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RESUMO

Nas ultimas décadas, a educacion en linguas estranxeiras e as suas politicas volvéronse un
dos elementos mais significativos promocionados desde a Unién Europea (Cumio de Milén,
1985, Tratado de Maastrich, 1992, MCER, 2001) para atender a realidade multilingue e
plurilingie dos seus estados membros. Con este propoésito, implementaronse diferentes
iniciativas nos altimos anos como AICLE (Aprendizaxe Integrado de Contidos e Lingua
Estranxeira). En Galicia AICLE introduciuse mediante o Decreto para o Plurilinglismo
79/2010 e a Orde do 12 de maio de 2011. Nembargante, a pesar do crecemento do nimero de
centros plurilingles (Villar, 2016, 2017), non hai estudos sobre a motivacion e as percepcions
sobre AICLE en institutos galegos plurilingies. Esta tese de doutoramento estuda as
percepcions e motivacién en relacion a AICLE en tres grupos de estudantes de Fisica e
Quimica AICLE (N=61) e o seu profesor nun instituto plurilinglie nunha cidade galega. Os
resultados principais do estudo mostran que o uso do inglés na clase motiva o estudantado
debido o seu caracter instrumental (Gardner & Lambert, 1972) e o seu valor extrinsico (Deci
& Ryan, 2000). En canto o profesor, a sia motivacién é principalmente intrinsica.
RESUMEN

En las ultimas décadas, la educacion en lenguas extranjeras y sus politicas se han vuelto uno
de los elementos clave promocionados desde la Unién Europea (Cumbre de Milan, 1985,
Tratado de Maastrich, 1992, MCER, 2001) para atender a la realidad multilingle y
plurilinglie de sus estados miembros. Con este proposito, se han implementado diferentes
iniciativas en los ultimos afios como AICLE (Aprendizaje Integrado de Contenidos y Lengua
Extranjera). En Galicia AICLE se ha introducido mediante el Decreto para el Plurilingliismo
79/2010 y la Orden del 12 de mayo de 2011. Sin embargo, a pesar del crecemento del nimero
de centros plurilingties (Villar, 2016, 2017), non hay estudios sobre la motivacion e las

percepciones sobre AICLE en institutos gallegos plurilingues. Esta tesis de doctorado estudia



las percepciones y motivacion en relacion a AICLE en tres grupos de alumnos de Fisica y
Quimica AICLE (N=61) y su profesor en un instituto plurilingtie en una ciudad gallega. Los
resultados principales del estudio muestran que el uso del inglés en la clase motiva a los
estudantes debido a su caracter instrumental (Gardner & Lambert, 1972) y a su valor
extrinsico (Deci & Ryan, 2000). En cuanto al profesor, su motivacion es principalmente
intrinsica.

ABSTRACT

In the last couple of decades, foreign language education and its policies has become one of
the key points encouraged by the European Union (Milan Summit, 1985; Maastrich Treaty,
1992; CEFR, 2001) so to cater to the multilingual and plurilingual reality in the member
states. In order to accomplish this, several initiatives have taken place in the last couple of
years such as CLIL (Content and Language Integrated Learning). In Galicia, CLIL has been
introduced by the Plurilingual Decree 79/2010 and the Orde do 12 de maio de 2011.
However, despite its ever increasing number of plurilingual centres (Villar, 2016, 2017), no
CLIL research on motivation and perceptions in Galician plurlingual high-schools has been
carried out. This doctoral dissertation studies the perceptions and motivation regarding CLIL
in three CLIL Physics and Chemistry students’ groups (N=61) and their CLIL teacher in a
plurilingual high-school located in a city in Galicia. The main results of the study show that
using English in the CLIL classroom motivates students because of its instrumental (Gardner
and Lambert, 1972) and extrinsic (Deci & Ryan, 2000) value while the CLIL teacher shows
to be overall intrinsically motivated.

EXTENDED ABSTRACT

In the last couple of decades, foreign language education and its policies in Europe
has become one of the key points encouraged by the European Union (Milan Summit, 1985;

Maastrich Treaty, 1992; CEFR, 2001) so to cater to the multilingual and plurilingual reality



in the member states and boost more than one foreign language learning (at least two
languages; White Paper 1995; Commission Staff Working Document Language Competences
for Employability, Mobility and Growth, 2012). In order to accomplish this, several
initiatives have taken place in the last couple of years such as CLIL (Content and Language
Integrated Learning), “a dual-focused educational approach” (Marsh, Mehisto, Wolff &
Frigols Martin, 2011, p. 11) whose main purpose is the integration of content and FL in order

to achieve predefined levels in both elements.

According to Europe-focused reports (Eurydice, 2006, 2012), CLIL has been
implemented in mostly all continent. Spain is one of the countries in which this methodology
has been more widespread and different types of research (e.g. longitudinal, case studies)
have been carried out in several autonomous communities (e.g. Ruiz de Zarobe &
Lasagabaster, 2010; Cherro Semper, 2015; Lofft Basse, 2016; Pérez Caflado & Lancaster,
2017). However, despite its ever increasing number of plurilingual and bilingual centres
(Villar, 2016, 2017) thanks to the implemented plurilingual educational policies (Plurilingual
Decree 79/2010, Orde do 12 de maio de 2011, Edulingiie 2020 project) CLIL research in
Galicia —specifically, CLIL in secondary education (Bobadilla Pérez & Galan Rodriguez,
2015; San Isidro, 2009, 2010, 2017)- needs to be further studied bearing in mind the specific

Galicia sociolinguistic situation.

This doctoral dissertation endeavours to focus on the perceptions and motivation
regarding CLIL in three CLIL Physics and Chemistry groups (N=61) and their CLIL teacher
in a plurilingual high-school located in a city in Galicia. Although it has been reported that
CLIL perceptions are overall positive and the levels of motivation among CLIL students and
teachers are high (Fernandez Fontecha, 2014; Heras & Lasagabaster, 2015; Lasagabaster &
Doiz, 2015, 2016; Pladevall-Ballester, 2015; San Isidro, 2017), this has not been proved in

plurilingual centres. Therefore, this study follows a mixed method approach (qualitative and



quantitative data) using three different research tools: (1) students’ questionnaire, (2)
teacher’s interview and (3) systematic classroom observation. The first tool endeavours to
collect data on students’ perceptions on CLIL as well as whether they are motivated by the
methodology. The second tool provides information about the teacher’s point of view on
some CLIL key issues (both theoretical and practical) as well as his feelings on his CLIL
teaching practice. These two research tools are to be contextualised by the systematic
classroom observation which focuses on learners’ behaviour, the teacher’s discourse and

classroom dynamics.

The results of the study show that using English in the CLIL classroom motivates
students because of its instrumental (Gardner and Lambert, 1972) and extrinsic (Deci &
Ryan, 2000) value while the CLIL teacher shows to be overall intrinsically motivated.
Furthermore, students’ levels of engagement (and competitiveness) rise when they are asked
questions related to the language of instruction which is related to the strong impact of
academic goals (Covington, 2000) in their levels of motivation. Concerning the results per
group, some significant differences were found: while the first two studied groups (Group A
& B) are positively predisposed towards CLIL be it for its integrative orientation (Group A)
or its extrinsic value (Group B), Group C is the least predisposed towards showing a positive
attitude in regards to CLIL, though their perceptions towards English as a FL are at par with
their colleagues from the other groups. Therefore, the study proves that affective factors such
as motivation as well as perceptions are idiosyncratic elements which need to be studied
qualitatively as well as quantitatively in order to provide reliable information based on the

classroom reality.

Keywords: CLIL, motivation, perceptions, plurilingualism, FL, classroom reality, CAR.



PREFACE

Although they are a crucial element in the learning process, affective factors have
started being studied only recently, probably due to the fact that they are difficult to study
qualitatively. Motivation is considered one of the most significant elements within students’
affective filter as well as playing a part in their cognitive processes. Even though motivation
in the traditional FL class has been widely studied (Clement, Dornyei & Noels, 1994;
Dornyei, 1990, 1994; Lasagabaster, Doiz & Sierra, 2014; Henscheid, 2015), motivation in
CLIL settings has only been recently researched in Spain (Lasagabaster, 2011; Doiz,
Lasagabaster & Sierra, 2014; Fernandez Fontecha, 2014; Fernandez Fontecha & Cangas
Alonso, 2014; Lagasasbaster & Doiz, 2015; Sylvén & Thompson, 2015, San Isidro).

As CLIL in Spain is a somewhat recent phenomenon (for educational standards),
research has only gone so far: new CLIL classroom realities are born every day so it is
important to pay attention to context in order to cater to these realities. Concerning Galicia,
some research has been carried out in regards to bilingual sections (Bobadilla Pérez & Galan
Rodriguez, 2015; Gonzélez Gandara, 2015; San lIsidro, 2009, 2010, 2017), but none has
studied so far plurilingual centres. Therefore, in order to comply with this educational reality
and bearing in mind that motivation is a powerful tool in learning processes, the aims of this
study are (1) to provide a theoretical background on key issues regarding CLIL and
motivation; (2) to study motivation in a Galician CLIL section; and (3) to give a set of
guidelines to improve motivation in CLIL.

Classroom reality and academic research should not be separated entities but two parts
of a whole with a common purpose: to improve education, teaching and learning. This is the

main principle this doctoral dissertation endeavours to follow.
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RESUMO DA TESE EN GALEGO

Nas ultimas décadas, a educacion en linguas estranxeiras e as suas politicas
volvéronse un dos elementos mais significativos promocionados desde a Union Europea
(Cumio de Milan, 1985, Tratado de Maastrich, 1992, MCER, 2001) para atender a realidade
multilinglie e plurilinglie dos seus estados membros. Con este propdsito, puxéronse en
practica diferentes iniciativas nos ultimos anos como AICLE (Aprendizaxe Integrado de
Contidos e Lingua Estranxeira). AICLE definese como “unha aproximacion educativa de
dobre sentido na que unha lingua adicional se usa para a aprendizaxe e ensinanza de contido e
lingua co obxectivo de promover o dominio de contidos e lingua a niveis predefinidos [a
mifia traducion]” (Marsh, Mehisto, Wolff & Frigols Martin, 2011, p. 11).

En xeral, enténdese que a metodoloxia AICLE se basea na aprendizaxe e ensinanza de
contidos e lingua, mais esta definicion pode considerarse moi ampla, xa que logo outras
metodoloxias e enfoques educativos como a Instrucion Baseada en Contidos (CBI), Inglés
como Lingua Académica (EAL) ou Inglés para Fins Especificos (EMI) tefien como punto de
partida a integracién de contidos e lingua. Non obstante, AICLE presenta outros principios
que a distingue doutras metodoloxias e enfoques educativos:

1. A lingua Usase para aprender contido da materia, mais tamén é necesario aprender a
lingua para entender e comunicarse.

2. A lingua utilizada determinase tendo en conta contido polo que elementos como o
vocabulario, as estruturas linguisticas e as habilidades dependeran dos contidos da
materia.

3. En relacién coa competencia comunicativa e 0 MCER (2001), a fluidez na fala é
considerada mais importante que a gramatica e a precision linguistica en xeral.

Esta énfase na competencia e a fluidez comunicativa vén sendo comdn nos Gltimos avances

metodoldxicos en canto ao ensino e aprendizaxe de linguas estranxeiras. Atriblese &
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metodoloxia AICLE a idea de ser un contexto favorable que promove un uso natural e real da
lingua pola sua faceta comunicativa, deixando de lado o enfoque madis ‘artificial’ das clases
de lingua estranxeira, desta forma séguense os principios comunicativos de Savignon (2004).
A integracion de lingua e contido en AICLE resumese en catro piares (Coyle et al. 2010):
e Comunicacion: usar a lingua para aprender e aprender a usala a0 mesmo tempo.
e Cognicion (procesos de aprendizaxe e pensamento): desenvolver estratexias
cognitivas que unen conceptos, cofiecementos e lingua.
e Cultura (entendemento intercultural e cidadania global): promover o cofiecemento e a
integracion de diferentes perspectivas ademais de tolerancia para desenvolver
conciencias individuais e pluriculturais ademais de habilidades para a aprendizaxe de
por vida.
e Contido (contido da materia): fomentar o cofiecemento, as habilidades e a
comprension dos temas especificos do curriculo; é o eixo central da experiencia
AICLE que determina o proceso de aprendizaxe.
Estes conceptos deben ser comprendidos non como unidades illadas sendn como elementos
interrelacionados e pezas integradas da metodoloxia AICLE. Non obstante,, 0 contexto da
aula ha de terse en conta en todo momento, xa que logo as idiosincrasias presentes nos grupos
de alumnos AICLE fan que sexa necesaria unha adaptacion individualizada. Ainda asi, é
certo que alguns conceptos son comuns a todas as secciéns AICLE, por exemplo, é
improbable que “o nivel de lingua dos alumnos estea 4 par do seu nivel cognitivo [a miha
traducion]” (Coyle et al. 2010, p. 43).

De acordo con estudos a nivel europeo (Eurydice; 2006, 2012), Espafia € un dos
paises europeos con mais proxeccion en canto a aplicacion de AICLE en todo tipo de
ensinanzas obrigatorias. Polo tanto, non é de estrafiar que os resultados das devanditas clases

bilingues ou AICLE sexan motivo de estudo nos ultimos anos en diferentes comunidades
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autébnomas coma Andalucia (Lorenzo, 2010; Lorenzo & Rodriguez, 2014; Pérez Cafiado &
Lancaster, 2017) e o Pais Vasco (Alonso, Grisalefia & Campos, 2008; Ruiz de Zarobe, 2008;
Ruiz de Zarobe & Lasagabaster, 2010; Lasagabaster & Doiz, 2015) entre outras. Non
obstante, o numero de estudos sobre AICLE en centros educativos galegos é bastante escaso
(Bobadilla Pérez & Galan Rodriguez, 2015; Gonzalez Gandara, 2015; San Isidro, 2009, 2010,
2017), sobre todo tendo en conta o crecemento do numero de centros plurilingtes (Villar,
2016, 2017) nesta comunidade autbnoma.
En Galicia, AICLE introduciuse mediante o Decreto para o Plurilingliismo 79/2010 e
a Orde do 12 de maio de 2011. O Decreto 79/2010 establece que un terzo das materias non-
linguisticas no ensino obrigatorio deben ser impartidas nunha terceira lingua diferente do
galego e castelan, linguas oficiais da comunidade. Isto vén especificado na Orde do 12 de
maio de 2011 que responde a aplicacion do anterior decreto nas chamadas seccions bilinglies
e seguindo a metodoloxia AICLE: polo menos a lingua estranxeira utilizarase nun 50% nas
seccions bilingles e os alumnos que participen nestas deberan estar matriculados na materia
linguistica pertencente a lingua utilizada na seccién bilingue.
De acordo co contexto AICLE galego, é necesario facer unha distincion entre centros
bilingles e centros plurilingues:
e Centros bilingles: é o tipo de centro mais estendido na comunidade en canto o uso da
metodoloxia AICLE (4145 secciéns bilinglies no ano académico 2017-2018; Villar,
2017). Nalglns niveis académicos ofértanse materias non linguisticas utilizando esta
metodoloxia. A participacion nestas seccions por parte dos alumnos € voluntaria: unha
alternativa non-AICLE ofértase para aqueles que non desexen formar parte dela.
e Centros plurilingiies: no ano académico 2017-2018, 322 centros en Galicia tefien a
categoria de centros plurilingues (Villar, 2017). Os centros plurilinglies seguen 0s

principios do Decreto 79/2010 e aplican a metodoloxia AICLE en todos os seus niveis
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educativos de forma que, polo menos, unha materia non-linglistica en cada nivel sexa

impartida na lingua estranxeira. Neste caso, 0s alumnos non poden escoller entre ter a

materia na lingua estranxeira ou nunha das linguas oficiais, xa que logo tédolos

grupos do mesmo nivel académico (agas os de NEE) seguen a metodoloxia AICLE.
E importante facer esta distincion, dado que toda a investigacion realizada ata 0 momento
sobre AICLE en Galicia céntrase en centros bilingles (Bobadilla Pérez & Galan Rodriguez,
2015; Gonzélez Gandara, 2015; San Isidro, 2009, 2010, 2017). A pesares do incremento no
namero de centros plurilingiies (o nimero de centros plurilingles duplicouse de 2012 a 2016,
Villar, 2016) non hai estudos sobre as seccions AICLE en colexios ou institutos plurilingues.

O feito de que as seccions AICLE en centros plurilinglies sexan obrigatorias pode
supofier un cambio en canto a motivacion e as percepcions do alumnado e profesorado
AICLE. Ainda que os estudos realizados nas seccions bilinglies amosan que (1) os alumnos e
profesores estdn mais motivados nas clases AICLE que os seus compafieiros non-AICLE e
(2) as stas percepcions sobre a clase son positivas (Fernandez Fontecha, 2014; Heras &
Lasagabaster, 2015; Lasagabaster & Doiz, 2015, 2016; Pladevall-Ballester, 2015; San Isidro,
2017). Unha opinién estendida pola comunidade educativa xustifica estes resultados no feito
de que sé os alumnos academicamente mellores forman parte das seccions bilingtes. Polo
tanto, € necesario levar a cabo estudos sobre a motivacién e as percepcions sobre AICLE en
institutos galegos plurilingties para responder e afondar na realidade educativa de AICLE en
Galicia.

Esta tese de doutoramento estuda as percepcions e motivacion en relacion a seccion
AICLE en tres grupos de estudantes de Fisica e Quimica (N=61) e o seu profesor nun
instituto plurilingtie nunha cidade galega. Este estudo céntrase en cumprir tres obxectivos e as

suas preguntas de investigacion:
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Obxectivo 1: aportar un contexto tedrico en elementos chave sobre AICLE e

motivacion.

Pregunta de investigacion 1: Satisfan as politicas linguisticas galegas aos principios

de AICLE?

Pregunta de investigacion 2: Aplicanse as politicas plurilinglies nas seccions AICLE

estudadas?

Ainda que o marco tedrico de AICLE desefiado polos investigadores presenta unha
realidade homoxénea, algins dos estudos de casos presentan diferentes realidades,
probablemente debido aos diferentes contextos de aula. E probable que conceptos
tales como a motivacién e as percepcions (influenciados por elementos contextuais e
individuais) estean presentes de diferentes formas na clase AICLE. Polo tanto, unha
revision destes conceptos € necesaria para contextualizar a analise de resultados da
informacion recollida na aula AICLE.

Obxectivo 2: estudar a motivacion nunha seccion AICLE galega.

Pregunta de investigacion 3: Que percepcions tefien os estudantes e o profesor cara a

seccion AICLE?

Pregunta de investigacion 4: Estan os estudantes e o profesor AICLE motivados? Se é asi,

que tipo de motivacion presentan?

Pregunta de investigacion 5: Hai diferenzas significativas en torno a motivacién e

percepcidns sobre AICLE entre os tres grupos estudados? Se é asi, por que?

Nas Ultimas décadas, a motivacion estudouse desde o campo da psicoloxia e
educacion con Gardner (1985) como un dos seus principais precursores. Debe
considerarse 0 gran impacto que a motivacién ten no ambiente da clase, as
percepcions e os resultados do alumnado, polo que a motivacion do alumnado nas

seccidons AICLE pode ser un elemento de gran peso. Ata 0 momento, s6 se realizou un
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estudo lonxitudinal levado a cabo nun instituto bilingle galego (San Isidro, 2017), asi
que e necesario seguir afondando no tema en centros plurilingues.

Obxectivo 3: propofier unhas directrices para mellorar a motivacion en AICLE.

Pregunta de investigacion 6: Que elementos deberian ser revisados para mellorar as

seccions AICLE en canto a motivacion?

O proposito deste estudo baséase na idea de que a investigacion académica é un
instrumento para a mellora da sociedade, neste caso, AICLE en Galicia. Polo tanto,
preséntanse unhas directrices sobre como mellorar a motivacion do alumnado AICLE
seguindo a observacion directa realizada na clase e a informacién recollida a través

das enquisas ao alumnado e a entrevista ao profesor AICLE.

Para acadar estes obxectivos, este estudo dividese en oito capitulos:

Capitulo 1: presenta o estado da cuestién facendo unha revision dos resultados de
investigacién nos dous paises europeos (aparte de Espafia) con mais traxectoria e
investigacion en AICLE. Explica por que a motivacion en AICLE é unha lifia
significativa que se ten que estudar tendo en conta a situacion AICLE actual en
Galicia. Presenta tamén os obxectivos, as preguntas de investigacion do estudo e a
estrutura deste.

Capitulo 2: este apartado describe AICLE como un fenémeno a nivel mundial e
contextualiza de forma diacronica a sta orixe ao tempo dos arcadeos (Martinez, 2011)
e aos mais recentes proxectos bilingties de Canada e Estados Unidos (Daton-Puffer,
2007). Isto contextualizase no panorama plurilinglie europeo das Ultimas décadas e as
iniciativas para promover o plurilingliismo. Ademais os resultados de AICLE
preséntanse facendo unha revision da literatura académica e popular para ter unha
vision mais global do fendmeno AICLE. A definicion de AICLE, os seus principios e

a sUa aplicacion na educacion secundaria espafiola describense neste capitulo.
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Capitulo 3: céntrase no contexto espafiol e galego en canto a politicas linglisticas para
explicar o contexto sociolinguistico e educativo destas rexions. Para isto, o capitulo
baséase no marco legal espafiol (Constitucion Espafiola, 1978) e galego (Decreto de
Autonomia, 1983; Decreto 79/2010) ademais de afondar no concepto de bilinglismo
(Lorenzo, Trujillo & Vez, 2011) e a situacion sociolinglistica en Galicia. En canto ao
eido educativo, o capitulo presenta unha panoramica da aprendizaxe de linguas
estranxeiras en educacion secundaria, a aplicacion de AICLE en Galicia e os retos
actuais desta metodoloxia na comunidade autonoma.

Capitulo 4: este capitulo presenta os elementos teodricos chave deste estudo
(motivacién, cognicion e AICLE). En primeiro lugar, os principais enfoques teéricos
sobre motivacion preséntanse prestando atencidén a conceptos como a orientacion
integrativa e instrumental (Gardner & Lambert, 1972), a motivacion intrinseca e
extrinseca (Deci & Ryan, 2000), as atribucions causais (Heider, 1958; Weiner, 1986)
e a ‘goal theory’ (Covington, 2000). Outros elementos relacionados co proceso
cognitivo na L3 como a conciencia da linguaxe e os ‘attractor stages’ (Waninge,
2014) son considerados para contextualizar 0s procesos metacognitivos da
aprendizaxe e percepcions do alumnado. Engadese informacion sobre os factores
afectivos como a ansiedade e o aburrimento para presentar elementos que poden
afectar ao contexto individual dos alumnos. Finalmente, preséntase un apartado
baseado na literatura e investigacion feita ata agora sobre as percepcions do alumnado
e profesorado AICLE en Espaiia.

Capitulo 5: este capitulo trata as consideracions metodoloxicas desta tese de
doutoramento. Explicanse as razons polas que se escolleu este grupo de alumnos (2°
ESO, Fisica e Quimica, instituto plurilinglie) e a metodoloxia seguida para

contextualizar o estudo en termos practicos. Resimense as caracteristicas principais
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dos dous métodos de investigacion utilizadas no estudo —CAR (Classroom Action
Research) e CA (Conversational Analysis)— contextualizados na sUa aplicacion a
SLA (Second Language Acquisition) e AICLE. Aportase unha descricion dos
instrumentos de investigacion (enquisas, entrevista e observacion sistematica), o
proceso de recollida de informacién e o contexto (cidade, instituto, participantes) para
explicar a relevancia destes no estudo e nos resultados finais.

Capitulo 6: a informacion conseguida grazas aos instrumentos de investigacion
durante a observacion directa da aula e a analise desta preséntase neste capitulo. A
informacidn foi sistematizada por medio de notas de campo e elementos graficos que
axudan a proporcionar unha imaxe obxectiva da realidade da aula en relacion a
motivacion e as perspectivas do alumnado. Ademais recollese neste apartado a
informacion referida & entrevista ao profesor e a observacion sistematica da clase.
Capitulo 7: A informacion presentada anteriormente utilizase neste capitulo para
responder as preguntas de investigacion do Capitulo 1. Asi mesmo, os resultados
obtidos considéranse para propofier algunhas medidas de mellora dos niveis de
motivacion na seccion AICLE observada, cumprindo asi 0 Obxectivo 3 deste estudo.
Capitulo 8: o ultimo capitulo céntrase nas conclusiéns do estudo tras a finalizacion de
todo o proceso de investigacion. Isto permite reflexionar no desenvolvemento e nos
resultados do estudo como, por exemplo, na idoneidade da metodoloxia empregada ou
nos resultados inesperados. Ademais propofiense novos aspectos para complementar o
estudo e outras lifias de investigacidn para mellorar as seccions AICLE e a motivacion

do alumnado plurilingie.

En canto aos resultados do estudo, aprender inglés e pofielo en préctica son as principais

forzas de motivacion no alumnado AICLE estudado. Isto esta relacionado co concepto de

orientacion instrumental (Gardner & Lambert, 1972), xa que logo os alumnos cren que saber
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inglés é importante polo seu status de lingua franca e a sta utilidade para o seu futuro como
alumnos e traballadores: isto responde & orientacién instrumental e tamén a motivacion
extrinseca (Deci & Ryan, 2000) en relacion a aprendizaxe de inglés. Os tres grupos de
alumnos inciden no uso do inglés como fendmeno social relacionado co ‘aprendizaxe entre
iguais’, o que presenta un panorama favorable para a integracion do inglés en contextos non
académicos. E interesante que o uso non académico da lingua estranxeira aparece na
interaccion entre iguais (os alumnos utilizan o inglés cos seus amigos), mais 0s nimeros non
son definitivos no que se refire ao uso do inglés de forma individual por parte dos
participantes do estudo (ex. ver series de television en inglés).

No referente &s percepcions do alumnado en relacion & seccion AICLE, os niveis de
satisfaccion son xeralmente altos. A maioria amosa boa disposicion para escoller a seccion
AICLE no caso de que fose opcional (como é o caso dos centros bilingties), agas no Grupo C.
E relevante comparar estes datos con outros sobre as percepcions do alumnado sobre o nivel
de dificultade dos contidos debido & lingua empregada: un alto nimero de participantes
(Grupo A e C) pensan que o inglés fai a aprendizaxe dos contidos da materia (Fisica e
Quimica) mais dificil.

En canto &s percepcions do profesor AICLE, este avaliou a sUa experiencia na seccion
de forma positiva. Tras analizar a entrevista ao profesor e observar o seu traballo diario na
aula constatase o seu compromiso coa seccion AICLE: amosa unha boa disposicion a
preparar de forma mais extensa os contidos da seccion AICLE. Isto € consecuencia da
motivacion do profesor cara a lingua inglesa, xa que logo admitiu que aprender e practicar o
inglés son accions motivadoras para el (motivacion intrinseca: Deci & Ryan, 2000). Asi
mesmo, salientou a idoneidade da materia de Fisica e Quimica (materia cientifica) para
utilizar a metodoloxia AICLE debido ao feito de que o inglés é a lingua predominante no

ambito cientifico. Isto responde a orientacion instrumental (Gardner & Lambert, 1972) por
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parte do profesor ademais da stia motivacion intrinseca. En xeral, a sGa actitude positiva cara
a seccion AICLE e a sta metodoloxia responde a outros estudos feitos sobre o tema (Infante,
Benvenuto & Lastrucci, 2009; Méndez Garcia, 2014; Pladevall-Ballester, 2015; Pérez

Cafado, 2016; San Isidro, 2017).

En relacion a observacion sistematica, a pesares das diferenzas entre grupos, hai un
patrén comun: a interaccion coa lingua. Os tres grupos presentan un alto nivel de interaccién
coa lingua en relacion co léxico especifico da materia, que o profesor preguntaba a través de
traducions ou parafraseando os termos: os alumnos contestaban rapidamente a estas
preguntas e incluso puidose observar certo nivel de competitividade. Non obstante, é
necesario destacar que o uso oral da lingua por parte dos alumnos era limitado a respostas
breves debido & natureza formulaica da materia.

Tras revisar a literatura sobre o tema e analizar a informacion recollida no estudo de
campo, as directrices céntranse en catro puntos:

1. Materiais e desefio de actividades: o input de contido e lingua debe ter en conta o
continuum de familiaridade e novidade (Coyle et al., 2010, p. 95). O contexto e 0s
gustos dos alumnos poden ser un instrumento importante para crear actividades que
fomenten o seu interese. Outro punto a ter en conta € cambiar a natureza das
actividades facéndoas mais interactivas; por exemplo, utilizando a pizarra dixital.

2. Lingua estranxeira: dado que os alumnos comentaron que o0 uso da lingua estranxeira
dificultaba a aprendizaxe dos contidos (ainda que non deron mostra de dificultades
linguisticas durante a observacion directa), propdfiense actividades nas que a lingua se
traballa de forma explicita (ex. dicionario de termos, nube de palabras).

3. Dinamica de clases: proponse o fomento da aprendizaxe colaborativa a través de

tarefas en grupo, non sé nas practicas de laboratorio levadas a cabo polos alumnos,
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sendn tamén nas clases tedricas. Desta forma, promoverase a interaccion do alumnado
ademais do uso da lingua estranxeira.

4. Ensinanza de pluriliteraturas para a aprendizaxe: baseado no conceptos de ‘self-
efficacy’ e na idea de aprendizaxe significativo, proponse que o alumnado reflexione
de forma critica sobre o seu propio proceso de aprendizaxe a través de autoavaliacions
e impulsando a retroalimentacion entre iguais (peer-feedback). Tamén é necesario
estender a idea de que os erros son unha parte natural do proceso e facer posible que
os alumnos expresen as suas emociéns (Mehisto et al. 2008) ou experiencias como un
elemento significativo a ter en conta na aprendizaxe.

Este estudo conclle que os alumnos de centros plurilinglies amosan algun tipo de motivacion
cara as seccions AICLE, ainda que é preciso realizar méis investigacions para determinar se
as conclusions obtidas poden xeneralizarse a outras poboacions escolares (plurilinglies). Esta
comprobado que o profesor AICLE estd moi motivado na sua tarefa docente centrada nesta
metodoloxia. En termos xerais, 0s resultados principais do estudo mostran que o uso do
inglés na clase motiva ao alumnado debido ao seu caracter instrumental (Gardner & Lambert,
1972) e ao seu valor extrinseco (Deci & Ryan, 2000). En canto ao profesor, a sia motivacion

é principalmente intrinseca.
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CHAPTER 1: INTRODUCTION TO THE STUDY

It is a truth universally acknowledged that foreign language proficiency in Spain has
been met with reticence at best and derision at worst. Despite the language-based initiatives
which have been taken since the middle of the 20" century in Spain, the public’s opinion
about the levels of foreign language proficiency (mostly English) points out to a perceived
low level in the foreign language. It has been brought to attention that the traditional
methodologies such as the popular Grammar-Translation method used in the last century

could have set a precedent on how foreign language is still being taught nowadays.

Even though a new emphasis on the communicative competence has been brought
about in foreign language (from now on FL) classes due to the rising importance of speaking
a foreign language in a globalised world be it for recreational or professional reasons, it has
come to attention that the FL classroom is not the only convenient school-based environment
to improve foreign language. In fact, non-linguistic subjects have adapted their language of
instruction to a foreign language in what is widely known as the Content and Language

Integrated Learning methodology (from now on CLIL).

Although the implementation of this type of methodology is not a recent phenomenon
(see Chapter 2.1), CLIL has been born out of the need to cover a different foreign language
reality with content and language intertwined as the main pillars of the learning process.
These two concepts have proved to be the key elements in which CLIL stands, though these
should not be understood as separate entities in the educational process but joined elements in
the learning practice; thus, CLIL is often defined as a “dual-focused educational approach”
(Marsh, Mehisto, Wolff & Frigols Martin, 2011, p. 11). This emphasis on duality in CLIL

differs from other previous methods in which content and language were used such as CBI
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(Content Based Instruction) where content is a mere tool to reach the ultimate goal, that is,

language learning (Dale & Tanner, 2012).

Even though the learning aims of CLIL are to do with content and language mastery,
these two elements are represented or used differently in the classes and subjects where this
methodology takes place. This has led to a wide interpretation of what CLIL stands for and
how this methodology should be implemented; hence, CLIL is often referred as an ‘umbrella
term’ whose implementation is to be defined by multiple factors, both contextual and
individual. This heterogeneity has resulted in a whole range of CLIL scenarios and realities
which have been and still are accounted in academic literature and research. For these
reasons, CLIL has been an object of study in both national and international contexts; both

have been considered in this study and proposal.

1.1. State of the Art

Even though the use of a foreign or second language as the language of instruction is
not a recent phenomenon (e.g. Latin as the language of instruction in schools and
universities), CLIL is said to have its origins in America, most specifically in: (1) Canada and
its immersion programmes in French (an official language) for English-native speaking
children; and (2) the CBT methodology used to teach English to immigrant children in the
US in the 1980’s. Furthermore, the German-French grammar schools in Europe as well as
what was termed ‘bilingual education’ in both continents set the basis for CLIL in Europe

(Dalton-Puffer, 2007).

CLIL around Europe has been extensively studied in the last couple of decades “from
North (Finland) to South (Italy), and from East (Bulgaria) to West (Spain)” (Pérez-Cafiado,
2012, p. 319). As CLIL sections have been born out of the sociocultural and linguistic needs

of the EU (Eurydice, 2006; 2012), it is no surprising much research has been done on their
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effectivity and practice. It has been pointed out by the Eurydice reports (2006; 2012) that
most European countries have had some kind of CLIL provision with different ways of
implementation and outcomes. Among those countries with extended and researched CLIL
tradition, Finland and Austria rise as two of the most popular. This is partly due to their
extended L2 teaching tradition, their CLIL ‘success’ and their educational context.
Furthermore, the extensive research done on these countries also answers to important CLIL

researchers in these areas: Marsh (Finland) and Dalton-Puffer (Austria).

Finland
At the beginning of the 1990’s the term Mainstream Bilingual Education (MBE) was
used in Finland in order to refer to what would become CLIL (Marsh, 2013, p. 63).
According to Jappinen (2005, p. 149), Finland is one of the CLIL pioneers in mainstream
education with 8% of primary education and 15% of secondary education schools in 1996
using a foreign language as the language of instruction. In regards to the Finnish context at

the time, Marsh (2013) writes that:

Finland was experiencing a major economic crisis due to a debt-based economy boom
in the 1980’s, leading to a banking crisis in 1990, and severe austerity measures
introduced during 1990-1993. The situation was a microcosm of the European
sovereign debt crisis of 2008 onwards. Internationalisation strategies were rapidly
deployed and Finland invested heavily in education and innovation. Partial teaching in

English was one of the outcomes. (p. 63)

The focus on bilingual education was supported by Marsh in the coinage of the term CLIL
(1994); in addition to this, Marsh worked and created the theoretical framework such as in
Profiling European CLIL Classrooms (Marsh, Maljers & Hartiala, 2001) and The European

Dimension: Actions, Trends & Foresight Potential (Marsh, 2002). This provided a common
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research background in regards to the CLIL dimensions along with initial feedback on the
CLIL practice in Europe. Along with Marsh, Pérez-Cafiado (2012, p. 320) points out other
Finnish authors who have contributed to CLIL research addressing recurrent questions in

CLIL such as L1 and L2 development, participants’ attitudes and subject learning.

Among these, Pérez-Cafiado (2012) refers to Bergroth’s research (2006) on the effects
of CLIL with Swedish as the language of instruction (L2) and English as a L3. The results
were favourable dually; CLIL immersion students outperformed their non-CLIL counterparts
in all three languages (Finnish, Swedish and English) and their content-learning has not been
threatened by the use of the L2 (2006, pp. 132-133). In regards to L2 development, Jarvinen
(2005) is also mentioned in Pérez-Cafiado (2012, p. 321) as a researcher on L2 syntax
(subordination and relativization) where he found out “significant differences in favour of the
bilingual group in the acquisition of relativization, as it produced significantly longer, more

complex, and more accurate sentences” (2012, p. 321).

Related to cognitive issues in the CLIL classroom, Jappinen (2005) stands out in the
Finnish context with her study on the thinking and learning processes of mathematics and
science in CLIL sections. The study was carried out on two groups: a CLIL (335 learners)
and a non-CLIL (334 learners) group. The final results were that, even though that learning in
CLIL environments seemed to more demanding that non CLIL settings at the beginning,
“Finnish CLIL environments support thinking and content learning, in particular, in situations
where the learner has to compare different concepts and meaning schemes with each other”

(2005, p. 163).

Affective factors such as motivation have recently become a matter of research into
the CLIL classrooms: Seikkula (2007) points out in her study of CLIL and non CLIL students

(217 pupils) that, while CLIL pupils were strongly motivated towards CLIL learning and
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achievement in Finnish was not negatively affected, CLIL students had a low self-concept of
their own foreign language skills (2007, p. 339). In order to combat this, positive feedback on
the teacher’s side is encouraged (2007, p. 339). In fact, in the last years, assessment issues in
Finnish CLIL settings have been dealt and some research has been made such as Wewer’s

(2013) where the results showed that:

[1] assessment and feedback in CLIL needs to be reorganised [2] pupils and parents
wish to be informed of the progress in the additional language in reference to the
learning objectives. This implies that CLIL teachers should arrange more functional
language use situations for pupils in which they can exhibit their language skills, and
teachers should practice more systematic observation and data gathering of the
progress made in language development [3] it is very important for pupils to get
constructive and direct feedback on their emerging (academic) learner language in

order to encourage them to use the TL. (pp. 84-85)

Regarding CLIL teachers, their attitudes and their practices, some research has been
produced, such as Roiha (2014), who studied the teacher’s perception of students with special
needs in the CLIL classroom and “how to support pupils with special needs in CLIL

education by means of differentiation” (2014, p. 1).

However, Finnish CLIL is not only studied on its own, but it has been researched in
other prolific CLIL context such as the Austrian and Spanish CLIL environment (Llinares &
Dalton-Puffer, 2015), where students’ use of evaluative language was studied. Furthermore,
Austrian CLIL (Dalton-Puffer & Nikula, 2006) was also researched in terms of the directives
used by both teachers and students in these two countries, concluding that the specific

conditions of classroom discourse affect the CLIL language environment.
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Austria

The multilingual Austrian sociolinguistic setting is defined by German, a dominant
national language, but also by the constitutional rights of minority languages which are
national languages across the Austrian borders (Czech, Hungarian, Slovenian and Croatian)
(Dalton-Puffer, 2007, p. 45). In regards to foreign language teaching initiatives, the political
climate of the 1990s was favourable due to Austria’s accession to the EU; this led to different
FLT initiatives: (1) early foreign language learning in grade 1 and 2 of elementary education;
(2) fully-fledged bilingual school programmes at some locations; and (3) Fremdsprache als

Arbeitssprache (FSAA- Foreign Language as a Working Language) (2007, p. 46).

In regards to CLIL implementation in Austria, Dalton-Puffer (2007, p. 46) defines it
as a grassroots movement with English as the dominant language of instruction, and points
out the non-restrictive nature of the formal provisions regarding the use of foreign languages
—hence, providing the opportunity to experiment with different variants of CLIL (2007, p.
47). Furthermore, the CLIL teachers’ profile needs to be accounted for: they are usually in
the middle of their career and with extensive experience but motivated enough to look for a
new challenge, and whose gratification “is almost exclusively symbolic [...] deriving largely
from meeting a professional challenge successfully. There are no financial rewards, no
reduced teaching hours and sometimes not even extra funds for additional teaching materials”

(2007, p. 47).

Concerning the research carried on in Austria on CLIL, most has been done in the
shape of practitioners’ action research and with emphasis on the teaching of content subjects
through English, the language of instruction (2007, p. 48). The fact that many of the research
practices have followed the CAR methodology could be due to a “lack of nationwide
statistical information on the matter” (2007, p. 47). This makes difficult to create

generalisations about the CLIL phenomenon in Austria. In regards to CLIL Austrian research,
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Pérez-Cafiado (2012) points out that it has focused mainly on lexical proficiency and
narrative competence, but she also highlights some common flaws in some studies (Ackerl,
2007; Huttner & Rieder-Bunemann, 2007, 2010; Seregély, 2008) such as the lack of
statistical operations and not guaranteeing homogeneity of experimental and control cohorts

(2012, p. 325).

Even though it is difficult to draw lines on Austrian CLIL research due to the variety
of specific action research studies, four main areas were defined by Dalton-Puffer, Faistauer
& Vetter (2011, p. 196) taking into consideration the CLIL research done in Austria from

2004 and 20009:

1. CLIL implementation surveys: no comprehensive survey of general CLIL practices in
Austria had been commissioned at the time the study took place, even though they
show a good predisposition towards an overall evaluation. In their study of Austrian
CLIL research Dalton-Puffer et al. (2011, p. 196) have found out two common facts:
a) unpredictability of CLIL provision due to contextual specificity, and b) tension
between the practitioners’ wishes for a clear structure and aims contrasting with their

autonomy in teaching and planning due to a lack of policy guidelines.

2. Learning outcomes: different studies have been made on varied learning outcomes
such as aspects of written language competence (Jexenflicker & Dalton-Puffer, 2010,
p. 169) where CLIL students outperform their non CLIL counterparts in the area of
lexico-grammar, vocabulary range and orthographic correctness; and improvement on
students’ affective level such as creativity and risk-taking (Mewald, 2004, 2007)

among others (Dalton-Puffer et al., 2011, p. 197).

3. Classroom discourse and learning processes research: from 2004 to 2009 two book-

length compilations on the conditions of language use in a CLIL/EMI classroom were
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presented (Dalton-Puffer, 2007; Smit, 2008 (2010)). However, some others were
presented later where Austrian CLIL practices were studied as well as other European

CLIL classrooms (Dalton-Puffer, 2010; Nikula, Dafouz, Moore & Smit, 2016).

4. Didactics of CLIL: in regards to didactic principles that support content and language
integration, Dalton-Puffer et al. (2011) point out Orkisz Lang’s study (2009) focused
on inquiry-based teaching where an “elaborate grid of CLIL inquiry-based teaching
criteria on the language, content and learning dimension” (Dalton-Puffer et al., 2011,

p. 198) is provided.

Due to the highly contextualized Austrian CLIL programmes and the many CAR
studies, it is challenging to provide a general overview of the CLIL results in Austria but it is
worth noting that most of the research done in Austria present positive results in CLIL
programmes as a whole. Nevertheless, “[i]nformation on contexts where language
management regarding CLIL is more clearly present, such as the Netherlands or some
Spanish regions, would add valuable information on how the triangular relationship of

management, policy and practice” (Hiitner, Dalton-Puffer & Smit, 2013, p. 281).

The Spanish research on CLIL (see Chapter 3 & 4) has grown exponentially over the
last years in order to answer to the new educational reality and the different contexts found in
the Spanish territory. Longitudinal projects on CLIL initiatives and issues have been
presented in different autonomous communities such as Andalucia (Lorenzo, 2010; Lorenzo
& Rodriguez, 2014; Pérez Cafiado & Lancaster, 2017) and the Basque Country (Alonso,
Grisalefia & Campos, 2008; Ruiz de Zarobe, 2008; Ruiz de Zarobe & Lasagabaster, 2010;
Lasagabaster & Doiz, 2015) among others. These along the doctoral dissertations presented

in the last couple of years (Evnitskaya, 2012; Vallbona Gonzalez, 2014; Cherro Semper,
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2015; Lofft Basse, 2016; San Isidro, 2017) have shown the Spanish CLIL panorama

throughout quantitative and qualitative data gathered in the CLIL classrooms.

Different perspectives have been taken in these studies in regards to methodology
(e.g. formal testing, classroom observation, interview-based research), aims (e.g. language
use, language competency, cognitive factors) and context (e.g. urban, rural, bilingual,
monolingual). However, despite the ever increasing research on different CLIL aspects, this
has not been enough to improve these sections at school level and more research needs to be

done to provide to the ever changing Spanish and Galician reality.

The motivation behind this doctoral dissertation is to contribute to this research on
CLIL in Galicia bearing in mind that this methodology is still at its early stages of
implementation and account for the changes which may arise from the Galician linguistic
panorama from a practical ‘in-classroom’ perspective. It is significant that CLIL in this
autonomous community is influenced by the linguistic policies related to both Galician and
plurilingualism: the Decree 79/2010 and Edulingiie2020 (see Chapter 3.2) are proof of the
language boost carried out from the autonomous government. This has led to a refashioning
of education-based dynamics in educational institutions (e.g. language policies), schools
(management of the CLIL sections), teachers (further training) and students (issues on
adapting to the methodology). Furthermore, this reality has brought about new needs which
need to be covered by different institutions such as CLIL-based teacher training at

universities.

Research has also been influenced by these issues and some studies have been carried
out in Galician high-school CLIL (San Isidro, 2009, 2010, 2017; Gonzalez Gandara, 2015).
These have taken students and teachers from bilingual high-schools as study participants.

However, in the last couple of years the number of plurilingual centres has risen; thus, this
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reality needs to be considered: while bilingual centres offer CLIL sections in some subjects
and academic years and students’ participation is voluntary, plurilingual centres offer
mandatory CLIL sections in all their academic levels. This compulsory uptake in the
plurilingual centres to CLIL may play a significant role in students’ attitudes and motivation.
It has been widely accounted the importance of affective factors in the FL learning process
(see Chapter 4.3); therefore, these issues should not be forgotten in this new Galician
plurilingual-conscious context as they play a key role in the implementation of CLIL and

students’ learning process, elements which have been considered in this study.

Concerning the inner structure of these pages, this chapter presents the initial
considerations of the study to give a comprehensive overview of the topic of this doctoral
dissertation. Firstly, some justification on the topic is given (1.2) is provided. Then the thesis

structure (1.3) is presented followed by the main aims of the study (1.4).

1.2. Why Motivation in CLIL?

The last decades have seen to unprecedented changes in the educational systems
across Europe. The multilinguistic and multicultural European Union has endorsed both
public and private initiatives to boost partnership among the member states with a strong
emphasis on the communicative and cultural implications this would entail. This has led to an
explicit linguistic and cultural awareness in different realms of society in these member
states. Notwithstanding the economic implications of the new partnerships among these
countries, one of the main concerns which have been addressed is the vehicular language in

these transactions.

Even though English has risen as the lingua franca, mostly influenced by the
economic prosperity of many English-speaking countries, the different European institutions

have tried to encourage the use of languages other than the mother tongue and English among
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its citizens in order to endorse the varied multilingual and multicultural nature of the
European Union. It is significant to highlight the intrinsic power of languages as tools of
change within society and how these may influence their environment: a recent example of
this could be the uncertain position of the English language in European institutions after
Brexit. Therefore, language status is an issue taken into consideration when promoting
languages (e.g. revitalisation of minority languages in Europe) which may play a role on how

the public accepts different language-related proposals.

In the educational realm, CLIL programmes have become the norm in almost all
European countries (Eurydice; 2006, 2012). The first pilot projects carried out in the 1990°s
were developed and improved towards a common goal: to encourage cooperation and
educational innovation at school level by focusing on a dual approach to content and
language. This has allowed for a different uptake on foreign language and the methodological
implications diverting from the traditional approach to foreign language where language was

the basis, the means and the end.

In the last decades of the 20™ century, some methodologies on foreign language
learning started challenging the one-directional language-based approach to language
learning; thus, Content Based Instruction (CBI) and Content Based Language Teaching
(CBLT) introduced content in the FL classroom. However, content was used as a means to an
end: language learning. Contrary to this, CLIL stands out as a supportive methodology to
both language and content as joined entities. It should be considered that this dual nature not
only does represent a step towards language flexibility and content proficiency but also a step
towards opening new ways of professional-based communication and specialisation around

Europe.
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Nevertheless, it is important to highlight the heterogeneity of the state members in
social, economic and political terms and how these would influence educational policies. It is
not farfetched to think that these elements along with the public’s attitudes may lead to a
‘sink or swim’ outcome in these programmes. The Galician case is considered a complex
reality in sociolinguistic terms: even though the linguistic situation is defined by equal
bilingualism by the government (all official languages are given the same treatment) the
reality is more complex. Due to sociohistorical issues, Galician and Spanish are considered
differently with Spanish often perceived as the prestige language and Galician as the
language used in the rural or by the lower classes. These stereotypes have been often
challenged by the public and the linguistic plans promoted by the government with different

results.

This sociolinguistic panorama has had an impact on the implementation of CLIL at

school and high-school level with some issues worth mentioning:

e Some people (e.g. parents, teachers, students, etc.) feel that the use of a language
other than the two official languages in the autonomous community could be
detrimental to the already weakened state of Galician, and see the language of
instruction used in CLIL (often English) as a danger to the revitalisation process of
the Galician language.

e Others promote the implementation of the CLIL sections by stating the supposed
importance of FL learning over Galician as they feel the foreign language to be more
‘useful’.

e Regarding social differences, it has been pointed out that CLIL sections may be elitist:

generally, students who become part of these groups are academically the best.
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Furthermore, it should not be forgotten that these students attend private lessons more

often than not, usually in urban environments.

Therefore, perceptions on bilingualism and considerations on different languages would
impact the implementation and results of CLIL sections. Notwithstanding these issues, the
bilingual nature of the Galician territory could be considered an ideal background to put into
practice such a language-conscious programme as this due to the cognitive predisposition of

native bilingual speakers towards learning other languages.

However, many different CLIL cases are present in the autonomous community with
diverse outcomes due to the aforementioned heterogeneous panorama. Many variables come
to play within these sections: environment, material and human resources and students’
profiles are some of these. Therefore, a homogeneous uptake of CLIL in Galicia would result
in an unrealistic or narrow picture of the implemented CLIL sections. In order to understand
the CLIL reality, a hands-on approach would be advisable. This is to be accomplished by

practical case studies of the CLIL classrooms.

Even though large scale quantitative studies provide a great deal of information on the
CLIL panorama, it is necessary to go further so to understand the CLIL reality influenced by
teachers and students alike. Thus, case studies offer an in-depth analysis of the classroom
situation which may bring up practical issues related to individual and contextual factors. It
cannot go unnoticed that the relatively small number of participants in these studies may turn
out to be a major concern when trying to provide a homogeneous view of the CLIL reality
and the possible extrapolation of results to other contexts. Nevertheless, small scale and
longitudinal studies allow for a deeper analysis of the situation as well as adding to the

growing pool of research.
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Furthermore, in-classroom research allows for a refashioning of the research methods
by accounting the educational reality: even though the type of research needs to be drawn
previously to the case study, this may need to change in order to fit in with the classroom
reality. Hence, in these cases, research should be adapted to these sections so to acquire
significant data, much like a teacher who needs to adapt to their teaching group’s profile.
These adaptations to the preliminary objectives of the research should not be looked on
negatively but as enriching opportunities to understand the real concerns in CLIL. This may
open further research lines to serve the ultimate researcher goal: to improve the CLIL

sections.

It is not improvable to affirm that students’ profiles would have a huge impact on the
implementation and keep of the CLIL sections. Besides the aforementioned contextual factors
the group’s profile would be the result of individual traits and social relationships within this
set of students. Therefore, affective factors (especially during adolescence) play a crucial role
not only in students’ lives but also their learning process. These along with the theories on
different types of students regarding their learning styles (VARK model; Fleming & Mills,
1992) and multiple intelligences (Gardner, 1983) have placed the student’s profile in the
centre of attention of teachers and researchers alike. Furthermore, the last decades have seen
to a growing interest on affective factors in the classroom: anxiety, interest and boredom

being some of them.

Some of these may be given by contextual factors such as the content subject, the
teacher’s style or the temporalisation of the subject among others. Nevertheless, students’
self-perception of their CLIL experience and their overall impression of the CLIL section
need to be accounted in order to understand the cognitive and affective implications of these
projects from a practical perspective. Motivation in the EFL classroom has been studied from

some decades so to gather information on how motivation would be a significant element in
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regards to academic success (Clement, Dornyei & Noels, 1994; Dornyei, 1990, 1994;

Lasagabaster, Doiz & Sierra, 2014; Henscheid, 2015).

Concerning motivation and perceptions in Spanish CLIL settings, studies have been
carried out in the last years (Ferndndez Fontecha, 2014; Heras & Lasagabaster, 2015;
Lasagabaster & Doiz, 2015, 2016; Pladevall-Ballester, 2015; San Isidro, 2017) most of them
of a quantitative nature. Overall, the results showed positive attitudes and high motivation
among CLIL students. Nevertheless, it should be pointed out that these studies were carried
out in bilingual centres where CLIL sections are optional; therefore, the students’ profile

would differ from other type of CLIL students: plurilingual high-school students.

As plurilingual centres are becoming the reality in many cities around Galicia with
new plurilingual centres each academic year, it is necessary to do research on this reality: are
plurilingual CLIL students motivated like bilingual CLIL students have been shown to be?
Do their perceptions on CLIL differ? Research on education needs to be understood as a
practical approach to reality in order to serve to a purpose other than academic advancement,
but to improve the classroom reality. Therefore, this doctoral dissertation endeavours to get
close to the CLIL reality by means of a qualitative approach to CLIL practice by focusing on
students’ and teacher’s motivation and perceptions to provide an in-depth analysis on how

these issues come to play in this CLIL setting.

1.3.Thesis Structure

This doctoral dissertation has been divided into eight chapters in order to facilitate its
reading and give coherence to the text and the research aims. In regards to the inner structure
of this study, the first chapters (Chapter 2, 3 & 4) are the theoretical framework necessary to
understand the situation of CLIL and its precedents. These three chapters have been written

following a progressive order in order to answer to Aiml: from an overview of CLIL as a
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worldwide phenomenon and focusing on Europe (Chapter 2) to a more specific outline of

CLIL in Spain and Galicia (context of the study; Chapter 3); finally, Chapter 4 delves into the

main topics of the study (motivation). Chapter 5 deals with the methodological implications

of the study focusing on how to analyse the collected data while Chapter 6 presents the

gathered data and its analysis (Aim 2). This analysis is further elaborated by answering the

research questions of the study in Chapter 7; also some guidelines to improve the CLIL

section are presented in this chapter (Aim 3). Chapter 8 deals with the conclusions and other

remarks such as further lines of research. A more in depth description of the chapters could

be as follows:

Chapter 2: this chapter explores CLIL as a worldwide phenomenon in order to
account for the repercussions of this methodology focusing on European education. A
diachronic approach is taken to understand the origins of CLIL going back to the
times of the Akkadians and the most recent bilingual education projects in Canada
and the US. This is contextualised within the European official plurilingual panorama
and the initiatives undertaken to encourage plurilingualism and pluriliteracy.
Furthermore, the aftermath of CLIL is considered using a dual perspective: academic
literature and popular literature (e.g. newspapers) so to get a broader perspective on
the issue, especially considering the significance of ‘non-academic’ entities such as
students and teachers in this study. Then a definition of CLIL is provided focusing on
its appreciation of it as an ‘umbrella term’ and Coyle’s four C’s. Moreover, some
considerations about CLIL in Secondary Education —the educational level of this
study— are provided.

Chapter 3: the aim of this chapter is to explain the sociolinguistic and educational
background of Spain and Galicia. In order to do so official documents such as the

Spanish Constitution and the Plurilingual Decree 79/2010 among others are
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considered as the legal background to support bilingualism in Galicia. Nevertheless,
some issues such as history, language perceptions and attitudes influence the
linguistic reality, thus, it differs from the official version of an equal bilingualism
present in the autonomous community. These concerns are addressed so to understand
the linguistic panorama in terms of second and foreign language acquisition in
secondary education. Taking a step further, the implementation of the bilingual
sections in Galicia is considered by doing a literary review of the research done on
this topic in the autonomous community. Furthermore, current challenges of
plurilingual education are addressed in order to give an overview of the classroom
reality.

Chapter 4: this chapter presents the theoretical key elements to this study (motivation,
cognition and CLIL). First, the main theoretical approaches to motivation are
discussed with key concepts such as extrinsic and intrinsic motivation, integrative and
instrumental motivation, amotivation, causal attributions and goals being looked on.
Then some issues on L3 cognitive processing such as language awareness, attractor
stages and cognitive development are considered to draw on students’ metalinguistic
awareness context also bearing in mind their status as bilinguals. Taking this as the
starting point affective factors in CLIL such as anxiety, boredom and motivation are
considered as elements which may alter students’ perceptions of the CLIL classroom;
thus, leading to cognitive distortions. In order to understand teachers’ and students’
perceptions of CLIL, the individual and social dimensions are studied. These are
supported by literature on CLIL case studies dealing with perceptions.

Chapter 5: the methodology used for this doctoral dissertation is presented in this
study. The reasons behind the study group’s choice and the chosen methodology are

given so to contextualise the study in practical terms. A comprehensive overview of
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the research methods —CAR (Classroom Action Research) and CA (Conversational
Analysis)— is given with special emphasis on how these methodologies would be
applied in SLA and CLIL. Then the research tools (questionnaires, interview, etc.) are
described along with the data gathering process. Furthermore, the background context
of the study (school, city, participants, etc.) is analysed.

Chapter 6: the information provided by the research tools during the classroom
observation is presented in this chapter as well as the discussion related to it. The data
has been systematised by means of field notes and graphic elements which help to
give an objective picture of the classroom reality in terms of students’ motivation and
perspectives. Furthermore, the data gathered from the teacher’s interview as well as
the systematic classroom observation is presented. These along the questionnaires on
students’ motivation serve to triangulate the data from the research study.

Chapter 7: The aforementioned data is used in this chapter in an attempt to answer the
research questions presented in Chapter 1. Furthermore, the obtained results are
considered in order to propose some measures to improve motivation in the studied
CLIL classroom; thus, fulfilling one of the aims of this study (Aim 3). It should be
pointed out that these measures could be extrapolated to some extent to other CLIL
sections.

Chapter 8: the final chapter of the study deals with the conclusions reached after the
whole research process has been completed. This allows for some reflections on the
development and results of the study: were the results surprising? Was the
methodology adequate? Furthermore, some thought on further research on the topic

and new research lines are given to continue improving CLIL and motivation.
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1.4. Aims of the Study

This doctoral dissertation has been elaborated and built on the aims of the study as its

setting stones. These aims have not only answered to mere academic research but they have

been drawn accordingly with the educational reality that motivation and CLIL in Galicia

represent. In order to fulfil this, three aims have been defined:

Aim 1: to provide a theoretical background on key issues in CLIL and motivation.

RQL1: Do the linguistic policies in Galicia cater to CLIL?

RQ2: Are the plurilinguistic policies applied in the studied CLIL sections?

In the last decades the CLIL panorama has been studied through different perspectives
taking into account the heterogeneity of the term and the different implementing
strategies defined by the background context. The theoretical framework created by
researchers has allowed for a somewhat homogeneous uptake on the topic at hand.
Nevertheless, some disagreements have been presented, especially in regards to the
outcomes of case studies, probably due to the different factors that come into play in
CLIL classrooms.

Therefore, it is not farfetched to think that a concept which strongly relies on self-
perception and is influenced by environmental causes such as motivation would be
present in different ways in the CLIL sections. Different results could be found on
CLIL and motivation; thus, a literary review of these two concepts is necessary in
order to give an overview of the results found up to the moment. This allows for an in
depth understanding of the concepts which would help to analyse the gathered data
for this study.

Aim 2: to study motivation in a Galician CLIL section.

RQ3: What perceptions towards the CLIL section do the students and the teacher have?
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RQ4: Are CLIL students and the teacher motivated? If so, what type of motivation do

they possess?

RQ5: Are there significant differences in regards to motivation and CLIL-based

perceptions among the three studied groups? If so, why?

Following the principle of studying the educational reality in order to improve it by
means of research, one of the aims of this study focuses on analysing the classroom
reality. Taking as a starting point a CLIL section in a Galician plurilingual high-
school (2" ESO Physics), a case study is carried out. Even though many variables and
topics could have been studied within this research study, motivation was the main
element chosen for this.

In the last decades motivation has been studied from the psychological and
educational field with Gardner (1985) as one of the main precursors. It should be
considered the great impact motivation has on students’ perceptions, classroom
environment and overall results; thus, motivation in CLIL sections could play a
crucial role in these factors. In regards to motivation in Spanish CLIL sections, recent
studies have been carried out in the Basque country and one long scale study on
Galician CLIL has been presented (San lIsidro, 2017). Therefore, there is much that
needs to be done in regards to in-classroom research so to use motivation as a
significant tool which may empower CLIL students and improve the overall results.
In order to do so, action research in the classroom is necessary.

e Aim 3: to give a set of guidelines to improve motivation in CLIL.

RQ6: What elements should be revisited in order to improve the CLIL section in

regards to motivation?

As it has been already stated, the purpose behind this study relies on the idea of

academic research as a tool to improve society, in this case, CLIL education in
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Galicia. Bearing in mind the varied nature of CLIL sections, it would be difficult to
provide some concluding remarks which may be wholly applied to all these groups.
However, classroom dynamics in CLIL have proved to share many traits in common
so an extrapolation of the results could be made to some extent.

Due to the practical approach this study has taken, it has become necessary to reflect
on proposing different measures to improve the observed CLIL classrooms by means
of motivation. In order to do so, the group’s profile as well as the obtained results
would be considered to establish some measures which would lead to a more

motivated CLIL group.

To conclude, the second aim of this study is linked to the research questions (RQ)
based on the main topic of the study (CLIL perceptions and motivation). Nevertheless, it is
important to highlight the relevance of the first aim (literary overview) in order to achieve the
aforementioned objectives. Furthermore, the last aim of the study and its achievement
provide some practical measures which can be possible thanks to the discussed literary

review and the data analysis.



52



53

CHAPTER 2: CLIL AS A WORLDWIDE PHENOMENON

This chapter is divided into four different subheadings in order to give a
comprehensible view of the CLIL phenomenon in terms of historical evolution up until
present times (2.1), a detailed definition of CLIL (2.2), its outcome from a sociocultural

perspective (2.3) and its use in secondary education (2.4).

2.1. CLIL throughout history

The concept of Content and Language Integrated Learning (CLIL) has been discussed
in the last two decades. This may lead to presume that it is a new term and, while this is
correct, the idea of “[e]ducation in a language which is not the first language of the learner is
as old as education itself” (Coyle, Hood & Marsh 2010, p. 2), as content-based approaches
have been present in the educational realm from an early period. Taking a look back,
Mehisto, Frigols & Marsh (2008, p. 9) date the first CLIL practices to 5000 years ago in what
is now known as Iraqg: the Akkadians conquered the Sumerians but, despite their victory, the
local language was not set aside in favour of the conqueror’s language as it has often
happened (e.g. Old English in Britain after William the Conqueror), but Sumerian (the local
language) remained and became the language of instruction to teach the Akkadians subjects

such as theology, botany and zoology (Martinez, 2011, p. 94).

In classical times, a content and language approach to education was taken as the
norm as the expansion of the Roman Empire led to the appropriation of Greek language and
culture two thousand years ago; thus, making Greek the language of education among Roman
children. Similarly, the Latin language became centuries later the language of instruction all
around European universities (despite being a dead language by then) due to its status as the
language of culture as well as the primary language used in fields such as law, theology and

medicine.
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Nevertheless, it is in the 20™ century where the seed to CLIL was planted in the way
of programmes such as immersion education and content-based instruction in North America
(Dalton-Puffer. Nikula & Smit 2010, p. 1), specifically, “CLIL is considered to be a
descendent of French immersion programs and North American bilingual teaching models”
(Pérez-Canado, 2012, p. 316). Among these the Canadian Immersion in the 1960s stands out
as the grassroots’ bilingual programme; in the mid-1960s the Canadian government, aware of
the deficiencies in some aspects of the French language in English-speaking enclaves,
boosted the implementation of French in immersion programmes starting at kindergarten
level. The origins of this programme can be traced back to a group of parents in St Lambert
(Quebec) who, worried about the lack of skills their children had in regards to socialising and

working with French speakers, proposed a programme:

in which, from the first day of school in the kindergarten, their unilingual-speaking
children would be instructed entirely in French. Thus, the children first learned to read
in French, and only later in grades two, three or four, were first language literacy
skills introduced into the curriculum. Other subjects were also introduced in English
in later grades so that by grade six about half the curriculum was taught in English

and half in French. (Swain 1997, p. 261-262)

Therefore, French became the first language to be used in the educational realm with English-
speaking children in Canada, thus, setting the grounds for an early-immersion programme.
Similarly, Content-Based Teaching was introduced in the US around 1980s in order to
answer to “the needs of specific group of students” (Stryker & Leaver, 1997, p. 5), in this
case, students from immigrant communities. This rise of bilingual education in the late
twentieth century answers to an introduction of bilingualism as a social, political and

economic tool; not only in North America but all over the world.
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In Europe, the origin of content-based education is traced to German-French grammar
schools from the 1960s (Dalton-Puffer, 2007, p. 2). However, many scholars (Lorenzo &
Moore, 2010; Dalton-Puffer et al., 2010) have pointed out differences between bilingual

education and European CLIL programmes:

[O]ne of the key characteristics of linguistic development within bilingual learning
relates to the fact that it implies vehicular use of language as a tool for the gathering
and sharing of knowledge: Language as a means of study rather than the object of
study. CLIL brings a new relevance to second language development — while
traditional FL classrooms tend to treat learners as (deficient) novices, CLIL

classrooms treat them as (efficient) users. (Lorenzo & Moore 2010, p. 24)

Consequently, the implementation of CLIL programmes brought a change in the
methodological approaches to language learning concerning the place language occupies in
the classroom; from a traditional perspective where language learning was the main goal to
using language as a tool for studying. Hence, this turn in language learning and teaching
“aims at achieving a functional as opposed to a (near) native-like competence” (Pérez-
Cafiado, 2012, p. 318). Even though CLIL programmes in Europe tend to lean towards the
‘C’ of the acronym (content) and language goals may be high but also implicit (Dalton-Puffer
et al. 2010, p. 2), both language and content are to be dealt with in the CLIL classroom due to

their dual-focus-approach nature.

It must be pointed out that “[s]chools in which the teaching of certain subjects in the
curriculum may be offered in a foreign language have existed in Europe for several decades”
(Navés 2009, p. 24). Nevertheless, the relatively new post-industrial and hyper-connected
reality had led to an increase of European-funded and guided programmes to promote

language learning and teaching. Marsh (2013) points out the rise of these projects to “the
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influence of supra-national, national and regional directives, other forms of
recommendations, actions and projects [...] through treaties, resolutions of the Education

Council, parliamentary decisions and resolutions, and project actions” (p. 45-46).

In order to represent and encourage Europe’s plurilingual nature within the
educational systems all over the continent, many actions have been taken at supranational
level: in 1976 the Education Council wrote down the objectives for foreign language learning
and teaching and stating that all students be able to learn at least one other European
Community language (2013, p. 46). In response to this resolution, in 1978 the European
Commission recommended that initiatives be taken on student mobility, early language
learning, inclusion of the less able students and people in vocational education in language
teaching provision. This commission highlighted the idea that the teaching in schools could
be in more than one language, hence, promoting plurilingualism. It is in 1983 that a
Parliament Resolution was passed in regards to language teaching in the European Union to
implement an action plan so European-level exchanges could be possible for both teachers
and students and a new plan on improving foreign language teaching and learning. Just a year
later The Education Council (1984) deemed necessary to give fresh impetus to the way
foreign languages were learnt and taught and to boost cooperation between the European
countries by implementing the role of language assistants and encouraging students’

exchanges (2013, p. 47).

In the same spirit, the European Parliament (1984) passed a Resolution reaffirming
the intrinsic value of all languages within the European Community; this along with the
Education Council of the same year which demanded new means to foreign language
learning led to the European Council Milan Summit of 1985 where it was declared that
“citizens should have access to forms of language teaching which would provide a practical

knowledge of other Community languages, and recommended that students should have the
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opportunity to learn two foreign languages within the basic education curriculum” (2013, p.
46). In the following years language learning and its methodology became a central part of
the Council of Europe expert forums held out between 1990-1996, and focused on bilingual

education.

Less than a decade after the Milan Summit, the 1992 Maastricht Treaty became the
first formal framework in reference to education, languages and training in the European
Union, as well as the introductory document to two new concepts on language teaching and
learning: “quality” and the “European dimension” (Marsh, 2013, p. 48). The Treaty
“specifically argues that Community action should be aimed at developing the European
dimension in education, particularly through the teaching and dissemination of the languages
of the Member States” (2013, p. 48). This along with the promotion of innovative methods —
here it is worthwhile mentioning the teaching of different disciplines in a foreign language—
in the Council of Education Ministers Resolution of 1995 promoted bilingual teaching
(Eurydice, 2006, p. 8). This is the first time in which the expression Content and Language
Integrated Learning (CLIL) —a term coined by Marsh and Maljers in 1994, to be addressed

later— is used.

The plurilingual awareness of Europe and the realisation on the positive effects of
foreign language implementation in education and as a lifelong learning experience led to a
boost of educational programmes which seek to reach foreign language objectives. Among
these some stand out such as the achievement of proficiency level in three languages by the
end of formal education (White Paper, 1995) and the active development of communication
skills (Education Council, 1995). In the last decade of the 20™ century and the ongoing 21%
century it became clear that foreign language knowledge has become an indispensable tool to
navigate throughout the European market, both in occupational (wider job opportunities) and

personal terms.
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However, some measures needed to be addressed in order to put into practice these
educational programmes and some guidelines to be created: firstly, the Common European
Framework of Reference (2001) was created to define the reference levels of language

achievement. Secondly, it was acknowledged that:

[A]s a competitive economy is based on knowledge [...] education and training
systems should become a world quality reference [...] this would require mastery of
basic skills including digital literacy, and that this would be achieved by the teaching
of at least two Community languages from a very early age and the establishment of a

linguistic competence indicator. (Marsh, 2013, p. 51)

These factors set the ground for the birth of innovative pedagogical methods in action plans
such as ‘Promoting Language Learning and Linguistic Diversity: An Action Plan 2004-2006’
(2003) where explicit references to CLIL are made in terms of promoting this approach to
compulsory education. This is further specified one year later in the European Profile for
Language Teacher Education: A Frame of Reference (Kelly et al., 2004) where it is noted
that “CLIL approaches are recognised as a growing area in language teacher education across
Europe and that many institutions already use them or are planning to introduce them” (2013,

p. 53).

In 2006 the introduction of eight key competences (2006/962/EC; Council of Europe,
2006) for lifelong learning created a meeting point where cross-curricular or interdisciplinary
issues were taught together, thus, promoting the similar approach that CLIL had taken
towards the integrated learning of content and language. In the same year, the first report of
CLIL practices —Content and Language Integrated Learning (CLIL) at School in Europe

(Eurydice 2006)— was published concluding that:
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The fact that a substantial majority of countries have introduced some form of CLIL
provision does not mean that it is now offered to virtually all those who attend school.
On the contrary, it is clear from analysis of the statistics available in the country
descriptions that the CLIL approach has not as yet been very widely adopted and that,
in some countries, developments in the field occur mainly in the big cities [...]
However, it is true that in many countries, measuring the impact of CLIL type
provision is a little premature. Yet where evaluation has been conducted both on pupil
performance and the suitability of the methodologies adopted, the results have proved
very encouraging. This lends weight to the positive view that CLIL may be one
possible means of furthering the declared EU aim of ensuring that most people in
Europe should learn at least two foreign languages in addition to their mother tongue.
In this respect, the education authorities in European countries are faced in the years
ahead with the task of doing everything they can to ensure that young people are

more receptive to multilingualism [my italics]. (2006, p. 56-57)

In order to reach these objectives, the last decade has seen to the expansion of CLIL in
mandatory education and the succesful introduction of this methodology in vocational
education training (see Chapter 2.4) and with some drawbacks as the Eurydice report of 2012
pointed out (lack of qualified teachers, difficulties at implementing CLIL at official level,
etc.). Nevertheless, some measures have and are still being implemented to fulfil these blind
spots such as “the production of bilingual and multilingual textbooks for the teaching of non-
language subjects” (Marsh, 2013, p. 60) and teacher training programmes (in Spain: PIALE,
Programa Integral de Lenguas Extranjeras 2010-2020; PALE, Programa de Apoyo a La
Ensefianza y el Aprendizaje de Lenguas Extranjeras). Those measures and countermeasures

are the living product of centuries of trial-and-error methodologies, projects and educational
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approaches which can be summarised in one common aim: “the improvement of quality and

efficiency of language learning” (Eurydice, 2012, p. 3).

2.2 Defining CLIL

As it has been previously stated, the CLIL phenomenon is not a new educational trend
as teaching and learning take place in an additional language. According to Coyle et al.
(2010) “CLIL i1s not a new form of language education. It is not a new form of subject
education. It is an innovative fusion of both [...] CLIL set out to capture and articulate that
not only was there a high degree of similarity in educational methodologies, but also an
equally high degree of educational success” (pp. 1-3). Therefore, CLIL is not taken as
pedagogical unique, but as historically unique in Europe (Cenoz, Genesee & Gorter, 2014, p.
244). Nevertheless, the term as it is understood today was coined by Marsh in 1994 and is

nowadays understood as:

a dual-focused educational approach in which an additional language is used for the
learning and teaching of content and language with the objective of promoting both
content and language mastery to predefined levels. (Marsh, Mehisto, Wolff & Frigols

Martin, 2011, p. 11)

It is worth mentioning the ‘duality’ of the term as it is where scholars and non-scholars alike
find difficulties in classifying what CLIL is. On general terms it is understood that CLIL is
content-driven but the additional language should not be forgotten as CLIL deals with these
two. However, for many scholars the problem lies on the distribution of these two concepts in
the classroom practice: some point out to an equilibrated 50/50% solution, thus, creating a
more learner-centred class (Ting, 2010, p. 14) while others (Dalton-Puffer, 2007; Coyle et al.,
2010) address the unlikely balance of content and language in the classroom. In regards to

percentages on the use of content and language, Marsh (2002) has stated that these could vary
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from one CLIL practice to another but “[i]f there is no dual-focus on language and non-
language content within a lesson or course then it does not qualify as a form of

CLIL/EMILE” (p. 17).

Nevertheless, this flexibility may leave room for questioning what CLIL would
exactly represent in terms of pedagogical innovation. As Cenoz et al. (2014, p. 245) indicate
this elasticity is not only found in the ‘dual-focused’ term but also on the ‘educational
approach’: while some understand CLIL as instructional practices or a methodological

approach to promote foreign language, others consider CLIL in curricular terms:

A conceptualization of CLIL with reference to curriculum is complicated further
insofar as the link between language and content can take the form of a theme or a
project and does not necessarily mean the use of an additional language as the

medium of instruction for a whole school subject. (2014, p. 245)

This opens a new window for further examination of the concept of CLIL. The general
understanding is that CLIL is composed of content and language teaching and learning, but
this definition as it is may be considered too wide. In fact, other methodologies and

educational approaches deal with language and content such as:

e Bilingual Integration of Languages and Disciplines (BILD)

e Content-based Instruction (CBI)

e Content-based Language Instruction (CBLI)

e Content-based Language Teaching (CBLT)

e English Across the Curriculum (EAC)

e English as an Academic Language (EAL)
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e English as a Medium of Instruction (EMI)

e Foreign Languages as a Medium of Education (FLAME)

e Languages Across the Curriculum (LAC)

(One Stop English “What is CLIL?")

Taking into account the variety of methodological approaches that may be included in
the content-language dichotomy it may give the impression that CLIL is just the newest of a
pedagogical trend related to foreign language learning and content. However, this
aforementioned flexibility and adapting nature is part of the CLIL phenomenon as the
definition of CLIL often brings around the idea of an ‘umbrella term’ (Mehisto et al., 2008);
there is not a specific formula which would perfectly fit all (and diverse) CLIL sections.
Therefore, the CLIL concept can be understood in different ways by different professionals

but,

At the same time, such a broad concept of CLIL is ‘slippery’ because it ranges from
the original broad view that includes different types of programs with use of an
L2/foreign language as the medium of instruction (in and even outside of school) to a
narrow vision of CLIL as representing specific pedagogical tools for teaching isolated
content through the medium of English (English for Special Purposes (ESP), for
example). Compared with traditional L2/foreign language teaching, the cornerstone of
CLIL is content and this is often considered to be different and innovative. (Cenoz et

al., 2014, pp. 246-247)

Even though it may seem that CLIL is similar to CBLT (Content Based Language Teaching),
CLIL teaching refers to teaching a subject at the same time as teaching language whereas

CBLT teaches content in language lessons (Dale & Tanner, 2012, p. 4). However, those



63

terms are often wrongly interchanged as in foreign language textbooks which have introduced
into each unit a ‘CLIL activity’ whereas these activities belong to the methodology of CBLT.
It may be argued that this ‘misplacement’ of the acronym CLIL answer to the rising

popularity of the term or a lack of awareness on the differences between the two concepts.

Nevertheless, even though it seems to be a homogeneous term, CLIL projects share
some principles all over the world despite the different initiatives. In regards to this, Pérez
(n.d.) highlights three main principles that any CLIL project should follow: (1) the language
is used to learn content of the subject but it is also necessary to learn the language in order to
understand and communicate, this is, there is a double aim, content-wise and language-wise.
(2) The language used is determined by the content so elements such as vocabulary, linguistic
forms and skills will be dependent on the contents of the subject. The third principle Pérez
points out is strongly linked to the communicative competence the CEFR promotes as (3)

fluency is more important than grammar and linguistic precision in general.

This focus on communicative aspects in recent years has been latent in the new
language learning methodologies. This has resulted into a dual focus on meaning and form,
but the CLIL phenomenon has given greater value to fluency/communication over the most
formal aspects of language learning. It has been innately attributed to CLIL the idea of being
an encouraging background for a ‘natural’ and ‘real’ approach to language use
(communication). This is related to the fact that language learning needs to be conceptualised
within an authentic context; consequently, the CLIL classroom is said to fill this trait as it
focuses on content/fluency rather than the more traditional foreign language classrooms
where the interaction is considered by many artificial. In regards to this emphasis on “the
importance of using language in authentic interactive settings in order to develop

communicative skills, rather than focus exclusively on grammar” (Coyle et al., 2010, p. 33),
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Coyle et al. (2010) take Savignon’s (2004) principles for communicative language learning

that are to be put into practice in CLIL classrooms:

e Language is a tool for communication.

e Diversity is recognised and accepted as part of language development.

e Learner competence is relative in terms of genre, style and correctness.

e Multiple varieties of language are recognised.

e Culture is instrumental.

e There is no single methodology for language learning and teaching, or set of

prescribed techniques.

e The goal is language using as well as language learning.

(Coyle et al. 2010, p. 32-33)

This overview of language use and language learning seems to be the meeting point where
communication is found to be the searched goal. The integration of these two concepts has
been one of the biggest challenges (it will be addressed later on), but also the basis for CLIL.
In fact, this integration has been taken as the pillars of CLIL which have been gathered in

what is called Coyle’s 4Cs (content, communication, cognition and culture).

According to Coyle, it is “a conceptual framework to enable teachers to plan their
units of work and plan their lessons so that all the different elements of CLIL are connected
(Centro del Profesorado de Granada, 2014). This framework is based on four building blocks

(Coyle et al., 2010, p. 41):

e Communication: using the language to learn and learning to use it at the same time.
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e Cognition (learning and thinking processes): developing cognitive strategies which

link concept formations, knowledge and language.

e Culture (intercultural understanding and global citizenship): encouraging knowledge
and integration of different perspectives besides tolerance in order to develop both
individual and pluricultural consciences, as well as new European lifelong learning

skills.

e Content (subject matter): allowing knowledge, skills and comprehension
improvement of the specific topics of a determined curriculum; it is the axis of the

CLIL experience and determines the learning process.

These concepts are to be understood not as isolated units but as interrelated and integrated
pieces of the CLIL methodology. However, the context where these elements are to be placed
must not be overlooked as these 4C’s should be accounted as guidelines, but the context of
situation will play an integral part on the effectiveness of the CLIL practice (see Figure 1,
Appendix A: Chapter 2). Coyle et al. (2010) highlight that “effective CLIL takes place as a

result of this symbiosis, through:

e progression in knowledge, skills and understanding of the content;

e engagement in associated cognitive processing;

e interaction in the communicative context;

e development of appropriate language knowledge and skills;

¢ the acquisition of a deepening intercultural awareness, which is in turn brought about

by the positioning of self and ‘otherness’” (2010, p. 41)
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This has led to the creation of some common principles to walk through the two-way road
that “learning to use language appropriately whilst using language to learn effectively” (2010,

p. 42) has become. These have been summarised (2010, p. 42) as follows:

1. Content matter goes beyond acquiring knowledge and skills; it deals with the learner’s
own creation of knowledge and understanding as well as their own skills development

(personalised learning).

2. Content is linked to learning and thinking (cognition). In order to allow the learner to
create their own interpretation of content, this needs to be analysed so to find its

linguistic demands.

3. Linguistic demands need to be taken into account also in the thinking processes

(cognition).

4. The language learned must be related to the learning context (learning through the
language, content reconstruction, cognitive processes, etc.). In order to be so, it needs

to be transparent and accessible.

5. Interaction in the learning context is essential to learning.

6. Intercultural awareness is a key objective to CLIL.

7. Even though CLIL is spread throughout a wide educational context it must take into

account all the contextual varieties so to be effective.

This requires a conceptualisation of each CLIL classroom in order to adapt to these
principles, though there are some ‘universal’ facts that can be applied to every CLIL
classroom such as the unlikeness that “the language level of the learners will be the same as

their cognitive level” (2010, p. 43). Cognitive engagement is to be expected in a successful
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CLIL environment as well as intellectual challenges; those could be achieved by problem

solving activities or creative thinking (2010, p. 29) among others.

Coyle et al. (2010) emphasise the importance of cognitive skills:

Leaving these skills to develop by chance is not an option. Instead, we need to support
students in developing life skills such as dealing with the unexpected, observational
skills, and constructing knowledge which is built on their interaction with the world,

yet purposefully guided by values and convictions. (p. 29)

This has to be further expanded to take into account the different types of thinking so to
understand how the different thinking (cognitive) processes need to be studied in the CLIL
classroom. In order to do so, Bloom’s taxonomy (1956) has been taken as the reference point
and it has been revised lately by Krathwohl (2002). This revised taxonomy is a classification
system of different types of thinking divided into the Cognitive Process dimension (see
Figure 2, Appendix A: Chapter 2) and the Knowledge dimension (see Figure 3, Appendix A:
Chapter 2). The latter is divided into four different types of knowledge: factual, conceptual,
procedural and metacognitive knowledge. Within the Cognitive Process dimension a division
(Coyle et al.,, 2010, p. 30) is made between lower-order processing (remembering,

understanding and applying) and higher-order processing (analysing, evaluating, creating).

This uptake on the different types of processes must be also accounted for in regards
to the linguistic demands they would present on the learner. Therefore, an analysis of CLIL
language should be addressed; in order to do so, an intensive analysis of the language of
instruction and its functions must be conducted. Dalton-Puffer (2007, p. 128) points out that
academic language functions may be best understood as a special case of the general
communicative functions of language. These functions are classified as (1) being linked to

certain interactive and social situations and (2) playing an important part related to language
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functioning as a social tool. These communication practises give rise to linguistic
conventions, hence, a ‘“certain spectrum of realization becomes established, providing
linguistic and structural patterns for coping with standard situations” (2007, p. 128). Then,
having control over these conventions which are of utmost importance to the development of

communicative competence this will be reached.

It is difficult to determine how many academic language functions can be as this area
has not been exposed to many researches from a linguistic point of view (2007, p. 129).
However, Dalton-Puffer (2007, p. 129) compiles a list of the most common academic
language functions in English in the literature related to the topic. It must be pointed out that
not all the language functions will be used in all CLIL classrooms but the content will

probably define the need for specific language functions to some extent:

e Analysing

e Classifying

e Comparing

e Defining

e Describing

e Drawing conclusions

e Evaluating & assessing

e Explaining

e Hypothesizing

e Informing
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e Narrating

e Persuading

e Predicting

e Requesting/giving information

It cannot go unnoticed that some of this language functions (e.g. analysing, evaluating, etc.)
coincide with some of Krathwohl’s cognitive thinking processes, thus, making the
relationship between cognitive and language issues highly explicit. Furthermore, it must be
pointed out that many of these functions of language are not only delegated to the academic
context and they do not all work on the same level: some of them are linked to specific

lexical and syntactic patterns whereas others are not.

Hence, two terms were created to define this diversity: micro-functions and macro-
functions. Dalton-Puffer defines micro-functions as “language tasks with comparatively
narrow purposes, which cover limited stretches of discourse (a couple of sentences) and are
recognizable by distinctive sentence patterns and/or discourse markers” (2007, p. 130).
Macro-functions, on the other hand, are defined as longer stretches of discourse and not

related to any specific lexico-grammatical features.

There is a similar distinction in CLIL classroom language use with content-obligatory
and content-compatible language. On the one hand, content-obligatory language has been
defined as specific subject language recognised with key grammatical, discursive and lexical
elements for each subject. On the other hand, content-compatible language is not marked by a
subject and may be learned in the English class in order to communicate more fully. This
differentiation in the types of language allows the CLIL teacher to become aware of the

“interrelationship between content objectives and language objectives (Coyle et al., 2010, p.
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36). This relationship is represented in the Language Triptych (see Figure 4, Appendix A:

Chapter 2) where the CLIL vehicular language is analysed from three different perspectives:

Language of learning (language of instruction): “an analysis of language needed for
learners to access basic concepts and skills relating to the subject theme or topic [...]
this means shifting linguistic progression from a dependency on grammatical levels of
difficulty towards functional and notional levels of difficulty demanded by the

content” (2010, p. 37).

Language for learning: type of language needed to work in a foreign language
environment, that is, “a repertoire of speech acts” (2010, p. 37) for an effective

learning process (e.g. language for effective scaffolding).

Language through learning: a deeper learning based on the learners articulating their
understanding as “effective learning cannot take place without active involvement of
language and thinking [...] it is to do with capturing language as it is needed by

individual learners during the learning process” (2010, pp. 37-38).

This triptych seems to be contextualised within the language dimension of CLIL, but

the other CLIL dimensions should not be forgotten. Marsh, Maljers & Hartiala (2001) define

five different dimensions and state that “[i]nsight into the dimensions of CLIL practice allow

us to identify the core principles of this educational approach as it is done in very different

European contexts [...] The dimensions are idealized and should not be viewed as ‘standing

alone’, because they are usually heavily inter-related in CLIL practice” (2001, p. 17). These

dimensions and their respective aims are summarised in the following subheadings:

Culture dimension:

o Build intercultural knowledge and understanding
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o Develop intercultural communication skills

o Learn about specific neighbouring countries/regions and/or minority groups

o Introduce the wider cultural context

Environment dimension:

o Prepare for internationalisation, specifically EU integration

o Access international certification

o Enhance school profile

Language dimension:

o Improve overall target language competence

o Develop oral communication skills

o Deepen awareness of both mother tongue and target language

o Develop plurilingual interests and attitudes

o Introduce a target language

Content dimension:

o Provide opportunities to study content through different perspectives

o Access to subject-specific target language terminology

o Prepare for future studies and/or working life

Learning dimension:

o Complement individual learning strategies
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o Diversify methods and forms of classroom practice

o Increase learner motivation

These dimensions represent in wide terms the pillars in which European CLIL
projects stand. Even though they have been presented separately it must be pointed out their
real strength relies on their interrelation and the integration of all these dimensions in order to
produce a successful CLIL programme. In this, the ‘umbrella’ nature of the acronym should
be accounted; therefore, it is important to bear in mind that CLIL classrooms may differ from
one place to another. However, this should not be taken as a failure in understanding the
CLIL concept (or putting it into practice) but as proof of the ‘adaptability’ and ‘flexible’

nature that CLIL embodies.

2.3 The Aftermath of CLIL

Having discussed the background of CLIL projects and their practise, it is necessary
to reflect on its impact in Europe as a newly implemented double-focused (content and
language) programme. In order to answer this, the Eurydice Network —established by the
European Commission in 1980— compiled two reports based on CLIL: Content and
Language Integrated Learning (CLIL) at school in Europe (Eurydice, 2006) and Key data on

teaching languages at school in Europe 2012 (Eurydice, 2012).

The Eurydice 2006 report brought to light the provision of CLIL usage by the
academic year 2004/2005 where CLIL was part of mainstream school education or a
combination of mainstream education and pilot projects in the majority of Europe (see Figure
5, Appendix A: Chapter 2), and six countries (Denmark, Iceland, Cyprus, Liechtenstein,
Portugal and Greece) had no CLIL provision partly due to “historical factors or geographical

remoteness” (Eurydice, 2006, p. 14). Nevertheless, the report points out that:
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The fact that a CLIL-based approach to learning is part of mainstream school
provision does not mean that it is widespread. [...] Elsewhere [than Luxembourg and
Malta], it is apparently offered to only a minority of pupils and in just a few schools,
mainly where it is part of organised provision in a target foreign language. (2006, p.

14)

The number of countries implementing the CLIL programmes in mainstream education rose
steadily in the last years: those with pilot projects turned them into part of mainstream
education at some schools (e.g. Lithuania) and some with no CLIL provisions such as
Portugal introduced them with pilot projects (Eurydice, 2012; see Figure 6, Appendix A:
Chapter 2). Nevertheless, the Eurydice 2012 report states that “[a]lthough it exists in nearly
all countries at primary and general secondary levels, CLIL is not widespread across
education systems” (2012, p. 39). Chronologically-wise, it is also highlighted that CLIL has
been implemented earlier in countries with several official languages (e.g. Belgium) and
countries with one or more regional minority languages such as is the case of Luxembourg
(Eurydice, 2006, p. 14). Furthermore, some European countries have chosen the minority or
regional language as the language used in CLIL programmes such as Welsh in the UK (see

Figure 7, Appendix A: Chapter 2).

In regards to language choice in the CLIL classrooms Dalton-Puffer, Nikula and Smit
point out that “[t]he long-term outcome of CLIL in Europe is thus unequivocally directed
toward increasing the English language abilities throughout the continent” (2010, p. 286-
287). Even though some CLIL studies have been made on other languages such as French,
German and Spanish (Coyle, 2013; Mearns, 2012; Wiesemes, 2007), the majority of these
programmes have chosen English as the language of instruction. In contrast to this
predominance of English in the language department of the acronym, there has been no

selection of a subject as the mainstream choice for CLIL sections in primary and secondary
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education (see Figure 8 & 9, Appendix A: Chapter 2). Nevertheless, the Eurydice 2006 report
concludes that creative, sports or environmental subjects are more prominently used in
primary education whereas science (mathematics, biology, physics, etc.) and social science

subjects (history, geography, etc.) are more common in secondary education.

Despite these generalisations it must come to attention the high diversity within the
implementation of these programmes as well as consider the adapting and wide nature of the
term CLIL. Thus, it should be expected that some problems would arise when attempting to
describe or define the success of CLIL programmes as their success might differ from one
another. In order to answer to ‘How Can We Describe Successful CLIL Programmes If They
are so Different from One Another?’, Navés (2009, pp. 27-35) drew ten headings on the traits

of successful CLIL programmes which go as follows:

e Respect and support for learners’ L1 and home culture: proficiency in the first
language helps to become proficient in L2. In some cases, stopping first-language
development has been found to be counterproductive for second language proficiency

and cognitive academic development.

e Multilingual and bilingual teachers: they are able to answer students’ remarks done in

the L1 and recognise intuitively their needs due to their shared ethnic identity.

e Integrated dual language optional programmes: they are optional (not imposed) and
not pull-out programmes whose aim lies at making learners competent in two
languages where the target language instruction is “contextualised and integrated”

(2009, p. 29).

e Long-term stable teaching staff: the long-term nature of CLIL programmes demands

the continuity of teachers who are able to carry out their job at CLIL classrooms as
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“[i]t takes at least seven years for a second-language learners to function with an

adequate level of English proficiency in academic contexts™ (2009, p. 30).

Parental involvement: “crucial to the success of bilingual programmes because
parents are resources, both to their children and to school personnel” (2009, p. 31).
Furthermore, they are part of the decision-making process and they even act as
promotors of bilingual programmes (e.g. early Canadian French immersion

programmes).

Joint effort of all parties: parents, teachers and educational authorities should be
involved in the implementation of bilingual programmes besides being well-informed,

aware and committed to the design and development of these.

Teacher’s profile and training: proficiency in the target language, knowledge of
language acquisition principles and pedagogical skills adapted for teaching foreign
languages to children, enthusiastic, committed and open to change (2009, p. 32) are

some of the traits of a successful CLIL/bilingual teacher.

High-expectations and assessment: multiple assessment measures create “a vision and
set of goals that defined the achievement levels of all students” (2009: 33). Moreover,
Navés points out the “importance of building high expectations for all learners
regardless of their individual differences and language and cultural background in

particular” (2009, p. 33).

Materials: appropriate material needs to address both language (usually English) and
content, though, unfortunately, this does not seem to be the case and many teachers

create the materials themselves.
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e CLIL methodology: being aware of the varied characteristics in regards to CLIL
methodology that have being presented in the last years by scholars’ findings, Navés

(2009) summarises them as follows:

1. Teachers show active teaching behaviours.

2. Appropriate strategies are used when presenting new information.

3. Students’ progress is monitored and immediate feedback is provided.

4. Students are allowed to respond in a wide variety of ways.

5. Integration of academic content and language on a consistent basis.

6. Students’ home culture is used as a tool for the teacher.

7. Diverse task-work: hands-on task, experiential learning task, etc.

8. Collaborative, autonomous and self-directed learning.

Even though extensive theoretical discussion has been done on the subject of how to
implement CLIL (Coyle et al., 2010; Lasagabaster & Ruiz de Zarobe 2010; Meyer 2010),
evidence-based research has showed that some problems have arisen from putting the theory
into practise. It has been speculated that many of these problems come from the lack of a
strong national education policy and the fact that the “formulations of specific language goals
have remained rather general” (Dalton-Puffer et al., 2010, p. 284). Coyle et al. (2010) point
out the political interests of national governments within the implementation of CLIL

programmes and the preferred language of instruction:

[F]or governments, the relationship between local, regional, national and international
languages is highly complex with regard to priorities and societal needs and is closely

tied to their social and cultural contexts. They may be significant differences even
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within the same country in relation to curriculum design and implementation and the
politics and laws which determine issues relating to language and language education

(such as the medium of instruction or the languages to be learned). (p. 154)

The political decision-making process of implementing CLIL may answer to and be
influenced by many factors; the formulation of its curricula is a responsibility undertook by
the corresponding national agencies, though elaborate conceptual guidelines as well as
structured input would be highly beneficial so to fulfil the idea of integrating content and
language (Dalton-Puffer et al., 2010, p. 285). But far from supporting this integration concept
of content and language “[f]or many, CLIL programmes are only seen as an attempt to

counter poor language learning results in some countries” (Pavon, 2013, p. 12).

CLIL double-aimed goals (content and language) seem to be a profitable
teaching/learning strategy where it has “the advantage of delivering ‘two’ (foreign language
and content) for the price of ‘one’ (teaching units)” (Dalton-Puffer et al., 2010, p. 284).
However, many researchers (Snow, 1998; Dalton-Puffer, 2007) have pointed out that
“[r]ather than being based on integrated content and language curricula, CLIL lessons [...]
proceed on basis of the respective, already existing national curricula for the individual
content subjects that ‘happen’ to be taught in the medium of the CLIL language” (Dalton-

Puffer et al., 2010, p. 285).

Much like the classical tension between scientific and humanistic fields, CLIL
teachers often feel the strain between their training as content-experts and the language
aspects of the CLIL classroom, hence, feeling concerned on the consequences of using
foreign language in the students’ content-learning process (Dalton-Puffer, 2007, p. 5). This
often results into ‘two fears’: (1) “foreign language may slow down proceedings” and (2)

“lower language proficiency may result in reduced cognitive complexity of the subject
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matter” (2007, p. 5). Furthermore, Coyle et al. (2010) write on the integration of content and

language in the curriculum based on collaborative planning:

Curriculum design needs to involve language teachers and subject specialists, or class
teachers with dual roles, in an understanding of the different contributions they make
to more holistic CLIL experiences. Currently, collaborative planning and cross-
disciplinary delivery of the curriculum, especially in secondary schools, is often left to
chance or is dependent on the ‘goodwill’ of head teachers or senior management

teams. (p. 159)

This may lead to think that the teaching staff is the sole responsible to the functioning and
implementation of CLIL sections and, while lack of communication and collaboration are
some of the reasons behind the failed implementation of CLIL in some cases (Marsh, 2013, p.
18), the 2006 Eurydice report highlights many factors that may lead to failure when

implementing CLIL at school level (see Figure 10, Appendix A: Chapter 2).

In general terms, CLIL implementation seems to have been challenged by four main
constraints (Eurydice, 2006, p. 51): 1) restrictive legislation, 2) a shortage of appropriately
qualified teachers, 3) lack of appropriate teaching materials and 4) high costs. Among these
causes the most repeated throughout countries is the one concerning qualified teachers;
however, it must be accounted for the novelty of CLIL teaching by the time this study was
carried out (2004-2005) as well as the wide nature of CLIL (an ‘umbrella term’ which is
difficult to describe in a practical way for many teachers) so to answer the shortage of well-
prepared teachers. This along with the fact that “[t]eachers themselves complain that there are
virtually no initial and in-service training programmes devoted to methods used specifically
to teach a subject in other than the normal language of instruction” (2006, p. 52) partly

answers to how human resources (in this case, teachers) are one of the obstacles during the
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implementation of CLIL sections in Europe: even though having language teachers available
to help content-expert teachers may be helpful, this is not the final answer as language

teachers have not been instructed on the special CLIL-teaching skills (Eurydice, 2006).

The argument on content-expert teacher’s lack of proficiency in the foreign language
and/or the specific skills for a CLIL teacher seems to be the starting point of the detractors to
the CLIL methodology which has been challenged again and again by scholars and non-
scholars alike (among these last ones, parents being the loudest). It might be argued that
CLIL methodology finds itself to be on a “period of friction” (Marsh, 2013, p. 130) as the
natural result of unsettlement and even fear that new educational changes bring around the

collective mind.

Some issues have been brought to light on this ‘for and against’ debate such as
whether the implementation of these programmes are based on political movements to boast
about the innovative measures taken to boost foreign language proficiency (with little result,
according to Marias, 2015); the idea that subjects (specially the ‘hard’ subjects such as maths
and physics) taught in a foreign language would make content learning more challenging (as
well as making the lives of homework-helping parents more difficult; de la Nuez, 2015);
CLIL materials are not that easily available or may not meet the students’ needs as foreign
language and content learners —this latter supported by the idea of a further possible expense

on the parents’ side due to a textbook change.

Moreover, some socioeconomic and sociocultural concerns have also arisen in the
bilingual debate which supports the idea of bilingual sections as segregating entities within

students. Dalton-Puffer et al. (2010) call attention to this fact:

[B]eing educated in a prestigious foreign language has been the prerogative of elite

education at prestigious institutions for centuries. An essential difference of present-
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day CLIL, therefore, is the fact that is rooted within mainstream education® [...] It
cannot be denied though that a lingering flavour of elitism has most likely contributed
to the enthusiastic acceptance of CLIL by parents (and some students), in particular as
regards being instructed through English, whose status is high given its prominence as

the factor international language of today. (p. 3)

It brings to attention several points from the current debate of CLIL implementation which
will be further elaborated in the following lines: (1) foreign language learning is considered
to be for elite education; (2) acceptance of CLIL stems from its elite-based origin; and (3) the

status of English as the international language promotes the acceptance of CLIL sections.

Taking into account the historical origin of foreign language learning —mainly
represented in the public’s eye in the Greek and Latin lessons from the medieval times until
the 20™ century with privileged students and modern language teaching (mostly at private
schools)— it is not surprising that many parents feel foreign language learning as typical
from elite classes (1). In addition, many consider that foreign language learning to be a
‘waste of time’; thus, accompanying this statement with ‘Because, when will my child need
to use [insert language] if they do not want to go abroad/work on something where foreign
language knowledge is not needed?’. To further add to this, many parents project their
language learning experiences into their children current foreign language learning:
considering that these experiences are most probably based on grammar drills and few/no
communicative approach exercises, a bleak picture of their children supposed language

learning is drawn.

! Dalton-Puffer, Nikula & Smit state that CLIL is rooted within mainstream education, thus, dissenting to some
point with the 2012 Eurydice report which specifies that CLIL is not completely widespread across education
systems (see Eurydice, 2012, p. 39).
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Nevertheless, this aforementioned ‘eliteness’ seems to be a double-edged sword:
while some understand CLIL sections as an agent drawn to divide students depending on
their academic achievements (‘Only students with the best marks get into the CLIL sections
in bilingual schools’; even though admission criteria is seldom the rule in Europe, see Figure
11, Appendix A: Chapter 2), others relish on this division by stating it is catering for
students’ diverse profiles. Aside from this dichotomy, parents have been found to be initially
agreeable to the implementation of CLIL sections (2): “Don’t we all want what’s best for our
children? Wouldn’t it be great if we all were bilingual, trilingual, quadrilingual and all
without any apparent effort? [my translation]” wrote de la Nuez (2015) on the topic. This
desire for a proficient use of more than one foreign language reflects on the European
Union’s boost of foreign language learning (at least two languages; see White Paper 1995;
Commission Staff Working Document Language Competences for Employability, Mobility

and Growth, 2012).

CLIL classes are seen as “efficient and effective language learning settings” (Dalton-
Puffer et al., 2010, p. 6). Adding to this the common belief that content learning is more
challenging in a foreign language, belonging to a CLIL section is often seen as proof of
academic success, especially concerning foreign language proficiency. The fact that the
language of instruction is usually English (up to the point that some scholars such as Dalton-
Puffer et al. (2010, p. 286) write about ‘CEIL: Content and English Integrated Learning’)
only gives more proof to parents that CLIL classrooms are beneficial to their children as the

target language is a lingua franca (3) indispensable for their offspring’s future.

Despite being loved, challenged and stigmatised as a failure in non-academic contexts
such as opinion articles (Marias, 2015), it cannot be denied that the implementation of CLIL
has brought a transformation of the education system and a reassessment of current policies.

Marsh (2013) points at the teachers as the:
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[M]ajor power within the CLIL development trajectory, and it has been partly driven
by commitment to change education and a sense that the types of teaching and
learning practices embodied in CLIL not only work, but work with the generations of

young people now in our schools and colleges. (p. 130)

This makes room for a revision on the teacher’s profile as well as the necessary conditions for
educational innovation. A void of knowledge is often created when assigning tasks in the
implementation of CLIL sections which is often accompanied by a grey area concerning
official measures. In order to answer this, Moujaes quoted in Marsh (2013, p. 132) describes
the Finnish model of decentralised authority and empowered autonomous teachers as the
ideal background for innovation. Marsh goes further and finds four main traits in education-
wise improved countries: (1) peer-led learning for teachers and principals based on
collaborative practice, (2) decentralising of pedagogical rights to schools and teachers; (3)
additional support mechanisms for teachers and (4) sponsored experimentation and

innovation (2013, p. 133).

For many countries, this implies a thorough change in many educational laws and its
implementation may result in a long arduous process, but it must not be forgotten that
“[1]anguage changes involving the medium of instruction are often based on long-term gains
and on future needs, such as increasing competitiveness and economic prosperity” (Coyle et
al., 2010, p. 155). It should be also pointed out that these measures fall in line with the
European Commission and their encouragement of training puliringual individuals so to
cultivate a “cosmopolitan identity” (2010, p. 153). This is also reflected by the ‘recent’ trend
towards competence-based education (blend of knowledge and skills put into practise). In
regards to CLIL, this trend can be clearly appreciated by Coyle’s 4Cs (to be addressed later)
as they promote not only knowledge but also skill. The fact that competences are often

interdisciplinary (e.g. mathematical, scientific and technological competence) and that two
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competences are based on communication (in a mother tongue and in a foreign language)
bade well for a “integrated language approach where first and other languages are
conceptualised together as being complementary” (2010, p. 157) and the integration of

content and language in the curriculum.

At European level, a profitable and supporting panorama for the development of CLIL
sections is drawn, but research shows there is much to be done. Although officially and
theoretical speaking CLIL has been implemented in most of Europe, some issues such as
teacher training, expenses, results, official measures and popular opinion need to be
addressed to reach a solid and successful basis for CLIL programmes. Taking into
consideration the novelty of these programmes and that innovative measures in the education
field take some time to take root, it is too soon to make any categorical statement on the
success of CLIL sections. As a rapidly-changing educational phenomenon many research has
yet to be made on the path CLIL is drawing and the effects it will have on educational
practices: on this, CLIL teachers will represent a crucial role “to engage in meaningful
collaboration to share successes and challenges, and to play a role in future directions”

(Coyle et. Al., 2010, p. 163).

2.4. CLIL in Secondary Education

In the last decades, CLIL has been implemented in all educational levels all around
Europe. However, not all countries have implemented CLIL in all levels; for instance, “the
Czech Republic, Estonia and Bulgaria generally offer it at secondary level. In Poland and
Romania, CLIL in a regional and/or minority language is provided in both primary and
secondary education whereas CLIL in a foreign language is available at secondary level
only” (Eurydice 2006, p. 20). Owing to political, sociolinguistic or economic reasons; CLIL

implementation in some educational levels may not be possible, though it seems to be more
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common in primary education than in secondary level (see Figure 12, Appendix A: Chapter

2). Due to the purpose of this study (analysing motivating factors in the CLIL secondary

education classroom), this subheading will focus on CLIL in secondary education so to give a

general background on the topic.

Firstly, it is necessary to provide an overview on foreign language learning in

secondary education to understand how CLIL would be integrated within the curricula. In

regards to language teaching at European schools, the Eurydice report (2012) highlights some

unifying traits related to language teaching at secondary level which are summarised in the

following points:

Increase of lower-secondary students who study two or more foreign languages:
60.8% of lower-secondary students in 2009/10 compared to 46.7% in 2004/5 (2012, p.

10).

The number of lower-secondary students who learn two languages is increasing

(2012, p. 66).

English is the most taught language with 90% of pupils in lower-secondary and
general upper-secondary education, and 74.9% pupils in upper-secondary

prevocational and vocational education (2012, p. 11).

Languages less widely used are more promoted at secondary level (2012, p. 47).

Students in general secondary education are more likely to learn languages than

vocational students (2012, p. 62).

Due to the curriculum diversity in secondary education, students may have the

opportunity to choose foreign languages as optional subjects (2012, p. 10). This can
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be further applied to the different high-school subjects that may be offered with a

CLIL methodology depending on the students’ academic path.

The data above draws a panorama of the European foreign language teaching context
which is marked by an emphasis on secondary students learning at least two foreign
languages; thus, resonating with the European Commission document on Language
Competences for Employability, Mobility and Growth (2012, p. 2). It is also worth
mentioning the role of English as the most common foreign language learned in Europe
which can also be extrapolated to CLIL sections (Dalton-Puffer et al., 2010, p. 286).
Nevertheless, it must not be forgotten that other languages are to be mandatorily studied in
secondary education; for instance, in Brussels, Dutch is the mandatory language in French-

speaking schools at ISCED levels 1 and 2 (Eurydice, 2012, p. 47).

Despite the diverse nature of the educational programmes in Europe regarding foreign
language learning, in the last decades they have generally focused on taking a communicative
approach to language learning as part of the European Union guidelines which highlight the
need to form ‘European’ individuals with communicative skills to promote communications
among state members. This process would have a continuous nature nurtured by the
encouraging policies around the educational systems on foreign language learning in which
CLIL stands out as a tool to achieve communicative goals. In regards to secondary level, it
should be accounted the learners’ previous experience with the language and their likely
CLIL experience in previous educational levels as contextual items which support the idea of

a continuum.

This idea of CLIL as a follow-up method in high-school is also present in Mehisto’s et

al. (2008) definition of a CLIL secondary student:
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With secondary school CLIL programmes, students usually self-select, that is to say,
the make the decision to join the CLIL programme themselves. They are likely to
have a strong basis in the CLIL language, but could not be considered fluent. These
students have usually had good grades in second-language classes. Students who have
participated in a CLIL project or a language camp, or who have travelled to an area
where the CLIL language is spoken, will have a clearer sense of what to expect. (p.

46)

This description addresses several issues pertaining secondary education such as the fact that
students may choose whether to participate in the CLIL programme. This may be because a)
the CLIL subject is one of the common courses for the academic year (e.g. social sciences in
3 year of ESO in Spain) and students are offered to be part of the CLIL classroom or the
non CLIL group —this can be done at bilingual high-school centres as in plurilingual centres
all same-year and subject courses would follow a CLIL methodology apart from the special
needs group—; or b) the CLIL subject is an optional subject which could be specific for the
student’s academic branch (e.g. Technology for high-school students of the technological

branch) or all students of the same academic year (e.g. Anthropology).

Other point that is considered in the definition is students’ level on the language of
instruction used in CLIL. Taking into account the fact that English is the most widespread
language in foreign language primary and high-school subjects (Eurydice, 2012, p. 11) and
that it is also the most common language of instruction in all-levels CLIL sections (Dalton-
Puffer et al., 2010, p. 286), it is not surprising that the majority of high-school students have
had contact with the language of instruction (English) of the CLIL programme. In regards to
their language level, Mehisto et al. (2008, p. 46) have pointed out the likeness of CLIL
students’ having good marks at second-language classes (this second language being more

often than not the language of instruction in CLIL); nevertheless, the admission criteria for
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access to CLIL (see Figure 11, Appendix A: Chapter 2) shows how few countries have

implemented language-related criteria as a requisite for CLIL admission.

Therefore, CLIL students may not have the best grades in the second-language subject
as a prerequisite to take part in a CLIL section, even though best second-language learners
would probably want to belong to the CLIL project. Furthermore, it should be also accounted
for the possibility of students having to take the CLIL high-school course mandatorily
depending on the high-school such as the Spanish plurilingual high-schools where students
are placed on CLIL classes no matter their foreign language level. Bilingual high-schools are
to make a selection of CLIL-to-be students using different selection criteria such as ‘first

come, first served’, ‘lottery’ and testing (2008, pp. 217-218).

A significant issue in secondary education is evaluation, especially concerning upper-
secondary education as the final evaluation would define students’ university prospects. It is

worth noting that:

Besides the assessment that all pupils undergo in mainstream education, assessment of
their attainment specifically in relation to CLIL occurs in almost half of the countries
concerned, normally in secondary education. In general, this special form of
assessment is carried out in the CLIL target language and focuses on the knowledge

learners have of the subjects selected for the CLIL curriculum. (Eurydice, 2006, p. 29)

This assessment of CLIL subjects in the target language is common in most countries in
secondary education, though there are some exceptions (see Figure 13, Appendix A: Chapter
2). Although the data supports the target language as the one being used in assessing
secondary education students, it must not be forgotten that these results may differ when it

comes to yearly or final assessment of the subjects, state testing such as PAU (Spain), etc. In
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regards to final secondary exams, Baetens Beardsmore (2001) describes different strategies

used in some European countries:

The Netherlands (as in England and Austria) started bilingual content-matter
education in the nineties, concentrating on secondary schools. Designers have had to
reflect on the implications for final examination strategies. The Dutch insist on all
final secondary exams for content matter being taken in Dutch, to avoid potential
language shift, thereby affecting the curricular distribution of languages. This
illustrates one effect of implementing bilingual programmes with a different strategy
from that used in Germany, where final exams may be optionally taken in the two

languages involved. (2001, p. 10)

Therefore, final examination in regards to CLIL in secondary education has been dealt with
in several ways: using the target language, the mother tongue or letting the students choose
between these. These different scenarios (use of the TL and use of the MT) may be read in
terms of what CLIL stands for as (1) an accomplishment on the CLIL practice in the case
where the language of instruction (the first ‘L’ in CLIL) is present in the final assessment of
the content; and as (2) an oversight of the language of instruction in favour of an ‘only-

content matter’ approach in the final assessments of secondary education.

To conclude, CLIL in secondary education has to be understood within the specific
context of each CLIL practice, even though some common traits cannot be denied such as
language policies, early language of instruction learning and academic level (lower-
secondary and upper-secondary education). Final assessment issues should be accounted for
at this academic level as they may have a hand in the way of implementing the CLIL
methodology (e.g. CLIL sections are less common in Spanish upper-secondary classes due to

the high emphasis put on preparing students for their external examination tests). In many
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cases, this leads to a reconstruction of CLIL proposals and their aims on the teachers’ side to

fit these within the secondary education curriculum.
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CHAPTER 3: SPAIN AND GALICIA: BILINGUAL ENTITIES

This chapter is divided into four different subheadings in order to give a
comprehensible background of the linguistic situation of Spain and Galicia dealing with their
sociolinguistic background (3.1), how second and foreign language are dealt with in
mandatory education (3.2), the implementation of CLIL sections and research done in Galicia

(3.3) and the current challenges faced in plurilingual education (3.4).

3.1. Sociolinguistic Background

The Spanish territory extends from the Iberian Peninsula (along with Portugal), the
Canary and Balearic Islands as well as the autonomous cities of Ceuta and Melilla. Within the
European Union it is the country further southwest of the continent and has a population of
more than 46 million people (INE, 2017). Spain’s territorial organisation can be described as
a system of 17 autonomous self-governing communities and two autonomous cities (Ceuta
and Melilla) supported by the Spanish Constitution (Art 2, 1978, p. 29315). Aside from the
geographical variety the Spanish territory represents, it is worth mentioning its linguistic
plurality shown in the different co-official languages used in the ‘historical’ communities
such as Basque (Basque Country), Catalan (Catalonia and Balearic Islands; Valencian in
Valencian Community) and Galician (Galicia) (Turell, 2001, p. 1), as well as smaller
minority languages such as Aranese (Occitan language spoken in Val d’Aran), and Asturian

(Asturias).

This linguistic plurality is described in the Spanish Constitution (1978) as follows:

Article 3

1. Castilian is the official Spanish language of the State. All Spaniards

have the duty of knowing it and the right to use it.
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2. The other Spanish languages will be official in the respective
autonomous communities according to their Statuses.

3. The richness of the different linguistic modalities of Spain is a cultural
heritage which will be object of special respect and protection.

(1978, p. 29315) [my translation].

Understanding this article as the starting point of the key legislation towards a plurilingual
Spanish society, it has to be pointed out that even though Spanish is the official language of
the country, other languages are accepted in their respective autonomous communities where
they will be implemented according to the parameters of each one of these communities.
However, some scholars such as Hannum (2016) consider the third article of the Spanish
constitution to be tolerance oriented to other autonomous languages rather than promotion
oriented (2016, p. 74). This would mean that the first language policy after the dictatorship

period was one of an accepting nature, but it lacked dynamisation at a state.

It should be also accounted the socio-political scene of the first decades of the 20™
century and the dictatorship period in order to understand the current linguistic panorama; the
three main co-official languages of the Spanish territory (Galician, Catalan and Euskera) had
been endangered at some point in the last centuries due to political reasons (e.g. the so called
Dark Ages for Galician and the War of Succession in Catalonia). However, the late 19"
century and the early 20™ century saw to a revival in these languages supported by literary
works and the starting ‘liberal’ nature of society. The uniqueness of these regions (partly due
to its languages) was celebrated and officially given heed in the statutes of autonomy: the
Catalan Statute of Autonomy (1932) and the Basque Statute of Autonomy (1936). However,
the Civil War broke before the Galician Statute of Autonomy was created and regional
languages were not promoted (if not allowed) during the dictatorship regime as the

aforementioned Statues of Autonomy were abolished. During this time, the ultra-nationalistic
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feeling of unity resulted in the promotion of Spanish as the official language of the state and
relegating the regional languages to the home environment. This did not only lead to the
diminishment of languages in terms of number of speakers, but to the undervaluation of some
of them as they began to have erroneous social connotations which can still be perceived

nowadays (e.g. Galician is only spoken by people with no studies).

This panorama was the linguistic context in which the Spanish constitution was made.
Even though changes towards a plurilingual Spain were made by the implementation of the
Statutes of Autonomy after the constitution (Catalonia, 1979, 2006; Basque Country, 1979;
Galicia, 1981), the heterogeneous nature of the Spanish territory and the historical challenges
in regards to plurilingualism have become dissenting points to promote regional languages
which have to face “the monolingual speakers’ linguistic intolerance towards speakers of the
main minority languages [...] and society’s linguistic intolerance towards speakers of
regional dialects, not only of Spanish (Andalusian, etc.) but also of Catalan, of Basque and of

Galician” (Turell, 2001, p. 2).

A reflection on the number of bilingual and monolingual speakers needs to be made in
order to understand the linguistic panorama of Spain. According to the INE (National
Institute of Statistics), the Spanish population in 2016 is around 46 million people. Taking
into account that the number of people living in the official bilingual communities surpasses
19 million, the percentage of people who live in a multilingual community is around 41% of
the total population (see Figure 14, Appendix B: Chapter 3). However, these data only
conclude that a high number of people in Spain live in a community in which two languages
are official, but this does not mean that its inhabitants are bilingual. As Lorenzo, Trujillo &
Vez (2011), point out “[b]ilingual individuals [...] do not necessarily constitute bilingual
societies, same as bilingual societies do not have to be integrated in its whole by bilingual

people [my translation]” (p. 27).
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In order to understand the linguistic diversity in Spain accounting for the differences
between autonomous communities, it is necessary to consider the different types of

bilingualism established by Lambert (Lorenzo, Trujillo & Vez, 2011, p. 18-9):

e Coordinated bilingualism: two parallel linguistic systems are used independently and
according to the situation where a word has two signifiers and two signified.

e Compound bilingualism: the items of two linguistic systems work as interchangeable
alternatives (one signified for two signifiers).

e Additive bilingualism: social background encourages second language acquisition

(e.g. foreign language learning in educational systems).

e Substitute bilingualism: second language acquisition may endanger the mother tongue
and may lead to a loss of identity (e.g. immigrants).

e Equal bilingualism: the relationship between both languages is of an equal nature.

e Dominant bilingualism: the relationship between languages is one of subordination;
one is primordial to the other.

All these types of bilingualism can be present in society in different ways and
numbers; for instance, additive bilingualism is spread throughout the Spanish territory by
means of the introduction of at least a foreign language in mandatory education. Furthermore,
considering the vast number of bilingual speakers in Spain it is not farfetched to think all
these exist in the actual Spanish linguistic panorama. Regarding bilingualism, Spain can be
considered a bilingual society where some territories are explicitly bilingual (Galicia,
Catalonia, Basque Country) while others remain monolingual in their nature (2011, p. 28);
thus, departing from state-based bilingualism (e.g. Canada) and countries with unilingual

nationalities (e.g. Belgium).
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Nevertheless, a point has to be made on the states of these co-official languages as
factors such as politics, economy, society and history have taken part in the current status of

Galician, Catalan and Basque. Hannum (2016) addresses some of these issues as follows:

Regions, enjoying expanded political power in recent decades, in many cases find it
advantageous to exhibit a distinct identity, which works to proclaim their legitimacy
in having more independence from the central state. Often, these regions will enact
education laws promoting the use of their own regionally based language in order to
bolster that sense of regional identity and independence [...] Policy application
inconsistency is of particular concern in considering urban and rural locales. (2016, p.

7)

Taking into consideration these ideological issues present, it seems that political
claims have been linked to bilingual matters; thus, resulting in the appropriation of the
regional language as a tool of identity against the state’s identity. In the last decades some
autonomous communities such as Catalonia and Basque Country have led campaigns of
independence to different extents; both have promoted their respective regional languages as
signs of identity and have extensive institutional support. The prestige of Catalan in Catalonia
has increased in the last couple of years along with its speakers’ proficiency (Pradilla, 2001),
as well as Euskera in Basque Country (Cenoz & Perales, 2001). The Galician case will be

addressed now on a deeper level.

Contrary to the other two regional languages and its respective communities (both
bordering France), Galicia is found on the north-westernmost part of the Iberian Peninsula
separated by mountains on the east, Portugal on the south and the Atlantic ocean on the
remaining sides. While folklore tales denied Romans reached Galicia due to a case of literal

‘cold feet’ (caligae do not go well with humid weather), the truth is Roman soldiers arrived
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in 137 BC and finally settled in 19 BC (Hermida, 2001, p. 111) bringing with them the Latin
language from which Galician and Portuguese come. Between the 9™ and 11" centuries Latin
split in the north-western part of the peninsula to form a linguistic variety that will become
Galician. From this point onwards, Hermida (2001, p. 115-121) points out six different stages

in the Galician sociolinguistic panorama:

1. The Medieval Period (9/11™ -15" century): Galician was the spoken language as well
as being used in literature and administration, though it slowly started to lose support.
After the Civil War in which Galician nobles backed the losing side, the Catholic
Kings changed Galician nobles for their Castilian supporters and the Galician
language was banished from public affairs.

2. The Dark Ages (16™ — 17th century): Galician was thrown out of written works in the
literary, administrative and religious fields; thus, banishing from cultural spheres due
to the Castilianisation process in Galicia at the time.

3. From the Enlightenment to the pre-Rennaisance (1700-1840): though the
Castilianisation process continued, this period was marked by the first protests
regarding the state of language and “a call for a change of status” (2001, p. 117) in the
hands of significant literary figures showing their love for Galicia such as Friar
Martin Sarmiento.

4. The Renaissance Period (1840-1916): as its name indicates, this period was marked
by a boost on the status of Galician by means of the creation of a political ideology in
the hands of intellectuals whose aim was to defend Galician against the discrimination
and marginalisation it has suffered. This was done by the establishment of the
Academia Galega and the start of Galician literature. However, it should also be
mentioned that Spanish, used by the higher social classes, was beginning to spread

towards lower social classes.
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5. The N6s Period (1916-1936): named as the Golden Age of Galician culture, the Nos
Period draws its name from the NoOs generation, a group of intellectuals whose main
purpose was to reinstate Galician culturally, socially and politically. Aside from these
movements, it also needs to be mentioned the continued decrease on the number of
Galician speakers in favour of Spanish, the ‘prestige’ language.

6. The Second Renaissance (1936-present day): after the Spanish Civil War, the
Castilianisation process was reintroduced again in many sectors and Galician was
banished from public affairs once more. Galician was used “in such situations it was
only to show up a poor and ignorant society, using the language to scorn and ridicule
that society” (2001, p. 120). It is not until 1950 with the creation of the Galaxia
publishing house that Galician literature and culture awakened to some extent, but it
will not be until 1978 that Galician was recognised as an official language by the state
and the so sought after Lei de Normalizacion Linglistica will not be passed until
1983.

The history of the Galician language is reflected in its current use and the public’s
perception of it. In terms of language proficiency the results vary depending on the age
group, class, education and location. In regards to Fernandez Rei and Rodriguez’s study
(1995), Hermida (2001) concludes that:

The highest figures registered for Galician as the first language (80.6%) [...] are
to be found in the +65 age group, with the lowest figures being recorded for the
16-25 age group [...] the upper-middle class is the class with the lowest level of
first language speakers [...] The lower classes are those which learn to speak
Galician more than any other class [...] Galician as a first language and as the
usual language drop progressively as we move from a rural area without public

services, to a rural area with public services, to small towns, to the centres near
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towns and finally to towns and cities. As far as the levels of formal education [...]
the sector of the population which shows the highest figures for the usage of
Galician exclusively or preferentially to Spanish is the sector with no formal
studies (p. 122-123).
Therefore, the use of Galician in the autonomous community differs greatly depending on
age and background with a profile of a lower class elderly person living in the rural with
no formal studies as the ultimate Galician speaker and a high class youth living in the city
with university studies as the ultimate Spanish speaker.

Furthermore, it needs to be considered the situations where Galician is used to
understand the sociolinguistic context of Galician. Even though the use of Galician is
encouraged by the public administration, Spanish is the preferred language to deal with in
public situations such as with superiors and doctors (2001, p. 124) while Galician is
preferred in informal or private settings. These data leads Hermida (2001) to conclude
that Galician is used when the speaker thinks they can be their own selves and Spanish is
used when the speaker wishes to be perceived as educated or knowledgeable (2001, p.
124). Hence, it can be affirmed that the Galician linguistic panorama is one of a diglossic
nature if diglossia is understood as “a social phenomenon which implies a diversification
of functions” (Lorenzo, Trujillo & Vez, 2011, p. 32). This is also closely linked to what is
referred as social bilingualism (speaking one or other language depending on factors such
as situation and context) and code-switching (act of using two or more languages in the
same utterance). In many cases this perception of languages and its ‘given’ functions may
be subconsciously done, though in a recent research carried out by the Consello da
Cultura Galega (2017) on the linguistic practices of the Galician youth it is written that
“on the whole, urban youth is also aware of this dichotomy as a stereotyped form of

understanding Galicia’s sociolinguistic reality, in the way that it comes from beyond its
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own subjectivity. Nevertheless, the emotional weight is seen even among the clearly
active advocates of the language [my translation]” (2017, p. 36).

This same report also highlights the fact that much of the linguistic-based opinion of
the Galician youth in regards to the language varies depending on the language ‘inherited’
(family background; 2017, p. 111). Regarding, the future of Galician by this group, the
report concludes that, even though they recognise Galician is in a difficult situation and
that efforts should be made to revitalise it, a low commitment to revitalise Galician is
shown in the youths interviewed. Thus, a bleak prospect is drawn in regards to the future
of Galician, especially compared to other regional languages which continue to strengthen
in plurilingual young speakers in their respective communities.

3.2. Second and Foreign Languages in Mandatory Education

The Spanish educational system can be described as a network of education-oriented
royal decrees and laws contextualised by each autonomous community in order to address
their particular backgrounds though sharing a homogeneous legal nature. This homogeneity is
given by the Organic Law 8/2013 which serves as the main basis of the educational panorama
in Spain. The preface of the law addresses the student as an individual being to whom
education should help them achieve personal development and social integration (2013, p.
97858), but it also highlights that education is the “force that promotes a country’s wellbeing
[my translation]” (p. 97858). In the same line, Mar-Molinero (2000) writes that “Education,
then, both directs the population in an interpretation of national values, national symbols, and
national space, and also effectively controls who can participate and have access to this

national imagined community” (2000, p. 105).

This leads to understanding education as an identifying agent within the Spanish
community where education is understood as having impact not only on individuals but also

on their communities. As it has been addressed, the 1978 Constitution bears in mind the
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homogeneous nature of the state and the linguistic diversity within Spain which is reflected in
the Lei de Normalizacion Linguistica (1983) in the Galician case. This is relevant to answer
the questions of how languages are used and which languages are taught (Mar-Molinero,

2000, p. 106).

The LOMCE (2013) highlights the case of the co-official languages stating that:

1. The education Administrations will guarantee the students’ right to receive their
learning in Spanish, the State’s official language, and in the other co-official
languages in their respective territories. Spanish is the vehicular language of teaching
all over the State and the co-official languages are so in their respective Autonomous

Communities according to their Statutes and regulations.

2. Finishing mandatory education, all students will be able to understand and express
themselves (orally and in written form) in the Spanish language and, if applicable, the

corresponding co-official language.

3. The education Administrations will adopt the necessary measures so the use of the
Spanish or co-official language in teaching was not a source of discrimination in the

course of the right to education.

[my translation] (2013, p. 97912).

Furthermore, co-official languages and their respective literature are to be given an analogous
treatment to the Spanish Language and Literature Subject (2013, pp. 97871, 97873, 97875,
97877, 97878, 97882, 97884). This idea of equal footing between the Spanish language and
the co-official language in education can be also seen in the careful wording all along the
document of the two linguistic options. In fact, when dealing with how foreign language

should be taught, it is specified that “the Spanish language or the co-official language will be
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used only as support in the foreign language learning process [my translation]” (2013, pp.

97871, 97876, 97880) in Primary, Secondary and Upper-Secondary.

In regards to foreign language learning, the preface of the Organic Law (2013, p.
97865) states that the proficiency in a second or even third foreign language has become a
priority as consequence of the globalisation process and, at the same time, showing this to be
one of the weaknesses of the Spanish education system. Encouraged by the European Union
towards plurilingualism, the law endeavours to strengthen the efforts to create plurilingual
individuals able to get on fluently in at least one foreign language. On the same paragraph it
is mentioned that the level of fluency on the four language skills (reading, listening, speaking
and writing) would be an asset in regards to employability and professional activities as it is
also mentioned in the Commission Staff Working Document Language Competences for

Employability, Mobility and Growth (2012).

However, this positive disposition towards foreign language learning as a requisite for
the current globalised world is influenced by the diachronic evolution of language learning
and the aforementioned Spanish sociolinguistic background. The evolution of foreign
language learning in the education system should be considered in order to understand the
current linguistic panorama in Spanish schools. In order to do that, a contextualised summary

of the different language policies throughout the 20™ century needs to be given.

Regarding these policies, Tabuenca-Cuevas (2016) reflects on the historic isolation of
Spain as a factor to bear in mind so to understand its place in the European Union and its
current linguistic and even cultural standing: “Although the contribution of Spain to Western
hegemony is undeniable, the fact that Spain is considered a failed empire (Linz, 1973;
Rokkan, 1971) led to its marginalization within the second phase of hegemony early on”

(2016, p. 439). Taking this into consideration, it may not be farfetched to think that the
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marginalisation of Spain and the Spanish language in particular led to an effort from the
Spanish language policy makers to be on par with other European countries in terms of
foreign language learning. This along the political isolation Spain was in until the mid-1970s
may be accounted in terms of how foreign language was dealt with in mandatory education in

the first few decades.

It was in 1954 when the European Council member states state members signed the
European Cultural Convention to promote foreign language learning in their respective
countries. Even though foreign language had been introduced in the Spanish curriculum in
the Ley de Educacion Primaria (1945-1965), it is not until the Ley General de Educacion
(1970) that foreign language learning starts being introduced as understood nowadays and
strongly focused on the audiolingual methodology and Skinner’s behaviourism theories

(Madrid, 2001, p. 12).

Nevertheless, some issues arose that exposed some deficiencies in foreign language
teaching: teacher training was found to be lacking in terms of language knowledge and its
teaching methodology (2001, p. 14) and “the lack of rational criteria in schools when
assigning academic levels and subjects to teachers partly explains the mediocrity that English
teaching in Spain has gone by in the last quarter of century [my translation]” (2001, p. 15).
This led to a reconsideration of the work done up to that moment and the creation of a series
of steps shown in the LOGSE (Ley Orgéanica de Ordenacion General del Sistema Educativo,

1990). Madrid (2001, p. 17) summarises them as follows:

e Students are supposed to communicate using the language in speaking and in
writing developing a positive attitude and tolerance towards linguistic and

cultural diversity.
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Didactic materials should also favour reflection on the mother tongue as well
as making students aware about the nature and functions of language using
diverse linguistic tasks.

Acquire skills, strategies, values and procedures to facilitate future learning

and reinforce previous knowledge.

In order to reach the ultimate goal (developing students’ communicative competence in

English), some methodological changes were put into practise in the 1990s (2001, p. 17):

From the audiolingual method to the communicative approach.

Europe as the new social context.

A functional approach is adopted.

Contextualisation is given great importance.

Teaching is more student-focused.

The construction of different ‘learnings’ and autonomous learning is facilitated.
Students’ communicative competence is developed.

The curriculum is organised in conceptual, procedural and attitudinal contents.

Students’ interests and needs are to be satisfied.

[my translation] (Madrid, 2001, p. 17)

As the concept of language as a tool to use in the new European plurilingual panorama started

to take root, the communicative approach and the communicative competence became the

focal point of foreign language learning and teaching. In secondary education, this new

perception of TEFL led to some new guidelines to follow in the teaching of foreign languages

such as:

1. Students’ communicative competence is to be amplified by the cyclic acquisition of

new concepts, strategies, skills and attitudes.
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10.

11.

The pragmatic paradigm is adopted.

In order to be more efficient and real, language is faced contextualised (e.g. dialogues,
interaction-oriented texts, etc.).

Multicomponential conception of the syllabus based on Canale’s takes on the
communicative competence which is divided into 5 subcategories: linguistic,
sociolinguistic, discursive, strategic and sociocultural subcompetences.

Be consistent with the constructivism contributions (e.g. working with different
communication contexts so students will build new meanings).

A cyclical teaching introducing elements which form communicative situations in
diverse contexts is recommended.

Taking as a starting point the fact that students were familiarised with a varied range
of communicative situations in primary and the first cycle of secondary education, the
second cycle of secondary education poses more tasks to improve this communicative
competence in daily-life situations and to face new situations.

Reflection on the language so to encourage students’ autonomy is to be incorporated.
The suggested tasks allow the development of the communicative skills to be done in
an integrated way and consolidating productive skills.

Using authentic texts and ‘realia’.

Learning is to be done consciously and unconsciously throughout different linguistic
situations and contexts.

[my translation] (2001, pp. 20-22)

These changes are considered the starting point of the current foreign language teaching

panorama in Spain as the starting point resides in the concept of communicative competence

which had been introduced in Canale and Swain (1980) and later in the Common European

Framework of References for Languages (CEFR, 2001). This way of understanding foreign
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language led to an assessment of the didactic and methodological implications which had
been the norm up until that moment: from a receptive understanding of the language
following the grammar-translation methods towards a more productive-focused approach in

which the language was firstly and foremost a tool to use.

Furthermore, it cannot go unnoticed how this desire of ‘communication’ is closely
linked to the globalising market and more specifically the current European socioeconomic
reality as foreign languages have become a commodity in the workforce and language skills
concerning English are starting to be taken for granted. This has led to a considerable
increment in the matriculation process for language certificates with Spain as the biggest
market for CAE exams (Tabuenca-Cuevas, 2016, p. 438). Notwithstanding the fact that the
collective’s mind understands that having a language certificate may not imply language
proficiency, Tabuenca-Cuevas (2016) reflects on the fact 77% of Spanish adolescents (16-24
years old) prioritised speaking English than having an university degree in order to get a job

(2016, p. 348).

Moving on to the 21% century, it should be mentioned the constant change education
policies suffered in the last decades led to much social and educational unrest. From 2000
onwards several laws have come to be passed though not all of them have been put into

practice:

e Ley Orgénica de Calidad de la Educacion (LOCE, 2002): it was approved but never
applied due to the opposition of the new government in 2004.

e Ley Organica de Educacion (LOE, 2006): it abolishes the last two educational laws
(LOGSE, 1990; LOCE, 2002). In regards to the first foreign language (mostly
English; Mufioz, 2013, p. 67), there are four different blocks which are found in the

different educational laws for all autonomous communities:
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(@]

Block 1: Listening, speaking and talking.

Block 2: Reading and Writing.

Block 3: Language Knowledge: linguistic knowledge and reflection on
learning.

Block 4: Sociocultural Aspects and Intercultural Awareness.

e Ley Orgénica para la Mejora de la Calidad Educativa (LOMCE, 2013): applied for

the first time to some courses in the academic year 2014/2015, this law has been met

with some controversies partly due to some changes in the curriculum. Regarding first

foreign language, some significant changes were made in comparison to the previous

law; the first cycle of ESO encompasses the first three years of ESO rather than the

first two, each cycle (not each academic level) has its own contents and assessment

criteria, and learning standards are introduced as the elements to be assessed.

Concerning contents, these are redrawn as follows:

o

o

o

o

o

Block 1: Oral Comprehension
Block 2: Oral Production

Block 3: Written Comprehension
Block 4: Written Production

Block 5: Language Knowledge and Intercultural Awareness.

It is significant to ponder on the changes contents suffered from LOE to LOMCE regarding

the different blocks in which contents are divided, but also the nature of these; the LOE uses

these as the items to assess students while LOMCE contents are relegated to items students

will be working with. However, the most significant change between contents from these

different laws is their division: while LOE divides these into four different blocks, the

LOMCE makes some further division in its five blocks.



107

However, some issues need to be mentioned regarding this division: (1) LOE presents
different skills jointly in blocks (e.g. Block 2: Reading and Writing); while (2) LOMCE
divides the skills in different blocks (Block 1-4) and adds what some scholars call the ‘fifth
skill” (Vernie & Barbuzza, 2008). Furthermore, (3) the traditional syntactic-discursive
contents are to be found in a separate block in LOE (Block 3) but as an entry to Block 5 in
LOMCE (Block 5.8). This skill-oriented approach in contrast to LOE’s more abstract taking
on skills may answer to a new hands-on approach to language as a tool of communication in

order to answer the socioeconomic demand for foreign language proficiency.

Following this line, many projects related to language proficiency have come to be
introduced in the Spanish educational system so to encourage foreign language learning in
the non-university studies such as the collaboration agreement between the Spanish Ministry
of Culture and Education and the British Council. Introduced for the first time in some
autonomous communities (mainly monolingual communities; Fernandez Fontecha, 2009, p.
10) in 1996 and consolidated again in 2013, the programme seeks to “develop an integrated
curricular project, to boost collaboration in the training of Spanish and British teachers as
well as to develop research proposals [my translation]” (MECD & British Council, 2013, par.
10). In order to do so, teacher training is given special attention by means of educational
programmes to improve their foreign language skills and also considering exchanges between

teachers from both countries.

Teacher training adapted to the new plurilingual reality has become more common
with the bilingual sections implemented in Spain with programmes such as PIALE and
CALC in Galicia. These address teachers’ linguistic needs when facing the CLIL lesson
focusing on the teacher’s linguistic proficiency rather than the language used in the classroom
(see 3.4 for more). Nevertheless, the fact bilingual sections are spread throughout the territory

could be interpreted as another step further towards a refashioning of the situation of foreign
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languages in the education realm; thus, following the aforementioned European guidelines to

boost plurilingualism at school level.

It should not be forgotten that foreign language learning in Spain using a
communicative approach is quite a recent phenomenon that goes back a couple of decades:
from a more receptive-skills approach in the mid-20™ century in which reading and writing
were the main goal to a more functional methodology with communication as the keyword,
the education panorama in regards to foreign languages has made a significant change in
Spanish schools and high-schools. Bilingual projects such as bilingual sections with the CLIL
methodology have been introduced and have been met with both encouragement and
scepticism alike. It may be argued that the often changing legal framework which
characterises the Spanish educational panorama is one of the reasons for such scepticism
around the bilingual sections along with the popular opinion on the collective’s mind that
Spanish education is weak at foreign language teaching. However, it must be considered that
educational changes take time to take root and grow as short-term results are not to be taken
as final results, only a long-term engagement and further advancement in which has been
implemented will tell if bilingual sections will result in a positive outcome in the Spanish

educational system.

3.3. CLIL Sections and Research in Galicia
CLIL sections (also known as bilingual sections) have been part of the Galician
school-life since 1999 as an experimental project in the academic year 1999-2000. They were
firstly introduced in 3™ and 4™ year of ESO and subsequently in upper-secondary and
vocational training with a second phase in 2006 implementing it in primary school (San
Isidro, 2009, p. 36). Since that, bilingual sections have grown in numbers with 4145 bilingual
sections to be accounted in the academic year 2017-2018 and 322 plurilingual centres in the

Galician territory (Villar, 2017).
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The Orde do 12 de maio de 2011 (2011) defines these bilingual sections in the

following terms:

A bilingual section is the teaching organisation of a non-linguistic area or subject of
primary, secondary, upper secondary or specific vocational training education to be
taught on a level to a group of students in a bilingual way using a CLIL approach: in the
corresponding co-official language following the current regulation and in a foreign
language spoken in the EU which is imparted as area or subject to said students’ group

[my translation]. (2011, p. 10349)

It is worth mentioning that while this is the definition of the bilingual sections some other
issues should be considered as they appear on the Orde (2011) and how this would apply to
the specific Galician case. As it has been mentioned earlier (Chapter 3.1), the Galician
linguistic panorama presents the cohabitation of two official languages (Galician and
Spanish) with some sociolinguistic issues in their use; from an official perspective both
languages are to be treated equally. Regarding the educational realm, language use is found in
the Decree 79/2010 for the plurilingualism in non-university education: it establishes an
equal division of hours between Spanish and Galician (2010, p. 9243) and it also includes the
possibility for the centres to offer up to a third of their timetable with subjects using the

foreign language as the vehicular language (2010, pp. 9246-9247).

These measures are considered within the Galician Plan for Foreign Language Boost
(2010-2011) whose aim is to promote plurilingualism in education. According to the General
Subdirection of Education Management, Innovation and Teacher Training, more than 75% of
public centres participate in this plan and almost 24% of public centres are plurilingual in the
academic year 2016/2017 (2017). In this line the Edulingiie 2020 project endeavours to fulfil

the following language-based objectives by the year 2020:
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e 100% of the mandatory centres will participate in bilingual sections or plurilingual
centres.

e Plurilingual/bilingual teaching will be introduced in all non-university levels: early
stages, primary education, secondary education, upper-secondary education
(Baccalaureate of Excellence in Languages), vocational training, arts and sports
teaching.

e Promote teachers with a C1 level in the foreign language.

e Students will finish mandatory education with a Bl level in their first foreign

language and an A2 in their second foreign language.

(General Subdirection of Education Management, Innovation and Teacher Training, 2017).

Therefore, it can be easily argued that the legal framework behind education in this
autonomous community is one which encourages foreign language at least theoretically
speaking. Looking further into the Orde for bilingual sections (2011) some added
clarification on how foreign language should be dealt with in and its presence at school the

sections is made (2011, pp. 10349-10350):

1. Foreign language is to be used up to a minimum of 50 percent in the bilingual
section.

2. Students who participate in the bilingual section will mandatorily take lessons in
the foreign language used in that section.

3. Students might receive two weekly language reinforcement lessons taught by the
foreign language teacher outside the official timetable (this is only applied to
secondary, upper secondary and vocational training).

Although it has been pointed out the academic elitism of these sections at the

beginning of CLIL implementation in Galicia (San Isidro, 2009) as a minimum mark was
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asked to participants of the bilingual section, the current normative does not address students’
marks as an issue to consider in regards to their presence in the bilingual section. However, it
makes emphasis on the fact that any student enrolled in any of the courses where bilingual
sections are offered can access to these with their parents’ consent (Orde, 2011, p. 10350).
Many scholars have pointed out the voluntary nature of these sections and the intrinsic
motivation behind being able to choose to become part of them (Gonzalez Gandara, 2015;
San Isidro, 2010); notwithstanding the fact that these statements could apply to bilingual
centres, it is not clear whether the same could be applied to plurilingual schools (see Chapter

3.4).

Other issues such as the number students per section need to be considered. Firstly,
the Galician educational framework states the maximum of students for secondary education
groups is 30 students, with 33 students for upper-secondary classes and a reduced 25 in
primary education (Orde 12 de marzo 2013, p. 7894). These numbers have been source of
public discussion for some time due to the so-calling ‘massification’ of the public school
system. Compared to this, the bilingual sections stand out as an alternative to this high
classroom ratio as the number of students per bilingual section is considerably lower: 12
students are needed to create a bilingual section, though the number lowers to 10 for upper-
secondary and vocational training education, and only 8 students are needed to form a
bilingual section in adult education (Orde 2011, p. 10350). However, contrary to the first
CLIL classes in which there was a general minimum number of students to form a section
(San Isidro, 2009, p. 37), bilingual sections with lower numbers could be implemented
depending on the centre’s traits and this being approved by the education inspection: this is
only logical if we consider “the different types of centre in relation to their location and even
more as Galicia is characterised by dispersed population in great part of its territory” (2009,

p. 37).
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Some other aspect which has seen greater development since the first experimental
bilingual section up until now is the CLIL teacher and their role. First and foremost, the CLIL
teacher has been considered as a subject or content-based teacher; this traditional take on
their role has led to many questions around the idea on whether the ‘language’ in Content and
Language Integrated Learning is being worked on. As mentioned above, foreign language
proficiency has been moving towards a more communicative approach in language learning,
so has teacher training as it is more common and common to find language proficiency
requisites (e.g. language certificates) in order to access different teaching-related masters in
Galicia (e.g. Master on High-School Teaching, Vocational Training and Language Schools).
This leads to a reconceptualisation on the subject teacher’s profile and their role in the
classroom and more specifically in the bilingual sections. In order to make sure the CLIL
teacher is proficient in the target language and, therefore, able to use it in the classroom, one
of the requisites found in the normative (Orde, 2011) is that every CLIL teacher should have
a B2 certificate in the language of instruction, though it should be pointed out this measure is

quite recent (2011).

Besides having a B2 certificate, the CLIL teacher needs to meet some other criteria
such as having a fixed position in the centre and to participate in activities for initial and
continuous training in CLIL teaching. In this line of lifelong learning and new resources, the
Galician government offers specific resources regarding CLIL in their foreign languages
webpage to be used in the classroom as well as providing a 50-hour certificate to the teachers
participating in CLIL programmes (2011, p. 10353). Among some other functions, the CLIL

teacher is responsible for:

1. Elaborating the specific syllabus at the beginning of each academic year.
2. Elaborating a final report.

3. Participating in the training sessions organised by the Conselleria.



113

4. Elaborating specific curricular materials

[my translation] (2011, p. 10353).

Even though the CLIL teacher is the main human motor of the bilingual section, they are not
alone on their task as some linguistic backup may be needed in order to adapt the content-
based lesson into a content-and-language one. Therefore, cooperation with a foreign language

teacher is necessary as stated in the Orde (2011):

The department of the corresponding foreign language will commit to the
coordination with the non-linguistic subject teacher of the bilingual section as well as
the possible students’ linguistic support with language reinforcement classes. In order
to do so, each bilingual section will be coordinated by the teacher who teaches the
foreign language to the group. Each bilingual section will have a coordinator [my

translation]. (2011, p. 10351)

This leads not only to a refashioning of the non-linguistic subject teacher, but also a new
uptake of the foreign language teacher profile as it is within their competences to offer
support to the CLIL teacher. In fact, these new functions are considered in the Orde (2011) as

follows:

1. To carry out a weekly follow-up and the coordination of the teachers part of the
bilingual section as well as drawing up a record of the topics and decisions reached.

2. To coordinate the elaboration of the linguistic project and the integrated syllabus
within the educational project of the centre.

3. To participate in the teacher training activities and to propose new activities.

4. To participate in the elaboration of specific materials, review and send the
management team the initial syllabus and the final report.

5. Ifapplicable, to tutor the programme’s language assistant.
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(2011, p. 10352).

These new teachers’ profiles leave room to discuss some practical aspects in regards to their
teaching practise and how the implementation of the bilingual sections would influence their
work. It is clear that the introduction of new measures, methodologies and practices would
bring some difficulties in their practical application such as materials, timetables and
cooperation between the different teaching members of the section. Therefore, one of the
main areas of interest would be team work between all participants in the implementation of
CLIL; having considered that the CLIL the foreign language teacher (coordinator) have
explicitly endeavoured to implement the bilingual section (a certificate of commitment from
both teachers is one of the requirements), it could be said that the CLIL group force is highly

motivated in the running of the bilingual sections and cooperation between its members.

In fact, research on the topic of CLIL and motivation has been carried out in other
regions of Spain (Lasagabaster, 2011; Doiz, Lasagabaster & Sierra, 2014; Fernandez
Fontecha, 2014; Fernandez Fontecha & Cangas Alonso, 2014; Lagasasbaster & Doiz, 2015;
Sylvén & Thompson, 2015). Furthermore, some longitudinal and quantitative research on
CLIL in Galicia has been carried out by some scholars (San Isidro, 2010, 2017; Gonzalez

Gandara, 2015). This is to be considered in the following pages.

San Isidro’s study (2010) sets off from his previous research on the topic (2009) in
which he stated that “according to the opinion of teachers in 114 schools taking part in CLIL
projects, an increase in students’ motivation towards additional languages and an
improvement in language competence take place via CLIL methodologies [...and that]
content taught in the different subjects via CLIL is assimilated in a similar way as in a non-

CLIL teaching context” (2010, p. 62). He then focus his study in providing evidence on CLIL
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results in regards to competence in the foreign language; in order to do so he draws three

hypothesis (2010, p. 64):

1. CLIL students would outperform non-CLIL students in a language skill test.

2. No significant differences in global and partial results would be found
between female and male students.

3. No significant differences in global and partial results would be found

between CLIL students from urban areas and CLIL students from rural areas.
In regards to the scope of the project, San Isidro (2010) bears in mind the different
Galician contexts when dealing with different groups of students from the four Galician
provinces in ten different schools who took part in the study voluntarily. The research was
carried out in May 2009; therefore, it must be considered that the collected data comes from
‘experimental’ bilingual sections (before the Orde 2011). 287 CLIL and non-CLIL students
(154 CLIL vs. 133 non-CLIL students) in the fourth year of secondary education took part in

the research being the second year in a bilingual section for the CLIL students.

The designed instruments to assess students’ competence in the foreign language were
skill-based approach tests bearing in mind the Common European Framework of Reference
(2001) above the A2 level but below the B1l. The tests were divided into: (1)
Reading/Writing, (2) Listening, and (3) Speaking; these first two were done individually
while the speaking part was done in pairs. Taking a look at the overall results of these tests,
San Isidro found out that the mean score for CLIL students were 69.85 over 100 while non-
CLIL students underperformed in contrast to their CLIL counterparts with a mean of 49.44
over 100 (2010, p. 69). Therefore, his first hypothesis was proved correct, though he also
highlights the fact that students participate in CLIL programmes voluntarily (2010, p. 70) so
their motivation in regards to foreign languages —hence, their level- could be a factor that

needs to be considered.
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Concerning gender differences among CLIL students in their level of proficiency in a
foreign language, the study found out no significant difference between male and female
means (70.55 and 69.28 respectively; 2010, p. 72). However, it is in his third hypothesis (no
difference between students from rural and urban areas) that San Isidro was refuted as there

are:

[S]ignificant context related differences as to oral skills between CLIL students in
rural and urban areas. This could be due to differences regarding resources at the
students’ disposal [...and the fact that] students in urban contexts have more
opportunities to have access to a myriad of different resources whereas those in rural
areas are often lagging behind in access to educational technology. A contributing
factor to this difference could be extracurricular exposure to English outside the

school environment. (2010. pp. 74-75)

This study brought to light some issues in CLIL implementation in Galicia by taking into
account the different geographical context and comparing CLIL and non-CLIL students
under the premise that CLIL enhances foreign language proficiency (also considering the
specific profile of these students in regards to motivation). However, due to the bilingual
nature of the Galician territory and its linguistic panorama some perceive CLIL and the
bilingual sections as a threat to Spanish and Galician learning in public schools stating that
the coexistence of three different languages would be challenging to the students’ learning
experience. Gonzalez Gandara (2015) addresses this issue in his longitudinal research of
bilingual sections in 13 Galician schools by proposing the research question ‘Does CLIL
have a negative effect of on academic performance in the Galician or Spanish languages?’

(2015, p. 15).
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In order to answer this, he carried out a longitudinal two group study in which the
experimental group consisted of 13 classrooms which had (at least) one subject taught
through CLIL and a control group of 44 classrooms with no CLIL-focused subjects having a
total of 747 students participating in the study. The gathered data is the evaluations from the
students’ schools, that is, their scores in Galician and Spanish. Using a quantitative approach,
Gonzélez Gandara proved there was not a significant difference between CLIL and non-CLIL
students in their language scores for Galician and Spanish, though he did find a small variable
in terms of the academic year he studied: the Galician mean was best in the academic year
2009/2010 and the Spanish score was slightly higher in 2010/2011 (2015, p. 18), though this
is probably due to the different students’ profiles and it has no relation with the CLIL

methodology.

Overall, the study proved that no negative effects have been encountered in Galician
and Spanish language proficiency. In fact, Gonzalez Gandara (2015) points out that “in an
initial stage, the mother tongue would be used more frequently and then the additional
language would be introduced progressively” (2015, p. 21); therefore, it could be argued that

the other languages would not be completely cast aside in the bilingual sections.

Concerning San Isidro’s 2017 longitudinal study on a Galician rural high-school, the
outcomes of the study contribute to “1) providing an in-depth knowledge of the effects of a
language policy on a multilingual CLIL educational context, and 2) validating the
participating stakeholders’ results, voice and views” (2017, p. 3). Three groups were studied
in this doctoral dissertation: students (20 CLIL students vs. 24 non-CLIL students), parents
(N=44) and teachers (N=6). Regarding the areas of the study, these are divided into three

focal areas:
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1. Measuring by triangulation attitudes, motivation and perceptions in students, parents

and teachers regarding the languages used (mother tongues and foreign language) as

well as the CLIL implementation during two academic years (2017, p. 18).

. Analysing students’ exams results in Galician, Spanish, English (curricular subjects)

and Social Sciences (CLIL subject) collected in three different moments in two years

(2017, p. 19).

. Analysing data related to classroom code-switching during students’ interactions

(2017, p. 19).

Regarding the first focal area, San Isidro points out:

[P]rogress in the development of more positive attitudes and motivations was different
in both groups [of students]. The CLIL cohort’s scores were significantly higher than
the non-CLIL group’s. Our results seemed to tally with the ones shown in previous
research literature, although in our findings the non-CLIL students also showed and

developed positive attitudes and motivation. (2017, p. 408)

This is further analysed in longitudinal terms; the motivation and attitudes in the CLIL are

maintained and improved and even the non-CLIL group presented a positive change

concerning these topics though to a lower extent than their CLIL counterparts (2017, pp. 408-

409). In contrast to this ‘homogeneous’ overall positive uptake on attitudes and motivation,

some significant differences are found between CLIL parents and non-CLIL parents: “The

CLIL parents cohort’s scores were significantly higher in every measurement and sustained

in time, whereas the non-CLIL groups’ answers showed lower scores and significant change

only took place after year two” (2017, p. 410).

Teachers’ views on these issues are also considered pointing out to students’ language

improvement (Galician, Spanish and English) from the teachers’ perspective (2017, p. 412).
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Furthermore, teachers’ views on content learning in CLIL differ in quantitative data (CLIL
affected positively content learning) and qualitative data (positive effects in content due to

the CLIL methodology were less clear) (2017, p. 412).

In regards to the second focal are of the study, the results from the standardised tests
present an improvement in both groups regarding foreign language proficiency though CLIL
students outperformed their non-CLIL counterparts (2017, p. 415). This could be also
extrapolated to the longitudinal data collected regarding students’ competence in Spanish and
Galician as CLIL students got better results than the other group (2017, p. 417). Furthermore,
the results regarding content (Social Sciences exams) “seemed to confirm that CLIL did not
make any impact on CLIL students’ learning of content over the two years of

implementation” (2017, p. 418).

Concerning the third focal area (analysing code-switching), the most common code
change occurred from English to Galician (2017, p. 420) as 95% of students use Galician as
an L1 (2017, P. 307). Regarding the types of categories in which students performed code-
switching, San Isidro (2017) points out six categories: “‘equivalence, reiteration, monitor,
side comments, alignment and intersentential code-switching” (2017, p. 420). Nevertheless,
the number of switches in regards to equivalence, reiteration, side comments and
intersentential code-switching was shown to decrease in CLIL students though there was an
increase in the monitor and alignment categories (2017, p. 420). Meanwhile, non-CLIL
students “reduced the number of switches to Galician by the end of the programme in three of
the categories: equivalence, monitor and side comments [though] [n]o change was identified
regarding alignment and a slight increase seemed to take place regarding reiteration and

intersentential codeswitching” (2017, p. 421).
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This study provides a thorough analysis of key issues to CLIL such as attitudes,
motivation and code-switching which need to be further studied in the Galician autonomous
community. This along the aforementioned studies open up the path towards a more
comprehensive study of the CLIL sections in which classroom observation should be one of
the key elements to be researched. Furthermore, some other practical aspects such as CLIL
materials (Bobadilla Pérez & Galan Rodriguez, 2015) have not been fully developed up to the
moment. In addition, the sociolinguistic and bilingual nature of the Galician territory makes
up for a wide terrain where CLIL research may grow in order to reach conclusive results
which may help the ultimate goal; to improve the work done in these CLIL classrooms.
Overall, the figures provided by the administration in regards to the implementation of CLIL
in Galicia are quite optimistic: a 93% degree of satisfaction for the CLIL sections in bilingual
and plurilingual centres has been reported. Also the figures for linguistic skills (Galician,
Spanish and FL) are reported to have doubled up in bilingual and plurilingual centres in
contrast to centres which have not implemented CLIL (General Subdirection of Education

Management, Innovation and Teacher Training, 2017).

3.4. Current Challenges in CLIL in Galicia

As any new trend, the implementation of CLIL and bilingual sections led to two
different responses: excitement and dread. Excitement because of the new and innovative
methodology implemented to improve both content and language learning. Dread because of
its newness and the intrinsic fear the unknown represents. Even though from the public’s
perspective it seems that CLIL has been around for quite a while now, it is very young
considering the fact that educational projects take a while to take root. Within the CLIL
phenomenon in Spain may have attributed the success or fail of this sections to the content
teachers and their level of proficiency in the foreign language, but some other issues need to

be addressed in order to understand the challenges in plurilingual education.
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As it has been stated, Spanish educational laws have addressed the plurilingual nature
of the Spanish territory in which languages cohabitate following the corresponding legislation
of each bilingual community. Even though the Spanish Constitution (1978) bears in mind the
status of co-official languages, it is each bilingual autonomous community’s job to deal with
the legal framework in regards to the co-official languages. Therefore, this may lead to some
issues related to the implementation of language policies in these communities which are to
be addressed by the autonomous government. It is worth mentioning here that these measures
may differ greatly from one bilingual community to another taking into consideration their
different natures; hence, the sociolinguistic panorama of each region should be accounted for

in the implementation of language policies.

The Galician case is characterised by a diglossic situation in terms of language usage
in the autonomous community. Marco Lopez (1993) pointed out that Galician has become the
most well-preserved minority language in Europe but also the one with least prestige (1993,
p. 181). Nevertheless, it is significant that Galicia is the bilingual community with the highest
number of bilingual speakers (Gonzélez Gandara, 2015, p. 20), though many of these
speakers who speak Galician on a daily basis are elderly people and the number of youngsters
who use both official languages is decreasing (Consello da Cultura Galega, 2017). The fact
that Galician language is being ‘lost’ by new speakers threatens the survival of Galician has
been met with official initiatives being introduced in public schools such as the Equipos de

Normalizacion Linguistica.

Considering the precarious position of Galician despite the legal measures taken to
secure its use and value, many feel its practical usage does not match the theoretical
background the Galician government has drawn and see the implementation of CLIL sections
as a threat to it. Educators, parents and teachers have opposed to bilingual sections stating

that a third vehicular language would only make more difficult the teaching and learning
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process. In order to implement these sections within the school environment, support is
needed from different fronts —academic staff, teachers and parents—; therefore, a lack of

commitment towards bilingual sections is an issue that needs to be overcome.

Furthermore, bilingual sections have to face not only the tradition in foreign language
learning in Galicia, but the whole educational panorama as well. As it has been previously
mentioned, foreign language learning has suffered great changes in regards to methodological
principles having to do with the communicative competence promoted by European
institutions. Among other reasons, CLIL sections have been introduced to address these
issues by putting foreign language into practice outside the FL classroom. Therefore, the
reconceptualization of the teaching and learning practise are to be addressed as a new change
in the curriculum. From a practical perspective the development of the communicative
competence would lead towards a change of focus in the classroom where skills development
would win over content learning. This would lead to a refashioning of the educational system

in terms of legal framework and classroom praxis.

The Spanish (and Galician) educational system has been traditionally one to prioritise
content knowledge rather than critical thinking and creativity which have led many (Gonzélez
Nieto, 2013; Lendoiro, 2014) to criticise this model understanding that learning skills rather
than contents would be more beneficial in the long term. Nevertheless, it must be considered
that content-based teaching has been the norm around Spain for decades if not centuries.
Therefore, a change of this magnitude (from contents to skills) would require commitment
and participation from all sectors starting with the curriculum; even though it is true the new
curriculum taken from LOMCE establishes more emphasis on skills and communication in
order to be at par with Europe, some issues have caused controversy in regards of ‘real’

classroom practice.
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For instance, assessment has become a hot topic as learning standards and not
contents are to be assessed. This implies a refashioning of the curriculum taking into
consideration these learning standards and how to evaluate students according to them.
Furthermore, this seems to be a double-edged sword in bilingual sections: if CLIL represents
‘content and language’ learning in an integrated way, should not these two terms be assessed?
If so, in what way? And how could this be possible if the same learning standards apply to
CLIL and non-CLIL sections? This would lead to a refashioning of the curriculum from the
educational government in order to answer to the reality of high-schools and the CLIL
methodology. The idea of content first, then language resonates with what researchers
(Dalton-Puffer et al. 2010; 2011) have found in other countries. Due to the lack of clear
language—related goals in the aforementioned legal framework, teachers are faced with the
challenging task of deciding on their own the language objectives which often leads to no
language goals at all because of not knowing how to do so or fear of an unknown subject

such as foreign language assessment

More recently, it has come to attention the problems that may arise with the famous
‘revalidas’ and the Selectividad exams at the end of upper-secondary education: many
students who had been part of a CLIL section where the language of instruction was a foreign
language are forced to take the exams in Spanish or Galician. This may lead to some further
inconvenience to the students’ already nervous disposition towards the tests as the content-
obligatory and content-specific terms which had been studied in English need to be translated
into Spanish or Galician. Moreover, this could be seen by students, parents and teachers as
further motive not to embark on bilingual sections as Selectividad exams have a strong

impact on students’ university career.

So far research on Galician sections has been made on the premise that participation

was voluntary and, therefore, students were predisposed positively towards the CLIL
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classroom (San Isidro, 2010; Gonzéalez Gandara, 2015). Nevertheless, it should be accounted

that there are two types of centres which offer CLIL teaching in Galicia: bilingual schools

and plurilingual schools®.

Bilingual schools: the most widespread throughout the community (4145 bilingual
sections in the academic year 2017-2018; Villar, 2017). At least one subject in any
academic level is offered following the CLIL methodology. Participation in these
sections is not mandatory and a non-CLIL alternative is offered for those who do not
wish to have a non-linguistic subject in a foreign language.

Plurilingual schools: 322 schools are considered plurilingual in the academic year
2017-2018 (Villar, 2017). The number of pluringual centres in Galicia has not stopped
growing exponentially since the first year of its implementation in 2010/2011 to such
extent that the number of these centres has doubled from 2012 to 2016 (Villar, 2016).
This widespread of plurilingualism has its roots in the Decree 79/2010 (2010) which
establishes that a third of the non-linguistic subjects should be taught in a foreign
language. Plurilingual centres address this legislation and implement the CLIL
methodology in all their academic levels by means of at least one subject taught using
a foreign language (usually English). In this case, students cannot choose between
taking the subject in a foreign language or in their mother tongue; all groups from the
same academic level are taught using the CLIL methodology (with the exception of

the group formed by students with special educational needs).

This should be considered in terms of motivation and perceptions of the foreign language and

CLIL subject in general. Although different studies have proved that CLIL students are more

motivated that their non-CLIL counterparts (Doiz, Lasagabaster & Sierra, 2014; Sylvén &

? Note here that when I refer to schools | am considering all centres from all levels of non-university education
(early stages, primary education, secondary education, upper-secondary education and vocational training).
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Thompson, 2015), these results should be taken in a broader context: firstly, motivation
towards foreign language learning is surely higher in CLIL students as they have chosen to
participate in the bilingual sections, so it is very unlikely they would have done so if they do
not have a positive attitude towards it. Secondly, these studies were carried out in bilingual

centres where students are able to choose; this is not the case in plurilingual schools.

Therefore, plurilingual centres may need to be considered differing from their
bilingual counterparts as students’ profile would be different. In plurilingual centres students
do not choose to be taught a non-linguistic subject in the foreign language, though it is true
this fact is probably known to them before enrolling. However, looking for an alternative in
other non-plurilingual centre could be challenging taking into account the legislation for
enrolling in public schools (living location is the first consideration). In these cases the fact
that plurilingual education wold become compulsory may lead to a negative uptake on CLIL

as an element forced upon the student and even as something to dread.

In addition to this possible negative viewing of CLIL on students’ side, the ratio of
students should be considered. Bilingual sections may be perceived as an elitist option due to
the academic profiles of those students who wish to take part in them (usually the best
students in academic terms) and also due to that the fact that bilingual sections have a lower
student-teacher rate (only 12 students are needed to create a bilingual section). Nevertheless,
it is a stated fact that the Spanish educational system is characterised by a high number of
students in the classroom and, although these sections may slightly differ from the norm, the
number of students is still high in general. In regards to CLIL methodology and the
communicative approach to foreign languages, a high number of students in the classroom
would only hinder the development of the communicative competence as over packed

classrooms in 50-minute lessons would not make feasible spoken communication from all
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students, especially if we consider the different types of learners in regards to their cognitive

learning style and their psychological differences (introverts and extroverts).

Having to cater for all types of students is within the legislation, but the practical side
has been further discussed by teachers as something they read on papers but with no hands-
on-approach response. Taking into account that the demographic of most teachers with a
fixed position in Galician public schools follows the European line of an ever increasing old
teaching force (OECD, 2014), it is not far-fetching to think that their learning on pedagogical
issues during their formative years was limited (e.g. the outdated CAP). Therefore, it could be
argued that new teacher training is necessary in order to face the diverse student force. This is
highly significant when dealing with CLIL students and multiple intelligences (Anastasiadou

& lliopoulou, 2017).

In her study ‘Are teachers ready for CLIL? Evidence from a European study’, Pérez-
Cafado (2016) states the training needs of pre- and in-service teachers, teacher trainers and
coordinators in regards to bilingual education. She accounts the ‘relative novelty of the
project’ and the tradition of the teacher as a ‘lone rider’ as some of the barriers to overcome
in the implementation of CLIL (2016, p. 203). Taking into account that CLIL teachers “must
not only master the foreign or second language, but must also have expertise in the subject
content and training in second language pedagogy. This requires intensive staff training in
pedagogical and theoretical aspects of language acquisition” (2016, p. 203). The study looks

into five different blocks concerning CLIL implementation and teacher training:

e Block 1: Linguistic and Intercultural Competence
e Block 2: Theoretical Underpinnings of CLIL
e Block 3: Methodological Aspects

e Block 4: Materials and Resources
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e Block 5: Ongoing Professional Development
The results of the study threw light on the perception of these blocks by teachers, trainers and
coordinators: while the levels of linguistic and intercultural competence (Block 1) is seen as
high, the theoretical understanding of CLIL (Block 2) needs to be worked on. Overall,
“training needs are deemed considerable across all five thematic blocks to a lesser extent on
linguistic and intercultural competence and to a much greater one on theoretical

underpinnings and ongoing professional development” (2016, p. 214).

This may lead to conclude that teachers do not perceive the implementation of CLIL
as further advancement on their professional careers, but what is more important for the
classroom reality is that CLIL teachers cannot exactly pinpoint what CLIL means in
theoretical terms; this could be interpreted as a deficiency in their training: in order to tackle
this issue, Pérez-Cafiado (2016) suggests incorporating CLIL training in pre-service teaching

modules or Master’s (2016, p. 205).

In regards to the Galician case, some courses are offered such as the PIALE (Orde 24
de abril de 2017) and CALC (Cursos de Actualizacion Lingiistica e Comunicativa) courses
whose objective is to improve the linguistic and communicative competence in a foreign
language by means of short immersion programmes or intensive courses within the
autonomous community. However, no courses on how to introduce the foreign language into
their content have been offered. Teachers meet voids or blind spots when it comes to the
CLIL methodology: what are the stages of a CLIL lesson? Do we plan a CLIL unit differently
to a non-CLIL one? Do we have to use all the time the target language? Where can | find

resources or materials in the foreign language?

All these questions might be answered with the right CLIL formation that has not yet

been given by the Galician government (no courses on CLIL and its theory have been offered
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up to this moment), but they also reside in a new competence-based profile of the CLIL
teacher. Melara Gutiérrez & Gonzalez Lopez (2016) try to draw the competence-based
profile of a primary education teacher specialised in CLIL which can be adapted to secondary
education teachers as well. In their research, six dimensions were presented for their

documental study in a discussion group and an informing group:

1. Language

2. Methodology

3. Personal Skills

4. Catering for Diversity

5. Assessment

6. Teaching Quality
Within these aspects the bilingual-based methodology (1%) is the one to be considering most
important when creating the teacher profile (the ‘integrated’ part of the CLIL acronym)
followed by the teacher’s linguistic competence (2"%), assessment (3), personal skills and
catering for diversity (4™) and tools for teaching quality coming last (2016, pp. 370-371). It is
interesting to see that methodology is the most significant trait of a good CLIL teacher: from
teaching strategies to selection of materials, it is the form (or skill) rather than the content
which is considered important when implementing CLIL, thus, coming back again to the idea

of skills (innovative education) over content (traditional education).

Concerning methodology, teaching materials is one of the first issues any teacher
needs to address. Finding the perfect textbook or materials is challenging in any teaching
situation: personal tastes, students’ background context, academic year and previous teaching
experience are some of the aspects to consider when perusing a possible textbook. To this,
the CLIL content teacher adds another challenge and that is to find a text in the target

language appropriate for their students. In the last couple of years, many CLIL textbooks
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have been produced; according to Doyle et al. (2010) some factors such as student and
teacher roles; and affective factors such as motivation and anxiety will influence the success
of these materials. Therefore, what works perfectly well for one CLIL group could not work

that well for another one.

Even now in a never-ending technological society with all the available materials it is
difficult to find that one textbook which could work and teachers resort to different resources:
some teachers prefer CLIL textbooks done by teachers in their own country as they feel they
understand the challenges and objectives of their CLIL classroom; other prefer textbooks
from an Anglo-saxon country as they feel encouraged that they are using the same textbook
native speakers are using miles away, but they all agree that adapting and creating materials

is the best way to get the sought product.

In order to get the desired results, Coyle et al. (2010, p. 95) indicate the necessity of a
continuum: 1) familiar language, 2) familiar content, 3) new language and 4) new content.
Hence, the choice of materials and its following adaptation should be done in terms of
content and language. This is not as easy as it may seem; even though it is true that every
teacher has probably adapted material during their teaching experience, the CLIL teacher
does not only face adapting the content but also the language. They can be helped on this bit
by the CLIL coordinator but it must not be forgotten their meetings are reduced to one hour

per week.

Nevertheless, this help is completed by the aid of a language assistant. Language
assistants are native speakers provided by the autonomous government (at least in
plurilingual centres).Usually, their hours are shared among all the academic levels during the
foreign language sessions, but they may also help in CLIL sessions. The interviewed teacher

for this work mentioned language assistants as something positive but with room for
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improvement: although he agreed it was positive students had a native speaker to help them,
he also pointed out that classroom management was a bit trickier with them and the language
assistant in the classroom at the same time (language assistants cannot be left alone with the
students) as students were easily distracted. Furthermore, he brought attention to the fact that
language assistants had no previous didactic knowledge and no experience in a classroom as
well as not being experts on the subject. Therefore, he felt their help was reduced to language

translation tasks.

To conclude, as any educational implementation, CLIL has been met with challenges
from all spheres of society. Even though government support in regards to funding has been
increasing in the last years, many issues on classroom practice need to be brushed up.

Broadly speaking, some areas which would benefit from a reviewing would be:

e Legal educational framework which should address more specifically CLIL
sections in terms of learning standards, assessment criteria and Selectividad
exams.

e More extensive teacher training should be looked for, aside from linguistic and
communicative competence (more based on CLIL methodology and how to
put it into practice in the classroom). Regarding CLIL training at university
level in Galicia, only one course on CLIL methodology can be found in the
master’s degree of Specific Didactics at the moment in the University of A
Corufa.

e Teaching materials should be given in depth thought in terms of both content
and language.

In order to cater for the classroom reality of the bilingual section, the diverse nature of all

CLIL sections should be considered and a specific reviewing on the needs of each section
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would be ideal. However, a common educational background with practical issues such as the
abovementioned would be indispensable so to provide the CLIL teacher with some guidelines

which would help them into creating a solid CLIL experience in Galicia.
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CHAPTER 4: MOTIVATION, COGNITION AND CLIL

The following chapter explores the affective filters (particularly motivation) and how
these are related to cognitive factors taking into account students’ and teachers’ perception of
CLIL learning and teaching. In order to do so, this chapter is divided into four different
subheadings: FL motivational theories (4.1), cognitive issues and language awareness (4.2),

affective factors in CLIL (4.3) and CLIL perceptions (4.4).
4.1. Theoretical Approaches to Motivation

L2 motivation research has been considered a quite recent phenomenon that goes back
to the mid-20™ century which looks at motivation in the foreign language from a linguistic
and sociolinguistic point of view. This field of study was initiated by Canadian psychologists
Gardner and Lambert (1972) with the former being the academic referent in the field until the
late 20™ century when other researchers such as Dornyei and Ushioda reconceptualised his
ideas. This led to a reconstruction and refashioning of the theoretical approaches to
motivation in L2 in the last couple of decades with Gu (2009) defining four different
approaches regarding L2 motivation-oriented theories: (1) social psychological approaches,
(2) cognitive-psychological approaches, (3) situated and process-oriented approaches and (4)

poststructuralist approaches.
Social Psychological Approaches

Within these approaches it is necessary to mention Gardner’s motivation theory and

his definition of motivation as:

[T]he combination of effort plus desire to achieve the goal of learning the language
plus favourable attitudes towards learning the language [...] the extent to which the

individual works or strives to learn the language because of a desire to do so and the



134

satisfaction experienced in this activity. Effort alone does not signify motivation. The
motivated individual expends effort toward the goal, but the individual expending

effort is not necessarily motivated [my italics] (Gardner, 1985, p. 10)

This definition establishes three different components to talk about motivation: effort, desire
and favourable attitudes. These are not considered independent units but they need to be

accounted for jointly in order to understand these as motivational factors.

Closely linked to these three concepts, Gardner draws two notions: integrative and
instrumental orientations (Gu, 2009, p. 39). The first one is related to a desire to learn so to
‘integrate’ themselves with the target community or have contact with its members (e.g.
learning your partner’s native language); while the second one (instrumental orientation)
deals with a more pragmatic approach to learn a language due to a positive regard to L2
groups and their understood value of language proficiency (e.g. learning a language to
improve career prospects). Regarding these two orientations, Gardner and Lambert (1972)
concluded that integrative orientation would lead to better results than instrumental
orientation due to the learner’s greater emotional involvement (Gu, 2009, p. 40). However,

Gu (2009) points out that these perceptions of orientations were challenged in later studies:

e Four more orientations (knowledge, friendship, travel and sociocultural
orientations) should be added to instrumental orientation (Kruidenier &
Clement, 1986). Besides instrumental orientation had more weight in L2
learners who were not close in space and attitude to the target culture (Oxford,
1996).

e Integrative orientation was to be found in L2 learners who were able to
interact with the target culture (Clement, Dérnyei & Noels, 1994; Ddornyei,

1990; Oxford, 1996).
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This led to a refashioning of the concept of ‘integrativeness’ in Gardner’s socio-educational
model by basing it three elements: (1) integrative orientation to learn the second language, (2)
a positive attitude towards the L2 community and (3) open attitude towards other groups (Gu,
2009, p. 41). Nevertheless, this new model and conceptualisation of integrativeness was met
with some discrepancies as this viewpoint only considered the individual’s attitudes and it
obliterated the societal end in the individualistic-societal continuum as well as leaving aside
some factors such as learning strategies, language anxiety, and instrumental factors (2009, p.
42). Therefore, it may be argued that a positive disposition toward the language and its
community would not lead to integrativeness as the sociocultural context and the factors

abovementioned need to be taken into account.

Following the idea of integrativeness and instrumentality, Csizer and Dornyei (2005)
created the self theory regarding L2 motivation with the concepts of ideal® and ought” self. In
this dichotomy, integrativeness is within the learning process of the ideal self, while
instrumentality is found in both selves depending on whether they are more externalised
(ought self) or internalised (ideal self) (Gu, 2009, p. 44). This brought Csizer and Dornyei
(2005) to a redefinition of L2 motivation as “the desire to achieve one’s ideal language self

by reducing the discrepancy between one’s actual and ideal selves” (2005, p. 30).
Cognitive-Psychological Approaches

In regards to cognitive-psychological theories it must be accounted that they continue
the social psychological approach of focusing “on the relationship between learners’
individual traits or internal factors within L2 motivation and the learning achievement” (Gu,

2009, p. 37) without considering the social spectrum of the L2 learner. In regards to L2

® Ideal self refers to who one would like to become (Csizer & Dérnyei, 2005, p. 29).

* Ought self refers to who one think is their duty to become (Csizer & Dérnyei, 2005, p. 29).
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motivation, three cognitive theories need to be accounted: self-determination theory,

attribution theory and achievement goal theory.

The self-determination theory (SDT) was initially developed by Deci and Ryan (1985,
2002) based on three different types of motivation depending on “the extent to which a
learner participates in an activity due to their inner drive” (Gu, 2009, p. 46). In order to study
this, they divided motivation into three different types: intrinsic motivation, extrinsic

motivation and amotivation (see Figure 15, Appendix C: Chapter 4).

e Intrinsic motivation (IM): “the inherent tendency to seek out novelty and challenges,
to extend and exercise one’s capacities, to explore and to learn” (Deci & Ryan, 2000,
p. 70). In the foreign language learning classroom this would be understood as the
effort a learner makes due to the interest generated by the activities presented. Going
a step further than the ‘intrinsic motivation’ label, some scholars (Vallerand, 1997;
Vallerand, Pelletier, Blais, Briere, Senecal & Valliiries, 1992) subdivide it into three
different subcategories:

o IM-Knowledge: “the fact of performing an activity for the pleasure and the
satisfaction that one experiences while learning, exploring, or trying to
understand something new” (Vallerand et al., 1992, p. 1005).

o IM-Accomplishment: “the fact of engaging in an activity for the pleasure and
the satisfaction experienced when one attempts to accomplish or create
something” (1992, p. 1005).

o IM-Stimulation: “someone engages in an activity in order to experience
stimulating sensations” (1992, p. 1006).

e Self-Regulation or Extrinsic motivation (EM): “the performance of an activity in
order to attain some separable outcome” (Deci & Ryan, 2000, p. 71). The inherent

satisfaction found in intrinsic motivation is not considered in this type of motivation
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as a more tangible outcome is expected (e.g. getting a language certificate). This
extrinsic orientation to motivation can be divided into different types depending on
the level of self-determination:

o External regulation: the least self-determined form as “behaviour is regulated

through external means such as rewards or constraints” (Vallerand et al., 1992,
p. 1006).

Introjected regulation: it is more internalised as “the individual begins to
internalize the reasons for his or her actions. However, this form of
internalization, while internal to the person, is not truly self-determined since
it is limited to the internalization of past external contingencies” (1992, p.
1006). Thus, it is considered “somewhat external” (Deci & Ryan, 2000, p. 72).
Identified regulation: “somewhat internal [...] conscious valuing of a
behavioural goal or regulation, such that the action is accepted or owned as
personally important” (2000, p. 72).

Integrated regulation: the most autonomous type in which “identified
regulations are fully assimilated to the self, which means they have been
evaluated and brought into congruence with one's other values and needs”

(2000, p. 73).

Amotivation: the least self-determined type of motivation, it refers to “situations in
which people have no reason for their performance [...] there is no relationship
between their actions and the consequence of those actions” (Gu, 2009, p. 47). Lack

of any type of motivation.

If L2 motivation is considered to be an ad continuum element, some issues regarding types of

motivation from social psychological and cognitive psychological approaches should be

mentioned. Gu (2009) points out that these types are related after having a look at different
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studies (Noels, Pelletier, Clement & Vallerand, 2000; Noels, Clements & Pelletier, 1999,
2001) to which she concludes that instrumental orientation is closely connected to extrinsic
motivation — external regulation specifically— and that integrative orientation is related to

intrinsic motivation (2009, pp.48-49).

Also the attribution theory needs to be mentioned in regards to L2 motivation and
cognitive psychology. Based on the concept of causal attributions and Heider’s (1958)
attribution theory on how people perceive causality, the basis of this theory endeavours to
understand the causes which may play a factor in learners’ motivational attitudes towards L2
learning. In order to do so, a diachronic perspective on the learners’ past and present is
studied so to investigate why some learners are highly motivated while others are not (Gu,
2009, p. 49). Three different dimensions are drawn within attribution theory in order to
understand causal attributions: locus of causality, stability and controllability (Weiner, 1986,

p. 551).

1. Locus of causality: the learner may locate the cause as internal or external.

2. Stability: a cause can be stable or changeable over time.

3. Controllability: to what extent a learner has control over an event or outcome.
However, this theory has been found to be deficient by not taking into account “the impacts
of the learners’ perceived future on their present motivated learning behaviors” (Gu, 2009, p.

50) as well as cultural differences concerning success and failure in non-Western countries.

Closely linked to this idea on learners’ perception of their own achievement, the
achievement goal theory brings focus to the motives-as-goals tradition. As a basis point this
theory states that “depending on their subjective purposes, achievement goals differentially

influence school achievement via variations in the quality of cognitive self-regulation
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processes” (Covington, 2000, p. 174). Therefore, achieving goals would have a direct

influence in the quality and the cognitive strategies used in the learning process.

It has to be considered the nature of the different type of goals as a key point in the

consecution of these. Taking into account the school as background context two different

types of goals should be accounted for: academic and prosocial goals.

Academic goals: these can be divided into learning goals (improving competency,
understanding and interest for the learning subject) and performance goals
(outperforming peers to improve status). Concerning these types of goals, Covington
(2000, p. 175) states that learning goals favour an in-depth processing of information,
thus, resulting in school achievement understanding failure as part of the learning
process and not as proof of incompetency. In contrast to this, performance goals offer
a superficial processing of the information that would lead to an ineffectual influence
on achievement with performance-oriented students using more sophisticated
learning strategies but controlled by a fear of failure. Having considering this as well
as extensive studies on the topic, Covington (2000) works with a sequence of goals
— cognitions — achievement, thus, arguing that a deep-level processing on the
cognitive spectrum would lead to an optimal background to goal achievement.

Prosocial goals: based on the need for approval as a motivating factor, they evolve
around the idea of social concerns and behaviours in schools (e.g. cooperation, rule
abiding, helping others, etc.). Elements such as the need to achieve a sense of
belonging to the group and the desire of individuals to perform well for the groups’s
sake (2000, p. 178) are considered even though, compared to academic goals, the
literature behind the topic of classroom achievement through prosocial goals has not

been extensively developed.
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Nevertheless, these goals should not be accounted for separatedly as “[n]ot only do prosocial
goals likely influence achievement in their own right [...] they also likely act jointly with
academic goals to influence achievement” (2000, p. 179). As a whole, some considerations
that may need some further enlightenment in achievement goal theory would be the learners’
cultural and social background in terms of how and whether academic and prosocial goals

could be found in different sociocultural contexts.

Situated and Process-oriented Approaches

In the early 1990s, Gardner’s motivational theory started being redefined focusing on
the educational field with Dornyei’s (1994) model of motivation with a multilevel perspective
to L2 motivation. Three dimensions (language level, learner level, learning situation level)
are considered related to three dimensions of language: social, personal and educational

dimensions.

e Language level (social dimension): it follows Gardner’s two subsystems (integrative
and instrumental) as it considers the individual’s emotional tendencies towards the L2
(instrumental) and their extrinsic motivation (integrated) (Gu, 2009, p. 53).

e Learner level (personal dimension): language use anxiety, perceived L2 competence
and causal attributions are some issues considered (2009, p. 52).

e Learning situation level (educational dimension): these are divided into three different
types of components:

o Course-specific motivational components (e.g. interest, relevance,
satisfaction).
o Teacher-specific motivational components (e.g. authority type, teaching style,

direct socialisation of motivation).
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o Group-specific motivational components (e.g. group cohesion, classroom
dynamics).

Nevertheless, some weaknesses were found in these dimensions and components as (1) there
is no clear relationship between the components; (2) the diverse nature of the components do
not allow empirical investigation; (3) the goal component is not considered; and (4) the
processes concerning the L2 motivation social dimension cannot be accounted for due to their
complexity (2009, p. 53). In order to bring a process oriented approach to L2 motivation,
Dornyei and Otta (1998) developed a process motivation model so to ‘“generate a
comprehensive framework that incorporates the multiple lines of research” (Gu, 2009, p. 54).
They divided then three main phases of the motivated behavioural process (pre-actional,
actional and post-actional stage); thus, moving closer to the process oriented tradition of
second language acquisition and practical implications for language learners and teachers

(2009, p. 54).

In this line of SLA, empirical studies of task motivation have been carried out in order
to move L2 motivation research towards “the more situation-specific and process-oriented.
Moreover, task motivation permits an investigation into learners’ motivation and their
specific language behaviors” (2009, p. 55). Findings on this type of task-motivation reported
that, due to its dynamic nature, motivation is built on continuous interaction between external

and internal factors as well as by situation-specific and more general motives (2009, p. 55).

Poststructuralist Approaches

Having considered the most long-term theories presented in the field of L2
motivation, Gu (2009) points out some concepts poststructuralist theories have introduced in

the field: identity, agency and structure, investment, social self and communities of practice.
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In poststructuralist theories regarding SLA, “identity and language are mutually
constitutive” (2009, p. 59) and identity is understood as “the way a person understands his or
her relationship to the world, how that relationship is constructed across time and space, and
how the person understands possibilities for the future” (Norton, 2013, p. 4). Nevertheless,
what Norton (2013) describes as ‘students’ positioning’ should be also considered as a factor
within identity politics which may play an important role in L2 motivation. Aside from this,
more traditional concepts of identity should be accounted for in the definition of ‘identity’:
“learner status, race, ethnicity, gender, class, age and social status might mediate a learner’s
access to linguistic resources, and especially, to interactional opportunities in the

second/foreign language” (Gu, 2009, p. 60).

Concerning agency and structure, sociological theories account for four different
perspectives of the agency-structure relationship in regards to L2 motivation research (2009,

pp. 60-62):

1. Structuralist theory: human beings are determined by social structures and L2
motivation is influenced by the outcome of this socialisation.

2. Interactionist theory: primacy of agency over structure.

3. Structurationist theory: agency and structure are intrinsically linked so no primacy is
given to one of these elements (interdependent relationship).

4. Agents are able to reflect and create “the social arrangements that facilitate the
realization of their own interests and ambitions” (2009, p. 61) while structure is
“always anterior to learners and providing an enduring context for them” (2009, p.
61).

Poststructuralist theories regarding L2 motivation argue that there needs to be a jump from
the conceptualisation of motivation to the matter of investment, understanding these as

interrelated but different concepts. While motivation has been considered in depth, the
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concept of investment goes a step further from motivation as “the notion of investment can
map the relationship between power, identity and language learning in a changing social
world in a deeper and more complex way than can the concept of motivation alone” (2009, p.
63). By making account of the concept of investment, language learning is seen as a
transaction of values: learners’ time and dedication for language proficiency. This would be

especially true concerning learners who seek a language certificate (instrumental orientation).

Regarding learners, the notion of the social ‘self” should be considered within
language learning motivation as a constant redefinition of the concept of the ‘self’ influenced
by their social context and their impressions as well as attitudes. It should be reflected on this
point Csizer & Ddrnyei’s (2005) concepts of the ideal and ought selves as the social self
would lean toward the ought self in terms of ‘commintment’ to society, that is, what it is
expected of them by social and even cultural forces (e.g. family, ethnicity, identity, etc.)

would shape the social self and their language motivation.

However, the social self does not exist in a vacuum, but learning involves a
socialising process within a community. Communities of practice refer to the process a
learner experiments from a peripheral participation to full participation (2009, p. 65). In order

to become part of the community, Wenger (1998) proposes three modes of belonging:

e Engagement: participation in a shared practice within the community.

e Imagination: going further than learners’ own experiences and perceptions.

e Alignment: coordination between members of community.
Therefore, social interaction and social belonging are issues that need to be considered in L2
motivation. From Gardner’s social-psychological approach to poststructuralist uptakes on L2
motivation, this field has seen much advancement in the last decades always building up on

previous studies to reach a deeper understand of the factors playing a role in learners’
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motivation. It has been pointed out the need for a multi-level approach to L2 motivation (Gu,
2009) so to provide to all variables within the groups studied in empirical research of the
topic. Thus, research on L2 motivation and its theories is likely to continue growing in the

following decades.

4.2. Cognition and Language Awareness

The interrelationship between affect, cognition and motivation has become a stated
fact in the last decades with the cognitive-psychological approaches to motivation making
explicit reference to the cognitive processes in L2 motivation (Ddérnyei & Ushioda, 2011).
This relationship has been referred to as the trilogy of the mind (Waninge, 2014) in order to
justify the psychological nature of the triad in which emotions and perceptions need to be
accounted for. In addition to this, bilingual individuals such as Galician students and foreign

language learning should be considered in this trilogy.

Firstly, the executive function needs to be accounted for in regards to bilingualism
impact in the individual in terms of (1) inhibitory control, (2) working memory or updating,
and (3) cognitive flexibility (Bialystok & Barac, 2013, p. 202). Taking as a basis point that
bilingualism improves cognition functioning (Mehisto & Marsh, 2011), it is believed that
bilingualism “increases the cognitive load that the bilingual individual can handle at one time,
that it improves episodic and semantic memory, increases metalinguistic awareness, and
encourages the development of higher-order problem-solving skills” (2011, p. 30). Therefore,
this would mean that the management of two languages leads to pivotal changes not only in

language proficiency but in non-linguistic cognitive issues as well.

In order to understand how the mind of the bilingual works, Cook (2012) coined the

term multicompetence:
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[It] involves the whole mind of the speaker, not simply their first language (L1) or
their second. It assumes that someone who knows two or more languages is a different
person from a monolingual and so needs to be looked at in their own right rather than
as a deficient monolingual, an idea put forward by Grosjean (1989) from a different
background. Multi-competence is thus not a model nor a theory so much as an overall
perspective or framework: It changes the angle from which second language
acquisition is viewed. It constitutes a bilingual ‘wholistic’ interpretation of
bilingualism as opposed to a monolingual ‘fractional’ interpretation of bilingualism.

(2012)

This breaks the idea that the bilingual could be considered a monolingual plus adding the L2
proficiency, but an entity on their own influenced and shaped by both language learning
processes. Thus, the additional cognitive demand of managing two languages results in an
improved executive function (Mehisto & Marsh, 2011, p. 33) which can be appreciated in
bilinguals’ metalinguistic awareness and their problem-solving abilities (cognitive

flexibility).

As CLIL is considered a high demanding cognitive methodology due to its dual-
focused approach to content and language, some scholars have raised concerns on whether
this method may not work as some students may feel cognitively overloaded, thus, their
learning process may be impaired (Otwinowska & Forys, 2017, pp. 473-474). On the other
hand, Mehisto and Marsh (2011) point out that “[a]s language learning requires considerable
time, it is heartening that research seems to indicate that even low levels of second language
learning can positively impact on the brain leading to increased metalinguistic awareness [...]

This has positive implications for a cognitively demanding approach such as CLIL” (p. 36).
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It cannot go unnoticed that the metalinguistic awareness found in bilingual individuals
allows for a deeper perception of the world (e.g. finding ambiguity in speech) and
understanding that words may have different meanings (2011, p. 35). It has been long proved
the relationship of bilingualism with proficiency in subjects such as Physics and Mathematics
(Farrel, 2011; Tumiel, 2012). Therefore, the implementation of a CLIL methodology where
scientific content and language are integrated could lead to a dual purpose concerning
cognitive advantages: to develop bilinguals’ problem-solving skills and to bring to heel

language awareness in the non-linguistic classroom in a natural environment.

Marsh (2008) highlights curricular pressure as a factor to consider in the CLIL
classroom and students’ motivation: (1) a desire to communicate with people from the target
culture (integrative orientation); (2) the effects of the classroom context, instructional
techniques and attitudes towards the course and the teacher (pedagogical concerns); and (3)
students’ linguistic confidence (p. 235). These factors are closely linked to the concept of
language awareness as students understand language as an instrumental tool (1) which can
influence the learning process (2) and also their own perception of their language abilities (3);

thus, making language become meaningful as it becomes part of their reality.

In regards to language awareness and cognition, Nieto Moreno (2016) points out that
CLIL enhances students’ cognitive flexibility, cognitive engagement, cognitive functioning,
problem solving skills and higher order thinking (p. 23). Concerning content learning,
quantitative studies have been carried out on whether CLIL benefits non-linguistic content
learning with different results: some studies show no differences between content learning in
CLIL and non CLIL groups (Dalton-Puffer, 2008) while others conclude that non-CLIL
students outperform their CLIL counterparts in content assessment (Fernandez Sanjurjo,
Arias & Fernandez Costales, 2016; Fernandez Sanjurjo, Arias & Fernandez Costales, 2017).

Notwithstanding the different background contexts that may influence content learning,
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Dalton-Puffer (2008) points out that “CLIL students work more persistently on tasks,
showing higher tolerance of frustration, thus acquiring a higher degree of procedural
competence in the subject” (p. 4). Therefore, it could be argued that the inhibitory control
which is part of the executive function allows CLIL students to overcome bouts of frustration
in order to reach their content-related goal though some further research needs to be carried

out.

Concerning language in CLIL, Nieto Moreno (2016) makes echo on studies done up
to the moment which argue that “the integrated curriculum is more effective in the acquisition
of a second language than traditional EFL classes” (p. 22). Nevertheless, according to
different studies, not all language areas benefit from CLIL (Dalton-Puffer, 2008; Ruiz de

Zarobe, 2011):

Benefited Language Areas Unaffected Language Areas

Receptive Skills Productive Vocabulary

Vocabulary Informal Language

Morphology Writing (e.g. accuracy, discourse skills)
Creativity Pronunciation

Fluency and Quantity Syntax

Emotive and Affective Outcomes®

Table 1: Language areas affected/unaffected by CLIL. Based on research by Dalton-Puffer (2008, p. 5) and
Nieto Moreno (2016, p. 22).

It cannot go unnoticed that receptive skills such as reading and listening are benefited
in CLIL lessons due to the instrumental nature of the foreign language and its place in the
lesson background context: students are constantly exposed to the language by means of

materials in the foreign language and the teacher’s explanations. In regards to the benefits

> These will be further developed in Chapter 4.3
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shown in the vocabulary area, it could be argued that vocabulary is explicitly dealt with in the
CLIL lesson (explicit knowledge) as an important part of the language of instruction; thus,
“through studying content subjects in the foreign language CLIL learners possess larger
vocabularies of technical and semi-technical terms and possibly also of general academic
language which gives them a clear advantage over their EFL-peers” (Dalton-Puffer, 2008, p.
6). Furthermore, morphological low-level processes such as the third person —s and the
regular past —ed become automatised (Ibarrola, 2012). Concerning creativity, fluency and
quantity, Dalton-Puffer (2008) associates these benefited areas in CLIL to positive affective
outcomes: “after a certain amount of time spent in CLIL lessons the learners seem to lose
their inhibitions to use the foreign language spontaneously for face-to-face interaction”

(2008, . 6).

However, research up to the moment has proved that not all areas of language are
benefited from a CLIL methodology; for instance, pronunciation has not been found to
improve CLIL students’ skills in this area (Pérez Cafiado & Lancaster, 2017), probably due to
the fact that it is not explicitly dealt with in the CLIL classroom and the need for long-term
exposure in order to create a change in the learners’ pronunciation skills. Concerning other
language areas, some aspects of writing and complex syntactical structures are not found to
be influenced by CLIL methodology which Dalton-Puffer (2008) argues it has to do with low
writing skills (even in the mother tongue) and a lack of explicit explanation in the classroom
(p. 7) respectively. It could be also argued that the language of instruction and the
microfunctions of language are not adequately implemented in the lessons. Even though it is
clear that lexicon is the main area positively influenced by CLIL, not all lexical items meet
this requisite: although academic language proficiency has been proved (Lorenzo &

Rodriguez, 2014), informal language has not benefited from CLIL; this can be explained by
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reflecting on the type of language used in the classroom as a great deal of it is considered

academic language.

Aside from the language goals CLIL promotes, the development of learning skills
cannot go unaccounted as part of implicit learning techniques. In order to address the learning
to learn competence in 2" year of ESO students in Castilla La Mancha from CLIL and non
CLIL groups, Nieto Moreno (2016) carries out a study dealing with two dimensions:
“learning and self-regulatory strategies” and “metacognitive strategies” taking into account
the cognitive and metacognitive processes respectively (p. 26). Overall, CLIL students
outperformed their non CLIL counterparts in both dimensions concluding that “CLIL
students use cognitive and metacognitive strategies more than their non-bilingual peers
[...]Jand that they successfully develop, according to the opinion of their teachers, lower and
higher thinking strategies” (2016, p. 29). In addition to this, CLIL students are found to learn
more with problem solving activities rather than more mechanical tasks (2016, p. 28) as the
former ones are more cognitively demanding; thus, resonating with Mehisto & Marsh (2011)

and their uptake on CLIL and cognition.

Having looked at some areas and skills are acquired through explicit or implicit
means, it has become clear that CLIL promotes both explicit and implicit knowledge.
However, according to SLA theories age is a significant factor in the acquisition of a foreign
language which should be considered (de Groot, 2011; Herschensohn, 2013; Li, 2013). In
regards to the acquisition of the mother tongue, the critical (or sensitive) period hypothesis
refers to an optimal time period for L1 acquisition that goes from early childhood to early

adolescence (from age 2 to age 12; Herschensohn, 2013, p. 317).



150

However, it has been less clear whether there is a sensitive period for L2 learning
considering that the higher the age of acquisition the lower the language proficiency (2013, p.

317). Concerning a L2 categorical critical period uptake it has been stated that there is:

[n]o empirical corroboration for a single definitive age of terminus for a critical period
since research shows that different subdomains of language are affected at different
ages [...and] true periods are strictly biological and linked to maturation, whereas
L2A is impacted by a range of non-biological factors [...] Finally, the distinct roles of
maturation and experience in L2A cannot be separated, and some scholars maintain

that the latter — exposure to the TL — is more important than the former. (2013, p. 320)

Therefore, external factors such as exposure may play a significant role to L2 learning,
though not in the same form of L1 exposure during the maturation years. Even though there
is no clear critical biological period for L2 learning, it has been pointed out that there is a
“maturationally sensitive period for L2A, which offset decline beginning at age 4, and steeper

decline occurring thought the teen years, but with no definitive terminus” (2013, p. 320).

Furthermore, a shift in cognitive functions has been studied having in mind the
implicit and explicit learning dichotomy (DeKeiser, 2008) and the “less is more” hypothesis
(Johnson & Newport, 1989): the less developed the cognitive capacity (young learners) the
more learning advantages in regards to gradual and implicit learning (Li, 2013, p. 149). In
contrast to this, higher cognitive capacity in adults results in the use of “explicit analytic
procedures in dealing with complex aspects of language” (2013, p. 149). Nevertheless, this
does not mean that implicit learning can only be found during the early stages of life, but both
implicit and explicit learning are present in L2A no matter the learner’s age. However, it is

true that adult learners prefer explicit knowledge of the language as their awareness of
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language is higher in most cases, especially when learning a foreign language for

instrumental reasons.

In addition to the maturation of the brain, some other variables need to be accounted
in the acquisition of a L2 in contrast to L1. Herschensohn (2013) points out external
influences such as education, literacy and amount of input as well as individual
characteristics (e.g. sociocultural identity) which may influence the L2 learning process (p.
334). Concerning this, the learner’s situational context should be accounted in terms of L1
and L2 as well as how these are influenced by linguistic policies and the linguistic reality.
This may lead to some discrepancies between the two entities (policies and reality) due to

sociolinguistic issues such as in the Galician case.

Having already considered the sociolinguistic situation of Galicia (Chapter 3), this
should be contextualised in regards to foreign language learners. It has been stated that two
languages are official in the Galician territory (Galician and Spanish); however, their official
status differs from the sociolinguistic reality of the autonomous community. Even though the
linguistic situation of Galicia in the legal framework caters for equal bilingualism (both
languages have equal nature and there is no prestige variety), the linguistic reality does not
reflect the legal framework; Galician and Spanish are not used indistinctively nor they are

used equally, therefore, many have considered Galicia a diglossic community.

Language use has ideological implications in the Galician territory; many still link
Galician with the lower classes and do not consider it a suitable language for academic or
professional purposes. This appreciation of the Galician language in the 20™ century has
resulted in a decline of the number of people who speak Galician, especially young
population. Receptive skills aside, the strongest impact to Galician language has been found

in the productive skills (speaking and writing) with some pointing out to the seemingly
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artificial normative Galician (contrasting with the traditional Galician used by native

speakers) as a downside for Galician usage (Consello da Cultura Galega, 2017, p. 18).

This decline of Galician and its users calls for a reconceptualization of the type of
bilingualism found in the community with many Galician people categorised as passive
bilinguals; they may be surrounded by Galician and have native-like understanding of the
language but they do not use the minority language. Therefore, they may be considered
pseudobilinguals in the sense that their skills are further developed in one language. This
would mean that, even though the legislation caters for a balanced bilingualism, the
sociolinguistic reality is one of ‘pseudo-equal’ bilingualism as the two languages are not used

‘equally’ or perceived to have the same prestige.

This sociolinguistic reality needs to be accounted for in educational terms and to what
extent this pseudo-bilingualism would influence Galician students’ foreign language learning.
To start with, the Spanish educational legislation promotes foreign language learning from
the early stages of mandatory education onwards and awareness on the importance of English
as a lingua franca (Tabuenca Cuevas, 2016) has risen at par with globalisation. These facts
have led to an exponential increase in foreign language acquisition, in which the concepts
bilingual and multilingual have become a necessary, if not desirable, reality. According to
Lorenzo, Trujillo & Vez’s (2011) types of bilingualism, this promotion and encouragement of

second language acquisition fits into the additive bilingualism category.

In addition to this uptake on foreign language, it should be considered whether
English in Galicia is a L2 or a L3. In order to tackle this issue, three variables should be

accounted: (1) situational context, (2) language proficiency and (3) language perceptions:

1. Situational context: the most external and easily observable variable. Different

situational environments are present in the Galician territory (urban, semi-urban,
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semi-rural and rural). Language usage (Spanish and Galician) is often conditioned by
the context (e.g. Spanish is mostly used in urban context while Galician is relegated as
an unlikely option). Even though all public schools need to follow an ‘equalising’
policy regarding language use, the classroom reality may differ from the legislation
depending on the school’s surrounding situational context.

2. Language proficiency: balanced bilinguals. Addressing language proficiency in
Spanish and Galician may be controversial considering the many variables while
assessing languages. Comparing results on linguistic competences for both languages
in schools and high-schools may throw some light on the matter, though there may be
some shortcomings on how to effectively assess language proficiency by quantitative
means. It is also worth mentioning that the concept of bilingualism as a linguistic
system with the same level of proficiency in two languages may be challenging if the
different language skills (reading, listening, writing and speaking) are measured:
equal scores on all may be impossible.

3. Language perceptions: some perceptions on language shape language usage as well as
language awareness (e.g. Spanish as the language to use on a doctor’s appointment).
Depending on this unconscious (and even conscious) use of languages, students may
feel that one language is less important than the other. In the last study done on the
topic of linguistic attitudes and awareness in Galician youths (Consello da Cultura
Galega, 2017), the participants show awareness on the linguistic situation of Galician
and desire to improve it, they show low commitment to do so (pp. 54-55).

These variables do not give a clear answer to whether English should be considered a L2 or a
L3 due to the great diversity within the Galician territory. Galician has been promoted from
official sources and this has resulted in greater awareness to the linguistic situation in Galicia.

Therefore, even though language use may be decaying in some demographic sectors,
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language awareness is rising. This along with contextual variables (e.g. administration,
school, etc.) may give hope to think of Galician as an L2 with all the cognitive advantages
bilingualism represents. Therefore, it could be argued that English is indeed a L3 in Galicia,

though the influence of the L2 may differ greatly from one group to another.

4.3. Affective Factors in CLIL

Human development relies on variation; whether these variations are a product of
natural (e.g. biological maturation) or artificial causes (e.g. regulated learning) it is difficult
to point out how and to what extent the variable may influence human development.
However, there are predictable tendencies —often referred to ‘stages’-that may be accounted
(Verspoor, 2014). In order to do so, language developmental research needs to consider what
Verspoor (2014, p. 39) defines as ‘initial conditions’ (conditions showing a high degree of
variability) and attractor states (more stable ‘stages’ of development) within the dynamic
system theory. This would lead to an understanding on the human and language
developmental process that goes from an initial variability towards a subsequent stability. In
pedagogical terms, learners may have different trajectories due to initial conditions and their
individual relevant variables such as the individual’s personality type, the level of proficiency

at the beginning of the study, contextual issues, attitudes and motivation (2014, p. 45).

According to Dérnyei (2009a), these factors do not exist on a vacuum, but they act as
integrated systems; therefore, he proposes the term ‘conglomerates’ so to point out the
integrated and interrelated nature of the different factors playing a role in motivation.
Concerning the combination of motivational, cognitive and emotional factors, Ddrnyei

(2009a) outlines four motivational conglomerates:

1. Interest: the most explicit motivational factor. Curiosity and engagement are

cognitive-based elements found within its definition.



2.

155

Productive learner role: learner’s place in a dynamic group situation and their
performance.

Motivational flow: “a state of intensive involvement in and focused concentration on
a task that feels so absorbing that people often compare it to being outside everyday
reality” (2009a, p. 3).

Vision: linked to the concept of ‘ideal-self’. Learner’s perception on what they would

like to become in regards to their learner persona.

Nevertheless, different attractor states and conglomerates can be found in different research

settings depending on their aims and the study group. Waninge (2014) identifies attractor

states by studying classroom experiences perceptions by means of interviews to a

homogeneous group:

Engagement: learners are immersed and focused on the task leading to “a loss of self-
consciousness and distortion of time” (2014, p. 197) which is linked to the concept of
“flow’.

Interest: the most frequently mentioned state in Waninge’s study (2014), the
definition of ‘interest’ is a controversial topic though it encompasses affective,
cognitive and motivational processes (p. 197). Overall, Waninge defines it as an
“active engagement and enjoyment combined, leading to more active participation in
the on-going learning activities” (2014, p. 201).

Anxiety: related to fear, worry and even frustration, anxiety has been studied as being
a negative variable on learning processes from a linguistic and cognitive perspective
(Glrsoy & Akin, 2013; Sylvén & Thompson, 2015).

Boredom: ““a state composed of unpleasant feelings, a lack of cognitive stimulation

and low physiological arousal, a sense of time passing slower than usual and a



156

tendency to disengage from the activity” (Waninge, 2014, p. 198). Boredom may be
given by a lack of challenge, information overload or low interest on the topic.

e Neutral attention: neither boredom nor interest, it is an attractor state defined by
passiveness towards the learning situation (or object). It could be linked to the concept
of ‘amotivation’ in cognitive psychological approaches to motivation.

In regards to affective factors and attractor states in the CLIL field, some research has been
carried out recently (Seikkula-Leino, 2007; Ferndndez Fontecha, 2014; Heras &
Lasagabaster, 2015; Lasagabaster & Doiz, 2015) with the common idea that “language
learning and motivation benefit from each other in a CLIL context” (Fernandez Fontecha,
2014, p. 24). Affective factors such as general, extrinsic and intrinsic motivation (Fernandez
Fontecha, 2014), self-esteem and motivation (Seikkula-Leino, 2007; Heras & Lasagabaster,
2015), and anxiety, goal orientation, effort/expectancy and parental encouragement
(Lasagabaster & Doiz, 2015) have been studied in CLIL literature. Having already taken a
look at types of motivation in this chapter, some other factors will be considered in the

following lines:

e Self-esteem: individual’s psychological construct related to self-concept though
“[t]he main difference between self-concept and self-esteem is that the latter is also
connected to the individual emotional factors. As opposed to self-esteem, self-
concept is a more objective description of oneself” (Seikkula-Leino, 2007, p. 333).
Furthermore, the idea of academic self-concept (Trautwein, Ludkte, Koller &
Baumert, 2006) needs to be considered due to the educational nature of the learning
process and CLIL learning in particular.

e (Goal orientation: based on Gardner’s (1985) concepts of integrated and instrumental
motivation. Due to the specific context of the CLIL groups (no contact or clear

identification with the L2 community), integrated motivation has not been considered
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in CLIL studies; the focus is on instrumental orientation (Lasagabaster & Doiz, 2015,
p. 6).

o Effort/expectancy: effort is defined as “the motivational strength or intensity the
individual exerts on language learning” (2015, p. 7). It may be constructed around the
idea of goal achievement while expectancy relies on the idea of increasing
autonomous L2 learning throughout time.

e Parental encouragement. as one of the main maturational influences on young
learners’ development, parents’ involvement and attitudes towards the CLIL learning
process may influence motivation positively or negatively: learners may feel
pressured to achieve certain academic levels; thus, reflecting on the social construct
of the ought-to L2 self (2015, p. 7).

It may be noticed the last considered factor (parental encouragement) as an ‘external’ force: it
is not an inner quality to the individual. In contrast, other affective factors such as self-esteem
and effort deal with the learners’ intrinsic process. Therefore, some external and contextual
factors may play a significant role in the learning process. Regarding CLIL regulated
learning, some issues may be worth mentioning such as classroom dynamics, teacher’s

profile and short-term/long-term development:

1. Classroom dynamics: as a starting point, it must be mentioned that CLIL encourages
group and pair work learning so to tackle communication and language (two crucial
points of this methodology). However, many variables can be accounted in the
classroom that may challenge this idea: students’ ratio, suitable classroom space and
materials are some of them. Taking as a basis point that learners would benefit from a
‘communication-friendly’ environment and the fact that learners are social beings, it

could be argued that classroom dynamics, that is, relationship-based interactions (e.g.
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group work, task-based approach etc.) would enhance affective factors such as
motivation.

Teacher’s profile: aside from their language proficiency and content-related
knowledge, the teacher’s profile needs to be accounted in terms of teaching style,
classroom presence and language usage. Some research has been carried out on the
topic (Moate, 2011; Escobar Urmeneta, 2013) concluding that the CLIL teacher
personae differ from their non-CLIL teaching practice as “teachers cannot always rely
on familiar techniques and methods. This impacts the emotional experience of
teachers and actual classroom practice” (Moate, 2011, p. 337). Furthermore, the
absence of humour due to language difficulties and the teacher’s “artificial’ attitude is
reported as a major drawback (Moate, 2011) to ‘bond’ with students and create a
relaxed environment. In addition to this, Escobar Urmeneta (2013) points out that
teacher-led interactions and their reflection on their practices as significant factors to
consider in order to promote communicative situations among learners. Therefore, the
teacher’s presence in the classroom may influence to a great extent the
communication taking place during the lesson as well as classroom environment; thus,
reflecting on learners’ level of comfort and predisposition towards the course. This
would mean that learners would be emotionally influenced by the teacher’s profile
(e.g. an unapproachable-looking teacher would result in ‘feeble’ communication on
the students’ side both content and social wise).

Short and long-term development: related to goal achievement, any type of learning
caters to different goals concerning timing. For instance, the long-term aim of CLIL is
to allow students to acquire content and language goals, though a short-term aim in a
CLIL lesson could be less ambitious (e.g. students understand a content-related text in

the language of instruction). Short and long-term development work in a similar line;
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students may not be aware of a long-term developmental process concerning the
foreign language, but they may be more conscious of short-term goals and their
acquisition (e.g. carrying out a presentation). This would mean that by enhancing the
importance of these short-term goals (and giving feedback), students may feel
positively predisposed towards the subject and CLIL methodology as this
development-based awareness would influence affective outcomes bearing in mind
that “motivation [in sustained long-term activities] does not remain constant during
the course of months, years or even during a single lesson” (Dornyei & Ushioda,
2011, p. 6).
However, it is worth mentioning that contextual variables are not to be studied on their own
when it comes to affective factors, but individual differences should be also accounted for,
though they may pose some research-related concerns. Taking as a standpoint human
variation, the term individual differences (IDs) should be understood as “characteristics or
traits in respect of which individuals may be shown to differ from each other” (Ddrnyei,
2009Db, p. 181). Research into individual differences is often based on the concept of stability
(2009Db), that, is, the perceived stable nature of these concepts as intrinsic to the individual.
Therefore, “ID constructs refer to dimensions of enduring personal characteristics—or traits—
that are assumed to apply to everybody and on which people differ by degree” (2009b, p.

181).

Concerning SLA research, language aptitude, motivation, learning styles, learning
strategies and anxiety are traditional 1Ds which apply to everybody in a different measure.
However, Dornyei (2009b, p. 184) states that this selection lacks three personality facets:
emotions, interests and general knowledge. Having already considered the concept of
‘interest’ in this chapter, emotion and general knowledge should be accounted as individual

factors:
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e Emotions: often considered transient states, emotions have been dealt with as
psychological and cognitive individual elements which fluctuate over time due to
external influences and inner struggles within the individual. However, some scholars
argue that individual emotional patterns and predisposition are quite stable
(Rosenberg, 1998; Keltner & Ekman, 2000); therefore, they should be studied in L2
learning as “the process of learning an L2 is known to be emotionally highly loaded”
(Dornyei, 2009b, p. 184).

e General knowledge: “the amount of domain-specific knowledge that that person has
acquired in the past” (2009b, p. 185). Concerning CLIL, the domain-specific
knowledge is defined by the content of the subject (e.g. Physics) which would also be
influenced by the learner’s interest on the topic. In regards to the language of
instruction in CLIL, some degree of language proficiency -thus, language
knowledge— becomes part of the general knowledge used in the lesson, though from a
highly instrumental perspective.

Nevertheless, 1D factors cannot be considered fixed categories as it is not possible to
generalise “across situations and time, since even genetically inherent characteristics interact
with environmental factors, displaying an integrating impact” (2009b, p. 189). Their
multicomponential nature along with their lack of stability and context independence (2009b)
has resulted in what Dornyei (2009b) describes as the ‘individual differences myth’; research
has tried to achieve two contradictory objectives: “to understand the general principles of the

human mind and to explore the uniqueness of the individual mind” (2009b, p. 181).

Notwithstanding the traditional ID factors in psychology-led research, SLA research
needs to consider affective and individual factors which may be relevant to gather data on
foreign language students. Taking into account the emotionally charged environment in a

foreign language lesson, students’ perception of the target language and their subconscious
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attitudes attached to it may be worth exploring. However, as any non-straightforward
element, researching subconscious attitudes to the foreign language may be difficult to deal
with in a group, especially considering the different situational and individual profiles.
Furthermore, it would be challenging to point out to what extent these attitudes influence the

learning process.

Another issue to be considered within the SLA framework and affective factors in
CLIL is students’ perceived competence. Metalinguistic awareness in bilinguals has been
mentioned (Chapter 4.2) from a distinctly cognitive point of view. Nevertheless, it has to be
considered within the student’s emotional state; for instance, a student who perceives their
level on the language of instruction as low would feel discouraged during the CLIL lessons in
which the foreign language is the vehicular language. On the other hand, a student with a
high perception of their own language proficiency would feel comfortable (and even

challenged) in the CLIL group.

Linked to cognitive perceptions and motivation in the EFL classroom, Henscheid
(2015) studies this relationship by considering Burns’ (1980) cognitive distortions in order to
“identify thoughts that might negatively affect students’ motivation and attitudes towards
studying English” (Henscheid, 2015, p. 12). These distortions (Burns, 1980, pp. 42-43) could

be contextualised to the CLIL methodology and CLIL students as follows:

1. All-or-nothing thinking: performance results are understood in black-
and-white, either they are perfect or they should be considered a failure. For instance,
the CLIL learner understands everything in a content-related text in the language of
instruction but one sentence; this slight difficulty makes the learner think they have

not achieved the text’s goal (e.g. understanding the text).
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2. Overgeneralisation: one negative event is seen as a long-term pattern of
negative outcomes. A CLIL student may need to switch to the mother tongue to
explain a concept; thus, becoming distressed and thinking their speaking skills are not
good.

3. Mental filter: dwelling on a negative detail and creating a bleak vision
of reality. Student is not able to complete an exercise so they think they are not good
at school.

4. Disqualifying the positive: positive experiences are not given enough
credit. An example of this is a student getting a good grade on a paper in the language
of instruction, though they do not think much about it as it is ‘just’ a paper.

5. Jumping to conclusions: making a negative interpretation of events
even though there are not objective data to back up that idea. Burns (1980) divides

this distortion into two subdivisions:

a. Mind reading: concluding that someone is reacting negatively towards you
with no objective clues to support the argument. This may be very
common in any classroom with the usual ‘That teacher hates me’ diatribe.

b. The Fortune teller error: anticipating negative outcomes and feeling secure
on the veracity of your claims. For instance, a CLIL student may know the
answer to a question the teacher asks, but does not dare to answer it
because they think they will mess up if they answer in the foreign

language.

6. Magnification (catastrophizing) or minimisation: exaggerating or
minimising the importance of things, e.g. student may feel their achievement is not as
great as their peers because their [the peers] presentation was more difficult than

theirs.



163

7. Emotional reasoning: believing that your negative emotions reflect
reality. Therefore, a student who feels stressed may think that classes are stressful.

8. Should statements: motivating yourself by drawing different ‘should’
and ‘shouldn’t’ statements. In case you do not achieve those, the emotional
consequence is guilt. For instance, CLIL students may feel they ‘should’ study more
hours for the CLIL subject due to the extra challenge of the foreign language and, if
they do not, they feel guilty.

9. Labelling and mislabelling: “an extreme form of overgeneralization”
(Burns, 1980, p. 43). Attaching a pejorative label to yourself after making a mistake
(“I fell, 'm such a klutz”) or to others (“The teacher is a pushover”). Mislabelling
consists of describing an event with emotionally-charged language: “The lesson was
boring because I didn’t understand a thing”.

10.  Personalisation: the self is considered the cause of an external negative
outcome even though they were not primarily responsible. A possible case scenario of
this distortion could be as follows: a CLIL student may ask the teacher to translate a
concept into the L1; later the CLIL teacher may repeat a difficult concept in the
mother tongue and that student may feel this was done because of him.

These cognitive distortions provide an overview of some processes and elements which may
influence the learning process as well as students’ affective filter. Having considered the
close relationship between affectivity and cognition, it must be concluded that any study in
motivation should tackle these concepts. Nevertheless, IDs (individual differences) may make

the study of these factors particularly challenging.

Different affective factors may be found in the CLIL classroom due to the learning
process nature and the additional emotional charge of the CLIL methodology: contents are

taught in a language other than the L1 (or L2 in bilingual environments such as Galicia);
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different assessment practices; communication may be more strained due to linguistic issues,
etc. Notwithstanding the different affective factors concerning CLIL, it is clear that
motivation plays a significant role in content learning and SLA as “an increase in students’
motivation towards additional languages and an improvement in language competence take

place via CLIL methodologies” (San Isidro, 2010, p. 62).

4.4. CLIL Perceptions: Teachers’ and Students’ Insights

CLIL as a ‘worldwide’ phenomenon has resulted into some discussion about the
viability of its implementation (e.g. materials, resources) and its results (‘Does FL
proficiency really improve thanks to CLIL?’). Overall, results and attitudes towards CLIL
differ depending on the country where CLIL takes place and even the profile of the
autonomous community may play a crucial role in perceptions and attitudes (San Isidro,
2017; see Chapter 3.3.); countries such as Austria and Finland in which CLIL is widely
studied and reported to have good results (see Chapter 2.4) though others such as Spain
recount different types of results especially in non-academic newspapers (Sanmartin, 2013;

Marias, 2015; Setién, 2016).

These reports should not be set aside as they may reflect the public’s perception on
bilingual education or even influence the collective’s mind. Any issue concerning education
is set to bring controversy; as one of the main common elements to society (most people have
received some type of regulated education), people may feel free to discuss education by
reflecting on their own learning experiences which may lead to subjective conclusions. It
should not be understood by this that the public’s opinion is not valid or objective but that it
may be influenced by particular elements. Furthermore, these perceptions may help to

understand the challenges CLIL needs to overcome in Spain in order to become successful. In
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this line, the perceptions of CLIL teachers and students on the subject need to be considered

as they are the main human sources influenced by CLIL.

Firstly, some considerations regarding the social world need to be given by paying
attention to the individual and social dimensions used in psychological studies. Moreover, it
should be accounted how motivation is influenced by these perspectives. In regards to social

identity, Hogg, Abrams, Otten & Hinkle (2004) write:

A social group is a collection of more than two people who have the same social
identity — they identify themselves in the same way and have the same definition of
who they are, what attributes they have, and how they relate to and differ from
specific outgroups. Group membership is a matter of collective self-construal—“we,”
“us,” and “them.” Social identity is quite different from personal identity. Personal
identity is a self-construal in terms of idiosyncratic personality attributes that are not

shared with other people (“I””) or close personal relationships that are tied entirely to

the specific other person in the dyadic relationship (“me” and “you”) (2004, p. 251).

This division leads to question whether the CLIL teacher’s perceptions (and to some extent
students’) are influenced by their social or personal/individual persona. Following the societal
perspective, some issues such as sociocultural norms, intergroup relations and assimilation
processes (Dornyei & Ushioda, 2011, p. 7) should be considered. In this case, the CLIL
teacher’s perspectives may be influenced by their previous teaching experience (even the non
CLIL one), their place within the school (e.g. substitute teacher, CLIL coordinator, etc.), the
school’s involvement in the CLIL programme and the institutional support they receive

among other factors.

Regarding the individual perspective, Dérnyei & Ushioda (2011) comment on the

social context as:
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the complexity of the social environment is only important inasmuch as it is reflected
in the individual’s mental processes and the resulting attitudes, beliefs and values
[...that is] how individuals process and store information about other people and how

these mental processes affect their interaction. (2011, p. 7)

Therefore, the CLIL teacher’s perspective may be influenced by the type of students in the
CLIL classroom (e.g. in bilingual schools highly motivated students enrol in the bilingual
section) and even the ‘connection’ the teacher may feel with that particular group of students
(e.g. generally, teachers often report feeling more comfortable teaching at some specific
groups). Furthermore, the teacher’s own relationship with the language of instruction (level
of proficiency, learning methodology) as well as the time they need to dedicate to it: adapting
materials, translating concepts, and going to refresh courses are some of the tasks that come
with the preparation of CLIL lessons which may take a toll on the teacher; thus, influencing

their perceptions.

CLIL Teachers’ Perceptions

There are some issues which may directly influence CLIL teachers’ uptake on the
methodology. Based on the fact that individual differences play a role in their perceptions of
the teaching process, some general aspects are common to all CLIL teachers as influencing
factors to their work. This is especially interesting considering the traditional figure of the
teacher as a ‘lone wolf” which has been challenged by a more social and collaborative type of
teacher (e.g. cross-curricular projects and coordination among teachers). Taking as a starting
point that CLIL promotes interdepartmental coordination, it could be argued that the
‘traditional’ teacher may feel uncomfortable asking for help from the CLIL coordinator or the
language teacher; this may result in negative perceptions on the CLIL teacher’s side based on

the difficulties they may find by working alone.
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Overall, there are some factors which may alter the teacher’s insight to CLIL such as:

Administration: government support is essential in order to implement CLIL.
Economic support is one of the main elements necessary in order to run a CLIL
section be it in a bilingual or plurilingual school. Nevertheless, some other
pedagogical issues fall under the government’s jurisdiction such as the public offer of
CLIL-focused and refresh courses to which teachers may feel they are not enough or
lack usefulness. Furthermore, professional recognition may be important to consider
(e.g. the Xunta gives a 50-hour certificate to CLIL teachers). Regarding the school
administration, teachers may perceive differently the support given by this
administration (e.g. timetable, material resources available, etc.) though some
longitudinal studies report both sides: teachers feel they receive support from the
administration (Alonso, Campo & Grisalefia, 2008); CLIL teachers perceive no
institutional or peer support and feel they are not valued by the institution (Pladevall-
Ballester, 2015).

Materials: the debate on materials goes on beyond the CLIL methodology as the use
of the book has been recently challenged by many with PBI methodology rising as a
strong alternative to a book-focused methodology. In regards to CLIL, “CLIL
teachers in the early stage of course development often comment on a shortage of
ready-made resources and a consequent need both to find and to create learning
materials” (Coyle, Hood & Marsh, 2010, p. 87). Even though the textbook is an often
used tool in CLIL (pragmatic reasons and providing the teacher with some guidance
as well as a ‘safety net’ could be some of the reasons), some adaptation is usually
necessary to fit the specific CLIL group as well as the learning outcomes.
Furthermore, adapting existing materials may not be enough; thus, CLIL teachers

create their own materials designed to fit the subject and students (e.g. preparing more
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problems so students prepare for their exams on their own). All these issues
concerning materials may have an impact on the teacher’s perception of CLIL,
especially considering that their personal time would be used to create materials for
the subject.

Assessment: even though the issue of assessment in CLIL courses has been already
mentioned (Chapter 3.4), some further thought should be given. One of the most basic
concerns regarding CLIL is to what extent language should be assessed and if so.
CLIL teachers’ perception may vary greatly depending on how the understand CLIL.
Overall, language is mostly considered a tool by CLIL teachers while the real focus is
on content. This might be related to the concept of ‘professional trespassing’ (e.g.
they do not feel it is their job to correct language issues) or a lack of confidence in
their language skills (Aiello, Di Martino & Di Sabato, 2017). Nevertheless, their
understanding on the role of language may impact the assessment as the language of

instruction is to be adapted depending on the established learning outcomes.

Notwithstanding these factors, research has shown that CLIL teachers regard the CLIL

experience as generally positive (Infante, Benvenuto & Lastrucci, 2009; Méndez Garcia,

2014; Pladevall-Ballester, 2015; Pérez Cafiado, 2016). Going a step further, Infante,

Benvenuto & Lastrucci (2009) point out that the more experienced the CLIL teacher was the

more positive they regarded the experience as “[i]t is evident that the teachers who have

already overcome a series of difficulties are more inclined to see the general experience as

extremely positive than the teachers who are still facing a series of obstacles” (2009, p. 159).

This leads to a reflection on the CLIL implementation process carried out by the teacher and

the challenges they had to overcome and shaped their teaching style. Furthermore, high levels

of enthusiasm and motivation on the CLIL teachers’ side play an obvious role in their

perception of the CLIL methodology.
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In regards to teachers’ perception of students’ language skills, the idea of using
meaningful and real language in CLIL is presented (Infante, Benvenuto & Lastrucci, 2009;
Pladevall-Ballester 2015). Language is considered a tool to communicate rather than the
focus of the lesson, therefore, students pay more attention to the content (what they say)
rather than the language (how they say it). According to this, students’ initial fears about
CLIL are gradually left aside by a rising motivational feeling towards the target language due
to the fact that they perceive their language usage as real and contextualised as well as used
for specific aims (2009, p. 161). Overall, teachers perceive an improvement in their students’
language skills, specifically in oral comprehensions (Pladevall-Ballester, 2015, p. 56) though

some concerns regarding low achievers are raised.

Concerning non-linguistic issues, CLIL teachers highlight cognitive-related gains in
CLIL students as “CLIL learners are reported to think more critically and to undergo a
constant process which invites them to restructure their mind schemes” (Méndez Garcia,
2014, p. 37). According to CLIL teachers, different types of cognitive processes (see Figure
16, Appendix C: Chapter 4) are used by students in CLIL which facilitate the acquisition of
contents: from lower order thinking skills (e.g. remembering and understanding) to higher
order thinking skills (e.g. applying and creating) (2014). Furthermore, some social-related
benefits have been pointed out by teachers such as teamwork skills (Pladevall-Ballester,

2015) based on the CLIL collaborative nature.

CLIL Students’ Perceptions

The study of student perceptions in CLIL has been a recent research topic which has
resulted in different outcomes (Hunt, 2011; Pladevall-Ballester, 2015; Lasagabaster & Doiz,
2016; Recatala, 2016; Otwinowska & Forys, 2017). Taking into account the wide range of

different factors that play a part in the CLIL experience, it is not surprising that disparate
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results could be found. It must be considered that students’ perceptions are highly influenced

by emotional or affective factors and individual differences (e.g. interest, stress, anxiety,

depression, etc.). Furthermore, the age and the maturation process may influence to some

extent their perception of the CLIL experience.

Even though social identity may take part in these perceptions, research done to this

point has focused on students’ individual identity so to understand the gathered data (often

using questionnaires) and reaching general conclusions on the topic, though it is true that

some aspects of the social identity have been researched (e.g. teamwork; Hunt, 2011).

Overall, there are some CLIL-related challenges which may influence students’ perceptions:

Content subject: even though there are many variables concerning CLIL subjects, a
tendency towards social science and artistic subjects are found in primary CLIL
groups while sciences are preferred in secondary education (Eurydice, 2006). This
should be accounted in terms of students’ interest in the topics as well as the
‘suitability’ of the subject; students’ interest in the subject may be influenced by
factors such as the teaching style, level of interaction and their perception of their
level of usefulness. In regards to suitability, there are two issues which need to be
raised: (1) the language of instruction and the academic functions of language will
vary depending on the subject, thus, some subjects will probably have a wider range
of academic functions than others; therefore, the language of instruction would be
widely used. The second issue (2) deals with the perception of the subjects as
‘serious’ or ‘non-serious’ subjects. As an example of this Pladevall-Ballester (2015)
states that “[tlhe majority of parents were convinced their children learned just
English in CLIL classes, which is one of the reasons why they thought CLIL should
only be implemented in ‘non-serious’ subjects such as PE or arts and crafts just in

case content is lost” (p. 56). In the same study, primary school children from science
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and art lessons in CLIL defined different outcomes: while most of CLIL science
students believed they had learned more content than vocabulary and language, the
results for CLIL arts students were the opposite (Pladevall-Ballester, 2015, p. 51).
Therefore, their perceptions on CLIL learning outcomes differed depending on the
subject.

Timing and schedule: the number of hours dedicated to CLIL may differ based on the
academic year, subject and country/autonomous community. Furthermore, CLIL in
bilingual communities is met with the challenge of implementing a third language of
instruction and reducing the number of subjects with the L1 and L2 as languages of
instruction, an issue which has caused some controversy (Lasagabaster & Doiz, 2016,
p. 122). Aside from students’ view of bilingualism and their use of the L1 and L2,
some practical concerns should be accounted for such as the fact that the language of
instruction may make the student’s learning process more difficult due to low levels
of proficiency in the language; thus, more hours of study would be necessary on the
student’s part. This could result in negative feelings (e.g. stress, anxiety,
demotivation) towards the CLIL subject and the language, especially in the initial
CLIL stages in which anxiety is a common factor (Pladevall-Ballester, 2015;
Otwinowska & Forys, 2017).

Communication: one of the basic points of CLIL, communication is encouraged in the
CLIL methodology by means of collaborative work. Notwithstanding the fact that the
L1 (and L2 in bilingual environments) could be used to some extent, it is important to
focus on the student’s use of the language of instruction and the challenges this may
present in their communication as an element which may influence their perception of
said element. Firstly, it is necessary to point out that students and teachers alike think

of CLIL as “a means of getting more exposure to English and having more
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opportunities of using English for communication” (Lasagabaster & Doiz, 2016, p.

111). Furthermore, “the interactive nature of the [CLIL] lesson, speaking and taking

part and developing language learning strategies” (Hunt, 2011, p. 374) also plays a

role in how communication is carried out in the CLIL lesson.

Overall, CLIL students report feeling motivated and paying more attention in the
lesson due to the extra challenge of the foreign language (Hunt, 2011; Pladevall-Ballester,
2015; Lasagabaster & Doiz, 2016). However, this is disputed in Otwinowska & Forys (2017)
who state that the high cognitive demands of CLIL make their study groups feel
‘intellectually helpless’ and this could lead to negative affectivity (p. 475). On a positive
note, some elements such as the materials used (mostly of them authentic and/or adapted by
the teacher) are reported to be a key element in the satisfaction with the CLIL subject (Hunt,
2011; Coyle, 2013; Recatald, 2016); this is significant especially considering that it clashed
with the low levels of general satisfaction with the CLIL course in Recatala’s study (2016, p.

81).

In regards to satisfaction, students have pointed out the differences between language
learning in CLIL and the traditional FL class. Students report CLIL lessons to be less ‘boring’
(Hunt, 2011, p. 372) than the foreign language lesson, probably due to the aforementioned
‘usefulness’ of the FL in the CLIL class. Furthermore, the fact that they perceive their CLIL
FL learning to differ from the ‘normal’ FL lessons (Pladevall-Ballester, 2015, p. 49) may lead
to conclude that this awareness is a product of an inner appreciation to what CLIL stands for

in regards to pragmatic issues.

Concerning CLIL learners’ language awareness and self-perceived improvement,
Lasagabaster & Doiz (2016) carry out a three-year longitudinal study in order to study these

issues. In regards to self-perceived improvement, students reported that their level of English



173

had improved more in the CLIL classes than in the regular EFL classes (2016, p. 122).

Concerning language perceptions, it is concluded that:

[A]ll students placed considerable importance on reading, writing, speaking, and
listening, as well as vocabulary, grammar and abilities to communicate in the L2
learning process in their first year of CLIL instruction. Grammar, however, is the least
important element both for the younger and, especially, the older students. As the
younger students progress in their CLIL instruction, the importance they attached to
these language aspects decreased slightly [...and] [b]y the time the younger students
had the same age as the older students , there are no significant differences anymore;

all language aspects and skills are believed to be equally important. (2016, p. 121)

It is significant that CLIL students reach the same FL language impression after spending
some years in a CLIL programme: all language skills are important. This result could be
understood on the basis of cognitive maturation but also as a consequence of CLIL and the

language awareness connotations this methodology carries.

To conclude, it is important to highlight that teachers’ and students’ perceptions may
be influenced by many ‘hidden’ factors. Taking into account the different variables that come
into play in human perspectives and the strong emotional connections with education-related
issues, it is difficult to draw some general CLIL perceptions. This subheading has presented
an overview of some factors and literature related to the topic, but more research needs to be
carried out in order to acquire a broader perspective on CLIL teachers’ and students’

perceptions of the matter at hand.
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CHAPTER 5: METHODOLOGY

This chapter presents the methodological implications to the study as well as the
ethical constraints linked to the data gathering process in the high-school where it took place.
Firstly, some reasoning on the choice of methodology for this Ph. D thesis is given (5.1)
which is to be followed by a comprehensive overview of the research methods (5.2.): CAR
(Classroom Action Research) and CA for SLA & CLIL (Conversation Analysis for Second
Language Acquisition and Content and Language Integrated Learning). Then the research
tools and the data gathering methods (5.3) are presented. Finally, the background context for
the study is considered in terms of city location, high-school and participants (students and

teacher) (5.4).

5.1. Conceptualising the Methodology

CLIL literature and research has developed from theoretical issues to classroom
practice studies in the relative short time this methodology has been implemented. It has to be
pointed out the variety within these studies in terms of objectives, methodologies and results.
Furthermore, the educational background context in CLIL is found to be a key element which
influences the results as well as the data gathering process. Taking into account the current
educational research panorama regarding CLIL, this study has sought to contribute to the
rising and expanding literature in CLIL. In order to do so, some considerations and

parameters were established.

Firstly, motivation in CLIL was chosen as the focal point of this study; this decision
was taken considering the need for more literature on the topic and to complete (to some
extent) the research done on this as “[t]his focus on affective elements is a welcome and
necessary element of evaluation in the light of current evidence from psychological studies of

the integration of the cognitive, motivational and emotional aspects of learning” (Coyle,
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Hood & Marsh, 2010, p. 135). Nevertheless, motivation has been considered an unclear
defined concept which has led to many theoretical studies but a relative small amount of
practice-based research. Some quantitative studies have been carried out regarding affective
factors and motivation (Heras & Lasagabaster, 2015; Lasagabaster & Doiz, 2015;
Lasagabaster & Ldépez Beloqui, 2015). However, a qualitative approach to CLIL motivation
has not been considered so far probably due to practical reasons (e.g. classroom observation
is often challenging or doable to researchers): taking into account that “case study research
comprises an intensive study of the background, current status and environmental interactions
of a given social unit” (Brown & Rodgers, 2002, p. 21), it is not farfetched to think that

‘practical’ reasons would be the cause of the shortage of this type of studies.

This study takes a highly qualitative view of CLIL motivation in order to provide
some qualitative data on the topic. In order to do so, some considerations were made in terms
of research tools and data gathering. Taking into account the need for an in-depth analysis of
the classroom reality, a systematic classroom observation was carried out to understand the
CLIL experience using a hands-on approach. It was important for the aims of this study to
compare whether the data from the quantitative tools (questionnaires) corresponded with the
classroom reality and the teacher and students’ perception of CLIL and their own experience.
Furthermore, some considerations in regards to motivation as an affective and individual
factors were taken: motivation is not a constant phenomenon and it fluctuates, a fact which
was proved by the systematic classroom observation throughout the time scope in which the

observation took place.

Classroom observation allowed for an interpretative analysis of the data. However, in
order to get more solid results, a statistical approach was taken by means of students’
questionnaires (to be discussed later). This dual approach was taken in order to cater to any

discrepancies which may arise in the data analysis considering the subjective nature of
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affective factors and its perceptions as well as to challenge any bias in the researcher’s
conclusions. Therefore, an interpretative and statistical analysis is carried out in order to build

meaningful research data.

Concerning the studied group, some issues were considered when drawing out the
methodology for the study. Firstly, some ethical constraints need to be mentioned: the
participants’ age was a major issue to tackle as the researcher could not be alone with the
students’ at any moment (only with the teacher present) so individual interviews were out of
question. Furthermore, video recordings of the classroom and students are not allowed by
law; therefore, only voice recordings would be used. However, due to the classroom’s
dimensions, voice recordings were not possible. Therefore, it was decided that the researcher
would transcribe the in-classroom conversations. These constraints led to choose CAR as the

main research method supported by CA for SLA and CLIL.

L2 Learning Process in Teenagers

In regards to the CLIL group, it has also been considered the participants’ age
(teenagers) in the design of the study. It is widely accepted that age plays an important role in
the acquisition of a foreign or second language. The so-called critical biological period
related to L1 acquisition has been discussed regarding foreign languages (see Chapter 4.2.)

though no clear results have been reached so far:

The existence of a critical period [regarding the L2] would have to be linked to a
series of limitations which come up in L2 learning and, therefore, they would be
linked to the problems found in classrooms from an educational point of view [my

translation]. (Ruiz Calatrava, 2009, p. 99)



178

It should be also pointed out that no clear definition on where this period finishes has been
agreed on as puberty is an in-between period, nor childhood nor adulthood. Research has
shown adults and children learn a L2 differently: (1) the L1 learning process has not been
completed in children but it has in adults, this facilitates to some extent the L2 learning
process (Navarro Romero, 2009, p. 122); (2) brain plasticity is higher in children, thus,
allowing for an unconscious assimilation of knowledge (2009, p. 123); and (3) different L2
learning approaches are traditionally used with children (e.g. interaction, total physical
response) and adults (e.g. grammatical and analytical approach) which are related to

cognitive issues in these different ages (2009, p. 123).

Concerning teenagers, Ruiz Calatrava (2009) states that “teenagers’ good results [in
L2 learning] could be explained by understanding that they may benefit from both ways of
learning [children and adult] thanks to brain plasticity at the beginning of this stage [my
translation]” (2009, p. 102). Furthermore, “by keeping a constant contact with the L2,
teenagers stand out over adults and these over children in regards to morphology, syntax and
vocabulary [my translation]” (2009, p. 100). These could be facts which should be
extrapolated to the case study presented as participants are in the first stages of adolescence
and the CLIL methodology promotes constant contact with the L2 as the language of

instruction as well as vocabulary learning related to the subject content.

In regards to the areas in which teenagers exceed compared to adults and children
(morphology, syntax and vocabulary), this ‘overachievement’ could answer to teenagers’
psychological profile. Concerning teenagers’ thinking processes, it has been pointed out that
they have reached the formal operational stage (Piaget & Inhelder, 1958) which is
characterised by the ability to make hypothesis by using their abstract thought. This could be

related to metalinguistic and metacognitive skills; hence, teenagers may use spontaneously
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memorisation techniques which may help them with vocabulary learning and contrast new

information with their knowledge of the L1 (Gonzélez, 1991).

It has also come to attention the social aspects in the psychological development of
teenagers as they “are deeply engaged in the construction of an organised identity, stable and
coherent, which allow them to feel pleased with themselves as well as achieving social
acceptance” (1991, par. 15). This resonates with the idea of the social self in motivation
theories (see Chapter 4.1) as this stage is highly influenced by peer opinion and adult figures
lose influence over teenagers; thus, ‘learning among peers’ becomes the main force in regards
to social dynamics. Furthermore, this social uptake of the classroom situation may result in
some issues such as ‘overidentification’ (associating oneself with other person and their
traits; e.g. students may refuse to participate in one activity because their friends think it is
boring) and feeling that they are observed by an ‘imaginary audience’ (students feel self-
conscious in the classroom as they believe they are closely watched by peers; this may result

in low participation due to fear of being ridiculed).

Social interaction has been found to be “essential in learning processes, not only
because different linguistic skills are perfected but some social factors which enhance
cognitive development come into play” (Navarro Romero, 2009, p. 118). Hence, interaction
plays a crucial role in linguistic and cognitive development so it should be considered in FL
learning. However, it should be considered the nature of said interaction and the type of
language learned by teenagers in the classroom. Gu (2015) differentiates between academic
language and social language: “academic language aligns with classroom discourse,
textbooks, educational standards, and content-area assessments” (2015, p. 22) while social
language refers to everyday informal speech. Therefore, this differentiation in the type of
language used in the EFL and CLIL classrooms should be accounted in regards to social

classroom dynamics: teenage students may feel more self-conscious using one of these types
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of languages due to individual factors (e.g. shyness, difficulties with the content, etc.). Hence,
the language used would be a factor in the learning process, students’ social interaction in the
L2 and motivation in teenage years; thus, these elements should be accounted for in the

analysis of the quantitative and qualitative results gathered in this study.

Qualitative and Quantitative Data: Mixed Methods Research

As previously mentioned, this study has been primarily based on a qualitative
methodology in order to explore the CLIL phenomena and motivation in a flexible manner
and to consider the specific background for the study. Hence, qualitative data was gathered

relying on the fact that:

Qualitative methods are typically more flexible [than quantitative methods] — that is,
they allow greater spontaneity and adaptation of the interaction between the
researcher and the study participant [...] In addition, with qualitative methods, the
relationship between the researcher and the participant is often less formal than in
quantitative research. Participants have the opportunity to respond more elaborately
and in greater detail than is typically the case with quantitative methods. (Mack,

Woodson, MacQueen, Guest & Namey, 2005, p. 4)

This ‘elaboration’ on the questions asked are to be found in the teacher’s interview as the
interviewee can ask the question to be rephrased and expand on their answer. This is also
linked to the ‘informality’ of the setting and the relationship between interviewer and
interviewee; they know each other from some time so the teacher would feel comfortable
when answering these questions. Furthermore, this type of data collection focused on
qualitative methods allows “the researcher the flexibility to probe initial participant
responses—that is, to ask why or how. The researcher must listen carefully to what

participants say, engage with them according to their individual personalities and styles, and
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use “probes” to encourage them to elaborate on their answers” (Mack, Woodson, MacQueen,
Guest & Namey, 2005, p. 4). Overall, this type of interview has a strong qualitative
component as the teacher’s perceptions are considered; thus, it can be categorised within the

affective evidence type of data (Coyle, Hood & Marsh, 2010, p. 136).

In regards to the students’ questionnaires, these are also categorised under the
affective evidence. However, the nature of the gathered data from this tool could be defined
as a blend of qualitative and quantitative data as the presented items collect statistical
(quantitative) and interpretative (qualitative) information. The purpose behind the use of both
types of data is to acquire a broader scope of the situation by mixing both approaches;
therefore, the qualitative data (e.g. open-ended questions) would provide information on
students’ perceptions and opinions about the CLIL experience and the quantitative results
would present these results in a numerical fashion. Furthermore, some quantitative items
were also implemented considering students’ engagement levels with the questionnaire as
many open-ended questions (or other items in which students need to write) could lead to a
lack of answers. This report of both qualitative and quantitative data is to be found in mixed
methods research —“a combination of qualitative and quantitative methods within a single

research project” (Dornyei, 2007, p. 44)— which has been said to:

e Use the strengths of one method to overcome the weaknesses of the other (2007,
p. 45).
e Provide a multilevel analysis of complex issues: both words and numbers are used

in research (2007, p. 45).

e Improve validity: “convergence and corroboration of the findings” (2007, p. 45).



182

e Please a broader audience: by using two different methods, multiple audiences
(qualitative and quantitative researchers) find acceptable the final results (2007, p.

46).

Overall, the flexibility in the data gathering is related to the qualitative methodology
as this study aims to explore a specific CLIL classroom and its motivational components
bearing in mind that “targeted focus-group work adds much to the baseline data, as it
provides opportunities for exploring the reasons for both positive and negative attitudes in
greater depth” (Coyle, Hood & Marsh, 2010, p. 137). It should also be accounted that “while
a quantitative study is based on previous studies, a qualitative study is based primarily on
itself [my translation]” (Hernandez Sampieri, Ferandez Collado & Baptista Lucio, 2010, p.
11). Therefore, the data used in this study and the conclusions reached after the analysis
should not be understood as universal truths regarding CLIL and motivation but as an in-
depth analysis of this CLIL section which contribute to the CLIL research corpus by

providing a much needed first-hand CLIL classroom analysis.

5.2. Research Methods

Although practical matters concerning the methodology of this study have already
been explained, it is necessary to complete the aforementioned information with an overview
of the research methods which have been used in order to understand the methodological

implications and the theoretical background to the data collection process.

5.2.1. Classroom Action Research (CAR)

The term Classroom Action Research (CAR) has its origins in Kurt Lewin’s (1946)
conceptualisation of action research in which social practice plays a major role: “It is a type

of action-research, a comparative research on the conditions and effects of various forms of
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social action, and research leading to social action. Research that produces nothing but books
will not suffice” (1946, p. 35). This definition caters to a practical approach to social
situations by taking research to a real context where theoretical issues are considered though

not the focal point.

In regards to educational practices, CAR takes this approach and “investigates human
actions which are experienced by teachers, supervisors or administrators as unacceptable in
some respects problematic, susceptible to change (contingent), and requiring practical
response (prescriptive)” (Barsaga, 2001, p. 3). This leads to the conceptualisation of CAR as
a problem-solving approach based on systematic observation, reflection and output which
differ from formal research in some aspects: “CAR is more systematic and data-based than
personal reflection, but it is more informal and personal than formal educational research”

(Mettetal, 2001, p. 7).

The scope and the aim of this study promote a hands-on and practical-significant
methodology. Regarding these matters, CAR provides for these traits in contrast to a more

formal research approach:

Topic Formal Research Action Research

Goals Generalizable knowledge Context-focused knowledge
Sampling Random or representative Specific

Data analysis Statistical Focus on practical data
Application of results Theoretical significance Practical significance

Table 2: Formal Research and Action Research. Adapted from Barsaga (2001, pp. 2-3).

It is worth noting that there are some formal research issues which may be applied to
the CAR methodology such as (1) a longitudinal framework, (2) researcher training and (3)

literature review from previous cases. It is significant to salient that CAR has been criticised
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by its modest scope and its reflection-based nature. Nevertheless, a CAR longitudinal
approach to the issues at hand in the studied classroom may throw some light on the teaching

practices which may influence the hypothetical issues to be studied.

Regarding researcher training, CAR is often described as “[t]rying to present some
ideas for teachers beginning to enquire into what is happening in their classrooms whilst also
making reference to different forms of action research and the place of teacher enquiry within
education research” (Baumfield, Hall & Wall, 2008, p. 2). Therefore, it relies on the idea of
the teacher as the researcher in the classroom and the creator of the enquiry. Concerning the
reflection process in CAR, if the teacher takes the role of researcher, two types of reflection
are considered: reflection-in-action (during the event) and reflection-on-action (away from
the event) (Bamfield, Hall & Wall, 2013, p. 3). Nevertheless, CAR can be carried out by
external examiners (such as in this study) which may be beneficial in order to separate the

teacher and the researcher’s role from the study and the data.

Notwithstanding the type of researcher, Johnson (2012) draws ten descriptors

concerning action research:

1. Action research is systematic: methodical and planned observation which goes
beyond the simple description and reflection on the classroom situation.

2. 'You do not start with an answer: research should be unbiased so the answer could be
found after the research has been carried out.

3. An action research study does not have to be complicated or elaborate to be rigorous
or effective: a high level of specification in details may deter the study and its aims.

4. You must plan your study adequately before you begin to collect data: previous

planning is necessary to present a systematic view rather than an impressionistic one.
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Action research projects vary in length: the length of the study may depend on the
type of study, its parameters and its aims as well as the data.

Observations should be regular, but no necessarily long: notwithstanding the length,
observations should be systematic, pre-planned and consistent.

Action research projects exist on a continuum from simple and informal to detailed
and very formal.

Action research is sometimes based on theory: it may be used to give context to the
study as well as to draw comparisons with the gathered data and results.

Action research is not a quantitative study: action research is not a comparison
between elements to state which one is the best; “the goal is simply to understand”
(2012, p. 4).

The results of quantitative action research projects are limited: due to the modest
scope of action research projects as well as their many unaccountable variables,

results overgeneralisation to larger populations may not be advisable.

(Johnson, 2012, pp. 2-4)

Despite these descriptors, CAR has become widespread in the educational and academic

realms. This has led to different uptakes on the definition of this methodology and the

accounted variables. Nevertheless, the CAR process has been conceptualised into seven steps

(Johnson, 2012; Mettetal, 2001; Mettetal, 2002):

1.

Identify a question or a problem: deciding what to study based on a problem found in
the classroom or a question which affects the classroom and the learning process.
Mettatel (2002) states that the research question should follow three principles: (1) the

question is significant to the classroom situation; (2) findings will lead to action and
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change; and (3) the question should consider the feasibility of the project (e.g. time,
resources, etc.).

2. Review literature: gathering background literature and data on the issue at hand to
draw on the research done up to the moment.

3. Plan a research strategy: designing the research study may depend on aims,
participants and contextual factors; therefore, this point is different in all CAR
projects.

4. Gather data: collecting information may depend on the type of data (qualitative and/or
quantitative) and the scope of the project. In order to provide validity, data
triangulation should be considered (Mettetal, 2002).

5. Read and analyse data: looking for significant findings of a practical nature and
looking for patterns.

6. Take action based on results: using CAR’s findings to improve the actions taken in
the classroom.

7. Share findings: in regards to teachers as researchers, this could be done informally
(with other colleagues) or in a more formal setting (meetings, conferences, etc.).
Concerning full-time researchers, findings are usually shared by means of

publications.

Even though literature on CAR considers the figure of the teacher as a researcher reflecting
on their practice, it is necessary to highlight that CAR is also carried out by full-time
researchers. As previously mentioned, this may result in the implementation of some formal
research elements in the action research in order to fill the gap left by the teacher’s reflections
(e.g. teacher’s interview). This may lead to a refashioning or an extension to the concept of

CAR.
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5.2.2. Conversation Analysis (CA) for Second Language Acquisition (SLA) and Content &

Language Integrated Learning (CLIL)

Conversation Analysis (CA) originated at the start of the 1960°s following Sacks’
studies on the organisation of social interaction and talk-in-interaction by means of analysing
recordings of everyday conversations (Masats, 2017). This resulted in a new type of analysis
of social conversations as daily-life dialogues were studied in terms of both verbal and non-
verbal communication and new research tools (e.g. recorders) were introduced. In regards to
CA origins, Markee (2000) states that “[i]nitially, CA researchers focused on describing the
organizational structure of mundane, ordinary conversations, which may be defined as the
kind of casual, social talk that routinely occurs between friends and acquaintances, either

face-to-face or on the telephone” (2000, Ch. 2, par. 3).

From this first uptake, CA has evolved towards a more general consideration of the
data to be studied: any type of interaction, informal (friendly conversation) and formal
(classroom interaction), are studied under the CA label “inspired by fields such as
pragmatics, speech act theory, the analysis of variation, interactional sociolinguistics,
ethnomethodology, the ethnography of communication, communication theory and social
psychology” (Masats, 2017, p. 322). This dual consideration of CA for formal and informal
interaction has led to the term talk-in-interaction (Deppermann, 2000; Drew, Raymond &

Weinberg, 2006).

According to Mori & Zuengler (2008), talk-in-interaction reflects on CA major issue:

CA considers that any speaker’s talk at any moment should be viewed as a
demonstration of the speaker’s understanding of prior talk by the coparticipants, and

simultaneously its delivery and design should be viewed as a reflection of the
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speaker’s orientation and sensitivity towards the particular coparticipants. (2008, p.

15)

Therefore, the social nature of interaction and its structured organisation are key points in the

CA methodology and the research studies carried out within the field of sociology. Despite

the methodological variety which can be found in different approaches to CA, four basic

principles stand out (Seedhouse, 2004; Masats, 2017):

1.

Interaction is a form of discourse with a clear order; the researchers’ task lies in
understanding its organisation. There is a rational organisation of interaction which
should not be confused by rationality in the speech (Seedhouse, 2004, p. 14).
Interaction and context are linked so it is necessary to analyse it. Furthermore,
interaction creates an observable context of its own “through the manner in which
actions take place and how participants approach them” (Masats, 2017, p. 331).
Details such as silences, changes of intonation and rhythm are never insignificant and
should be transcribed and considered. Nevertheless, Seedhouse (2004) admits that
“[t]ranscripts are inevitably incomplete, selective renderings of the primary data
which invariably involve a trade-off between readability and comprehensiveness”
(2004, p. 15).

The analysis is to be drawn from the collected data and no previous theoretical
assumptions should be made, thus, reflecting on the ethnomethodological principle of

reflexivity (Seedhouse, 2004, p. 15).

In addition to this framework, CA research needs to consider some pragmatic issues which

influence the research process such as the choice of a system to represent the observable

phenomena (Masats, 2017). Transcripts are the systematic and theorised collected data taken

from the interaction process; however, these are partial and selective as they restrict the social
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reality to be studied (2017, p. 329). The process of ‘reconstruction’ of the gathered data
through transcripts relies on a process of selection (decision on the aspects which should be
visualised taking into account the goals of the study) and simplification (abstract aspects are
pragmatically read) (Ochs, 1979, p. 44). Furthermore, some considerations on the choice of a
transcription system based on the aims of the study should be given, though no consensus has

been reached on transcript conventions (Masats, 2017).

Despite the differences in CA methods, Seedhouse (2004, pp. 40-42) points out some

procedures to follow when using a CA uptake in research:

1. Uncover an action sequence or sequences.

2. Describe the actions in the sequence or sequences: “The idea of characterizing the
actions in the sequence may be termed form-function matching, speech act analysis,
or discourse analysis (DA)” (2004, p. 40).

3. Study the action sequences in regards to organisation of turn taking.

4. Study the action sequence in regards to sequence organisation.

5. Study the action sequence in regards to repair organisation.

6. Study how the speakers “package their actions in terms of the actual linguistic forms
which they select from the alternatives available and consider the significance of
these” (2004, p. 41).

7. Discover any roles, identities or relationships which result from the interaction.

8. Try to locate the previous results within the bigger picture.

CA’s uptake as an interactive-based methodology has made CA and talk-in-
interaction a popular research method in classroom action research. These first CA classroom
studies focused on the teacher’s instructional talk in regards to their organisational structures

(different from ordinary conversation) (Mori & Zuengler, 2008, p. 17). In regards to SLA
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(CA-for-SLA), some debate has been carried out on whether CA is a suitable methodology
for SLA studies (Markee, 2000; Masats, 2017; Mori & Zuengler, 2008) based on three main
objections: (1) SLA is a cognitive based discipline while CA is focused on a behavioural
uptake of interaction; (2) CA accounts for language use, not language acquisition; and (3)

turn-based interaction is not a appropriate unit of analysis for SLA.

Nevertheless, the newfound interest in the social reality of the classroom and the

sociolinguistic nature of the SLA classroom encourage the use of CA as:

CA-for-SLA draws on an emic standpoint in its accounts of how teachers and students
in the L2 classroom make use of the target language in order to participate in
interaction and accomplish situated social practices in which they simultaneously
orient to the rules of such practices, appropriate linguistic norms and mutual

organization of actions. (Evnitskaya, 2012, p. 89)

This social and interactive focused approach allows for a study on the social dimension of the
FL classroom as well as a study of the structural organisation of speech in FL learners.
Taking into account the linguistic constraints learners may have by using a non-native
language, issues such as communication breakdowns and repair processes need to be
considered in SLA: CA may throw some light in these elements as “[CA] are just as
interested in the mechanisms of turn construction, which could be verbal or non-verbal, as

they are in the mechanisms speakers adopt for turn taking” (Masats, 2017, p. 335).

In regards to CA-for-CLIL, some elements of CA-for-SLA could be introduced such
as the study of turn-taking, interaction, repair processes and communication breakdowns.
However, other issues only pertaining CLIL should be considered. Taking into account the
dual nature of CLIL (content and language), CA may help reflect on the different academic

language functions described by Dalton-Puffer (2007): thanks to CA, these language
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functions could be contextualised within the interactional patterns in order to study the

structures in CLIL interaction.

For this study, CA has been used as a secondary methodology in order to study the
systematic classroom observation transcripts. The purpose behind this is to use CA to
determine how and when CLIL students interact using the language of instruction. The aim
behind the choice of this methodology is to reflect on their language use as an element to
consider in the study of motivation. These results are conceptualised within the interactive-
based nature of CA by referencing the teacher/students interaction as well as student/student

interaction.

5.3. Research Tools & Data Gathering

The design of the research tools has been marked by changes in the methodology after
the pilot observation of the classroom. It is necessary to highlight that the number of
participants and the physical environment of the classroom have influenced the data gathering
process as well as the research tools. Having considered these elements, three main tools
were used in this study: students’ questionnaires, teacher’s interview and systematic
classroom observation. These tools were implemented not only to acquire pertinent
information to the study, but also to avoid any bias or possible misreading of the data; thus,
the triangulation of the data by means of the different tools provides a broader overview of

the classroom environment and the analysis of the results.

5.3.1. Students’ Questionnaires

The questionnaires (see Appendix D: Chapter 5) were given during the ‘tutoria’ hour
for each group in order not to use one period of the Physics subject (parents were informed

about this questionnaire by means of a letter). Apart from practical reasons (e.g. timing), the
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decision to carry out the testing during ‘tutoria’ was based on the fact that students may feel
less ‘observed’ if the CLIL teacher was not present and would feel free to write down their
perceptions on their CLIL experience. As motivation is an issue which deals with the
“internal psychological state that accounts for the initiation, direction and maintenance of
behaviour” (Towsend, 2010, p. 120) and it fluctuates over time (Dornyei & Ushioda, 2011),
the timing was an important element to consider. Therefore, the ‘tutoria’ hour was chosen as
the moment to hand in the questionnaires because students feel comfortable as it is a non-
assessed subject and the environment is more relaxing. In regards to questionnaire timing, the
questionnaire was designed to take around 20 minutes; this was done after having considering
students’ attention span and the reliability of their answers; the researcher considered that a
longer questionnaire would make students lose interest and not pay attention to the task at
hand, thus, making the results unreliable. In order to analyse these results, the Statistical

Package for Social Science (SPSS) software is used.

Concerning the topic of the study, no mentions of motivation were given when
explaining the questionnaire nor in the questions students had to answer; the word
‘motivation’ can only be found in the questionnaire’s heading. The purpose behind this
decision was to avoid any type of influence in students’ answers in regards to what they
consider motivation; it would have been possible that the results could have been influenced

by their perception of motivation (most likely ‘external’ motivation).

In regards to the language used in the questionnaire, it was decided that Spanish
would be used as the language to write this tool. This choice was taken for two main reasons:
(1) students may find easier to answer in their L1 and there would be no place for language-
based incomprehension. (2) As the main language in students’ repertoire, the L1 is used for
most thinking skills: as the questionnaire has a strong reflection-based nature, it would only

be natural for students to reflect on the bilingual section using the L1. Furthermore, it should
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be accounted that the purpose of this study is not to deal with the students’ FL level as much
as their motivation when using said language. Therefore, there was no specific need to write

the questionnaire in English as language assessment is not part of the study.

Moreover, the type of language used in this tool was also considered as an element
which may influence students’ attitude. As Canals (2017) points out “[questions] should also
be posed in a non-intrusive way so participants do not get the feeling we are judging their
lifestyle, beliefs about different languages or linguistic behaviour” (2017, p. 398). Therefore,
the language used in the questionnaire has endeavoured to bear in mind any possible issues
which may make the participants feel judged. In order to do so, questions such as their
perception of their English skills were presented with different choices so students would be

able to pick the options which suited them.

Different types of questions/items were used in the questionnaire so to gather specific
information on the participants. The diversity within the questionnaires is due to two main
reasons: (1) using different types of questions would avoid students’ ‘boredom’ (they would
be ‘obliged’ to read the questions and answer accordingly instead of ticking a box or
choosing a number randomly); and (2) different types of questions were necessary depending

on the information that needed to be elicited. Therefore, different items are used:

e Multiple choice questions: in order to provide a broader scope of possibilities,
multiple choice items were given to questions in which students may differ the most
due to their ‘individual’ nature (e.g. parents’ level of English).

e Closed-ended questions: information such as students’ age was gathered by using this
type of questions.

e Semi-closed/open-ended questions: in order not to ‘judge’ or take for granted

information regarding language use and students’ perceptions, some questions such as
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the language spoken at home were not directed (no multiple choice). This allowed
students to write down the language(s) they spoke at home.

e Open-ended questions: the aim of this type of questions was to gather information on
students’ perceptions regarding the bilingual section (e.g. concerns about the section).

e Yes/no questions: in order to avoid potential indecision in students’ answers, some
yes/no questions were used (e.g. ‘would you have chosen the bilingual section if it
were optional?’).

e True/false items: only one true/false statement was used concerning students’ use of
other materials apart from the textbook. This item was written as a T/F because the
use of non-textbook materials is quite necessary to pass the exams. If students were to
answer ‘false’, this could be read in motivational and well as pedagogical terms.

e Lickert scale items: students have to answer to positive-written statements (e.g.
‘Physics in English makes me improve my English’) by choosing a number from 1
(yes) to 5 (no). The different numbers provided would allow for a broader data
analysis.

e Table: students were asked to complete a table marking ‘x’ regarding their perceived
level of proficiency in the four skills and introduce percentages regarding their
perception of English/Spanish use in the classroom. These tables were used not only
to gather information, but also to change the format of the questionnaire so student

would not find it very repetitive.

In order to gather specific information from the questionnaire in a structurally cohesive way,
the items were divided according to Spradley’s (1980) social dimensions of observation. The

dimensions used in the questionnaire are:
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1. Actors: personal data on the participants was necessary to draw a background context
as “all kinds of other information such as age, educational level, family situation,
country of origin, place of residence, school attended and many other additional
details might be relevant when it comes to data analysis” (Canals, 2017, p. 398). In
this category, the participants were asked language-related questions to understand
their linguistic background.

2. Feelings: as one of the main key points of this study, feelings and students’ reflection
on the bilingual section were dealt with in this dimension by means of closed-ended
and open-ended questions among other types of items.

3. Activities: classroom practice and other issues regarding this were considered in this
dimension. These items were focused on language issues such as percentages of
language use (perception) and use of English in classroom activities.

4. Goals: these items were focused on finding out students’ expectations towards
English learning in Physics for their future (e.g. job prospects) as well as an overall
reflection on the advantages and disadvantages of the bilingual section.

5.3.2. Teacher’s Interview

The teacher’s interview was carried out after the classroom observation was finished
and students’ questionnaires were collected. The decision of leaving the teacher’s interview
as the last information gathering element was based on the fact that research needs
continuous reflection and it “will only work out well if researchers are flexible, resourceful
and ready to make quick changes to the plan if necessary” (Moore & Llompart, 2017, p. 414).
Therefore, the interview items are the result of a reflection process after considering the
classroom observation as well as a rough analysis of the questionnaire’s results. Furthermore,
the results from the ‘pilot’ interview (before the classroom observation) and the informal

conversations with the teacher (during the classroom observation) were considered to define
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the items of the interview along with the objectives of the study. In order to do so, a
structured interview was carried out: “when making this type of interviews it is important to

control the environment’s influence [my translation]” (Gil Pascual, 2016, p. 204).

The main purpose behind the teacher’s interview was to systematise the teacher’s
perceptions and opinions on CLIL and the bilingual section. Furthermore, the interview
format allowed for the teacher to reflect on the teaching experience in terms of theoretical
and legal issues as well as his classroom practice. It is necessary to highlight the importance
of the teacher’s views and perceptions as a main influencing element in CLIL specifically and
in the classroom in general as “teacher expectations have effects on students’ achievement”
(Rubie-Davies & Peterson, 2010, p. 134) and their motivation: “teachers’ motivation plays an
important role in the process of language learning. Motivated teachers will use more
motivating strategies in class, and that will influence directly students’ motivation and

achievement” (Prieto Arratibel & Bueno-Alastuey, 2015, p. 48).

Although teacher’s questionnaires are more common in Ph. D dissertations (Gené Gil,
2010; Vallbona Gonzalez, 2014), it was decided that teacher’s interview would be a

preferable model to gather data in this study for several reasons:

1. Personal interview allows for an instant rephrasing of the questions in case these are
not understood by the interviewee.

2. The interviewee’s answers are not constrained by physical space as it happens with a
questionnaire; therefore, a more ‘complete’ answer could be provided.

3. The interactive nature of an interview brings the items/questions into a

multidimensional environment in which they become meaningful.

The interview was conducted in the usual classroom and English was the language used by

interviewer and interviewee. The reason behind the use of English in the interview is due to
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the fact that English is the language of instruction the teacher is used to; therefore, reflection
on his opinion about CLIL and classroom practice would be more natural in the language of

instruction.

In regards to the items on the interview (34 questions), these were divided into three

groups according to the topic:

1. Teaching formation: this section includes questions to elicit information on the
teacher’s profile both content and language wise. Issues such as the teacher’s
professional experience in CLIL were dealt with as these are significant elements
concerning teacher’s motivation and pedagogical perceptions (Infante, Benvenuto &
Lastrucci, 2009). Furthermore, questions concerning refresh courses and CLIL
training give a glimpse on the teacher’s commitment to the CLIL method.

2. Opinion on CLIL: the teacher was asked to give his opinion on several CLIL issues
such as legislation, CLIL teacher’s training and attitudes, current challenges in CLIL
in Spain, institutional support, advantages and disadvantages in CLIL, motivation
issues and the effectiveness of CLIL. This section was the longest one as the teacher’s
reflection on CLIL is a focal point of this study.

3. Classroom practice: practical issues regarding CLIL and classroom practice such as
materials adaptation and language use are considered in order to underst