 

highlighted (Dºrnyei, 2001). Therefore, the teacher in question designed and involved 
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learners in various entertaining tasks with a significant pay-off, however, in terms of CLIL 

teaching. To name but a few, 3
rd

 graders participated in a ónectar partyô where, with the use of 

a recipe, they made and enjoyed their drinks like the Olympian Gods and Goddesses when 

the relevant topic was discussed. Another entertaining task was the preparation of their own 

shadow puppetry performance on the Daedalus and Icarus myth or participation in various 

games the teacher introduced in class, most of the times created by herself, using authoring 

tools or platforms. Authoring tools and platforms were used to a great extent with 4
th 

graders 

as well although these learners were also exposed to a great variety of games available online 

relevant to the material taught.  

 

5. The role of the teacher 

Infante, Benvenuto and Lastrucci highlight the importance of the role teachers play in 

a CLIL programme since, as they put it, they ñhave the delicate task of choosing the right 

activity, the most involving strategy or material in order to catch studentsô attention and to 

make CLIL workò (2009:156). Moreover, Jªrvinen (2006) pinpoints the impact of teacherôs 

linguistic behavior on triggering studentsô thinking processes. More specifically, it is 

suggested (ibid.) that teacherôs display or closed-ended questions are inferior to questions that 

elicit long stretches of language from the students or to hypothetical questions with no 

predetermined answers, which are conducive to student thinking. Hence teachersô selections 

and adopted roles are crucial in CLIL teaching.  

In particular, the role of the CLIL teacher in her classrooms diversifies along these 

two years of History CLIL implementation since studentsô learning experience changes. 

Thus, the role of the primary knower (Burton, 1981, as cited in Infante, Benvenuto and 

Lastrucci, 2009:156), according to which, she is the one having access to valid knowledge 

and truth, is adopted at the beginning of the course and gradually transforms into other roles 

that promote learner-centeredness and learner autonomy in the CLIL classroom. Although the 

ultimate goal is always to facilitate learnersô progress, according to the learning outcomes and 

their stage of language development, she may need to change roles from one activity to the 

next or even during the same activity. Hence she may act as task or group organizer, 

prompter, tutor or resource to provide learners with useful information or suggestions while 

they perform a task (Harmer, 2003). She also acts like an assessor or even a co-explorer 

(Kumaravadivelu, 2001) when she first triggers and then supports learnersô quest for active 

inquiry and cultural identity formation, as in the museum project implementation.  
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The issue of learner autonomy development is not one depending solely on the type of 

CLIL practice. As Wolff  (2011) suggests, the CLIL learning environment promotes the 

capacity for self-organization, which is one of the traits of the autonomous learner. In the 

current CLIL classroom contexts, the teacher also promotes awareness and encourages the 

use of learning strategies that would help students improve their learning ability and become 

more independent learners (Harmer, 2003). Moreover, learners are encouraged to keep 

learning diaries and session time is devoted to their writing at the end of a teaching unit. Then 

the learners can reflect on issues concerning both the teaching and learning of the subject 

matter in question. Among other things, they write about what they learnt in that particular 

unit and how they feel about it, what difficulties they encountered and how they coped with 

them or if  they feel they need help in dealing with them and which activity types they found 

interesting or enjoyable and would like to be repeated. These learning diaries provide 

valuable feedback to the CLIL practitioner since she collects evidence about the state of her 

learnersô knowledge and becomes aware of possible difficulties they encounter. Thus, she 

may adjust her teaching accordingly and provide learners with further input or clarifications 

if  it is considered helpful (Ziaka and Koutalakidou, 2014) When writing their diaries, 

students may use either L1 or L2 and they are also encouraged to read their comments in 

class if  they want to share their opinion with their classmates or discuss the problems they 

face. Most of the publicized comments discussed in class so far, regard learnersô concerns 

about ways of coping with more demanding input or new task types and in such cases their 

peersô experiences often prove valuable. The only drawback of this óshare and discussô 

practice is its time-consuming nature. 

 

6. CLIL  History  learnersô assessment 

According to the European Framework for CLIL Teacher Education, assessment is 

ñintended to be a tool that supports learning and helps measure progress being made toward 

achieving planned learner outcomesò (Marsh et al., 2012:10). It should be considered central 

to classroom practice (Kiely, 2009) and when it is addressed to primary learners, as in the 

present case, it should follow the principles of good assessment practice (Massler, 2011). 

However, due to its dual focus on both language and subject, CLIL assessment should 

account for the goals and objectives of two instead of one subject to be accomplished (ibid.). 

Particular attention should be paid to the development of the language of the content area 

where assessment practices can be proven very helpful since they ñcan help to make the 
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language of content areas more visible to children and also to give teachers the chance to 

progress in academic languageò (McKay, 2006 cited in Ioannou-Georgiou, 2011:119). 

In our CLIL History classes, assessment is integrated into the teaching process, 

aiming at detecting learnersô problem areas and enhancing learning opportunities. Thus, it is 

formative since ñthe studentôs learning (attitudes, skills, habits and knowledge) is analyzed 

with the student over longer stretches of time and used to improve learning and teachingò 

(Marsh et al., 2012:10). In this regard, a great part of the teacherôs practices already 

mentioned in previous sections of this chapter can also be described as assessment practices. 

The careful design and gradation of the teaching and learning materials and their continuous 

adjustment to learnersô cognitive and linguistic level throughout the History CLIL 

implementation program, is only one example. Another example is the careful nurturing of 

learnersô autonomy and the teacher-to-learner and learner-to-learner dialogue held through 

the learning diaries. Therefore, in this chapter, the assessment issues discussed will  focus on 

the ways the learnersô product or response is assessed and how feedback is given. 

It should be clarified, however, that since in the current CLIL implementation, content 

teaching is of primary importance, this final product is mainly assessed according to the 

extent that it satisfies the content learning and content language requirements. Learners are 

challenged with activities, some of which have the characteristics of exercises and others 

those of tasks. Barbero (2012) refers to the former to describe activities such as cloze, 

matching, true or false statements and generally activities that have right or wrong answers 

and to the latter to describe activities where correct responses are not always predictable and 

learnersô creativity is involved. At the beginning of the CLIL practice in question, learnersô 

performance is assessed through exercises only. When these are assessed, learners are 

provided with a score according to the calculation of their correct answers and feedback is 

given to the whole class in the form of discussion. Nevertheless, gradually, learners are 

exposed to tasks that have higher linguistic and cognitive demands. At the initial stages of 

task application, learners are asked to perform a group task which may be, for example, a 

verbal reproduction of a myth with the help of visuals; in this way, the effort and the 

cognitive demands as well as the evaluation of the output will  be shared among the 

participants. Once, however, learners get familiarized with the task demands, such tasks are 

assigned as individual work and thus individual feedback is given. Feedback on task 

performance is given through a holistic rubric such as the one in Table 1 adapted from 
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Barbero (2012:50) served to define what the learner knows and has been able to do in a 

particular task.   

 

Table 1: Example of a holistic rubric 

Scores Descriptors 

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

demonstrated 

2 ï Almost Satisfactory 
Lack of necessary knowledge of content and wrong use of 

specific vocabulary are demonstrated 

3 - Satisfactory 
Essential knowledge of the content and correct use of specific 

vocabulary are demonstrated 

4 - Good 
Complete knowledge of the content and appropriate use of 

specific vocabulary are demonstrated 

5 - Excellent 
Complete and thorough knowledge of the content is 

demonstrated 

 

A rubric is considered the most appropriate tool to evaluate integrated competences 

(Barbero, 2012) and, apart from providing learners with feedback, factors such as greater 

objectivity, consistency of assessment and less time spent on studentsô work evaluation are 

mentioned among its advantages (ibid.). Barbero (2012:50) distinguishes between holistic 

and analytic rubrics, the former evaluating ñthe product or performance as a wholeò and 

describing the task ñat different quality levels, each of them corresponding to a scoreò, 

whereas the latter, being criterion-referenced and offering a larger amount of feedback to the 

learners. The present CLIL practitioner, however, prefers the holistic type of assessment 

because of its advantages mentioned above as well as its simple descriptors, which can be 

easily comprehensible by her young learners.  

 

7. Reflection on the implementation of a CLIL  History  course 

The implementation of the CLIL History class described in this chapter  posed a great 

challenge for the EFL teacher who designed and implemented it, for a number of reasons. 
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Firstly, she had to meet the content requirements of the 3
rd

 and 4
th
 gradersô History courses. 

Both modules had to be designed according to the aims of the National Curriculum and the 

objectives of the syllabuses and, as already described, material from the history textbooks had 

to be adapted or exploited in such a way that the demands of a CLIL course would be met. 

Consequently, a very heavy workload had to be managed before and during the first years of 

implementation. Secondly, and on a different level, learnersô parents had to be convinced 

about the effectiveness of the CLIL course since, on the one hand, it was introduced to 

children whose reading and writing skills were not yet fully developed and on the other hand, 

it concerned a more ósensitiveô, as they characterized it, subject, that of Greek Mythology and 

History. Before its first implementation, some parentsô concerns or even doubts on whether 

the issue of national identity and culture could be developed effectively in L2 were 

expressed. The educational meetings held in the school premises at the beginning of every 

school year by the School of English supervisor greatly helped to alleviate parentsô anxieties. 

Additionally, the successful application of the CLIL course over the years diminished the 

expression of such doubts or fears, allowing the smooth and effective implementation of the 

CLIL History courses up to the current day.  

 

8. The CLIL  Prime Project: Considerations and personal gains  

In the school year 2015- 2016, the 3
rd

 Experimental Primary School of Evosmos 

submitted a KA2 Erasmus+ project proposal, titled CLIL Prime, aiming at the promotion of 

CLIL Implementation in Europe. The project was approved and its realization started in 

September of the next school year. This particular project proposed the collaboration of five 

European schools, some of which had considerable experience in CLIL practice, and an 

affiliated university, the Aristotle University of Thessaloniki. The six educational institutions 

would exchange their expertise in research and educational practices and disseminate the 

results of their shared experience to the wider European educational community. The  project 

enhanced the authorôs experience in CLIL instruction in a number of ways which will  be 

presented more analytically below in conjunction with what the Erasmus+ project entailed. 

First of all, participating in the preparation of the Erasmus+ project has been a 

valuable experience. One of the priorities at the onset of this Erasmus+ project was to set the 

evaluation criteria for the lesson plans and teaching materials that would be created and used 

during this project; therefore, standardizing these criteria was a priority. The CLIL 

practitioner and author of this paper was largely involved in the selection of these criteria and 
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the creation of the checklist. That checklist underwent certain revisions after its first trialling 

before getting finalized. Towards the end of the project, the author presented the extent to 

which these criteria were met during the project implementation in a seminar hosted by a 

partner country. After the presentation, fruitful  discussion was held among the project 

partners who reflected on the criteria less often met by the materials developers and possible 

reasons for this. 

Secondly, the diversified profile of the partners involved in this project was a factor 

that intrigued the author since it gave her the opportunity to broaden her horizons in CLIL 

practices. The project partners came from a variety of ethnic and cultural backgrounds 

working in different educational settings: two of them were international schools, one was 

bilingual and two others were public schools, one of which was the coordinating organization 

of the project, the 3
rd

 Experimental Primary School of Evosmos. Consequently, CLIL 

application among these partner schools varied considerably and was affected by several 

external or internal factors. More specifically, a number of factors affected the range and 

quality of CLIL implementation in those settings, e.g. the use of L2 as a lingua franca in the 

school setting, learnersô age, extent of exposure to L2 and CLIL practice, as well as CLIL 

practitionersô educational background and confidence in their L2 skills. 

Another valuable experience for the author was her participation in the study visits 

taking place during the project implementation. Following the description of the project, the 

partners via these study visits and virtual cooperation became familiar with the methods and 

techniques each of them used in their CLIL practice. Particularly during their study visits, 

participating teachers not only attended classes where CLIL lessons were delivered by 

colleagues of the host country, but they also delivered their own CLIL lessons to one of the 

classes attended. Since that was the case during every study visit, teachers who participated in 

all study visits, like the author of this chapter, had the opportunity to acquire a hands-on 

experience of CLIL practice in a wide range of teaching contexts using different approaches 

which served the needs of the learners involved and to suggest solutions to problems 

encountered. Thus, their CLIL techniques were calibrated to account for cultural and 

institutional variations and to establish a common ground of understanding. These study-visit 

participants then served as disseminators of that cross-cultural communication of the CLIL 

practitioners in their own school community.  

Overall, the CLIL practitioners participating in the study visits were often challenged 

to cope with teaching contexts quite different from their own. The CLIL practitioner ï author 
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of this chapter, in particular, had to deliver a CLIL History lesson to high school learners 

whose cognitive development was much higher than their L2 development. Coping with such 

challenges helped the author of this chapter to broaden her CLIL application scope and the 

pedagogic frame of her CLIL lessons. 

Moreover, according to the project, on the last day of each study visit a dissemination 

seminar was organized by the host organization addressed to teachers and university students 

of the country in question. The presentations delivered during these seminars mostly focused 

on issues concerning CLIL implementation in the educational context of the participating 

organizations, CLIL dissemination actions that the organizations undertook within their 

educational region or personal experiences within the framework of the project. Although 

these seminars were addressed to an audience other than the partners themselves, the CLIL 

practitioner in question gained significant knowledge by participating in them both as a 

speaker and as a member of the audience. The questions posed and the fruitful  discussions 

following the presentations sometimes led to the adoption of different teaching techniques in 

the current teacherôs CLIL classroom practice or the introduction of game-like activities that 

other CLIL practitioners successfully used with their learners. 

Finally, a very interesting element of the current project involved the delivery of 

common lessons via Skype. To realize these lessons, CLIL practitioners had to share the 

syllabi they followed in their CLIL classes with their partner organizations so that they could 

find common topics to work on with their learners. That proved an unexpectedly complicated 

task to accomplish since it revealed how differently syllabi are designed around Europe. The 

bilingual school in Lithuania, for example, designed all its syllabi thematically so it was 

harder for CLIL practitioners of this country to schedule joint classes with their partners. 

Other practical problems such as time zone differences, school timetable differences and ICT 

problems arising during the Skype sessions resulted in some Skype lessons to be cancelled. 

However, the CLIL teachers who, like the present CLIL practitioner, accepted the challenge 

of a CLIL lesson between partner schools via Skype had a unique experience. The 

óchallengeô in question involved the planning and designing of CLIL History lessons to cater 

for two different types of audiences, her own CLIL learners and CLIL learners of another 

country. Although it was a more complicated than usual procedure, she enjoyed not only the 

experience of sharing this planning with a fellow CLIL practitioner coming from a different 

cultural background but also the learnersô enthusiasm and genuine communication efforts as 
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they tried to collaborate with their new Skype friends. This enthusiasm was also reflected on 

the questionnaires they were asked to complete at the end of the lessons. 

 

9. Taking CLIL  Implementation a step further  

Designing and delivering a CLIL History course to young learners for seven years has 

been a rich experience for the author of this chapter. This experience, however, was further 

enriched by her participation in CLIL Prime, an Erasmus +KA2 project, aiming at the 

promotion of CLIL Implementation in Europe. The project in question gave her the 

opportunity to familiarize herself with methods and techniques adopted by other European 

schools implementing the CLIL approach, to collaborate with other CLIL practitioners and 

deliver CLIL lessons to their learners.  

It is hoped that apart from the gains afforded to the CLIL educators who participated 

in CLIL Prime, this project will  have an ongoing impact on the wider European community. 

The publication of this eBook along with the dissemination seminars, presentations and the 

plethora of materials that were developed during these three years may become a helpful tool 

in the hands of those European practitioners who are willing to participate in the intriguing 

experience of CLIL instruction. 
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