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CLIL 

Content and Language Integrated Learning (CLIL) is a contemporary 
trend in education. It refers to every situation where a subject or its part is 
taught in a foreign language. The focus of this work is Mathematics in 
English. 

My aim was to confirm or reject the hypothesis of CLIL being 
motivating for the students and possible to implement in the Czech 
educational system. 

In the first part of this work, I focused on methodology related to CLIL, 
analyzing the language-teaching and general educational theories, methods 
and strategies used in CLIL lessons. The second part consisted of a minor 
survey on CLIL implementation in Prague and related opinions and attitudes 
of the school representatives. The third part presented detailed description 
of a CLIL lesson plan and reflection on my four teaching experiments. 

The CLIL lesson proved to be motivating for the students and seen as 
beneficial by the teachers, the methods chosen were appreciated; however, 
there are several issues that need to be dealt with in terms of successful 
CLIL implementation in the Czech Republic. 

CLIL 
Integrovaná výuka jazyka a odborného předmětu (CLIL) je současný 

trend ve vyučování. J edná se o situace, kde se odborný předmět nebo jeho 
část vyučuje prostřednictvím cizího jazyka. Tato práce se soustředí na 
matematiku v angličtině. 

Mým cílem bylo potvrdit nebo vyvrátit následující hypotézu: CLIL je 
pro žáky motivující a je možné ho zařadit do běžné výuky. 

V první části své práce jsem se soustředila na metodologii související s 
CLILem, analyzovala jsem jak teorie, metody a strategie výuky jazyků, tak 
současné trendy ve vzdělávání. Druhou část tvořil krátký průzkum realizace 
CLILu v Praze a názorů a postojů představitelů příslušných škol. Ve třetí 
části prezentuji podrobný plán hodiny CLILu spolu s analýzou a reflexí čtyř 
vyučovacích pokusů. 

Hodina byla pro žáky skutečně motivující, učitelé ji hodnotili jako 
přínosnou; vysoce hodnoceny byly i použité metody. Nicméně pro úspěšné 
zařazení CLILu do výuky na českých školách je třeba se vypořádat s řadou 
překážek. 
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Introduction 
'CLIL refers to situations where subjects, or parts of subjects, are taught 

through a foreign language with dual-focussed aims, namely the learning of 

content, and the simultaneous learning of a foreign language' (Marsh, 1994). 

I focus on Mathematics in English. Not only do these subjects reflect my 

areas of study, there are also more substantial reasons for this choice. It is 

my aim to look closer on the contribution of CLIL on the language, the 

content, especially Mathematics, and also, cognition and attitudes. 

"CLIL is not related to one specific methodology. However, CLIL requites 

active methods, co-operative classroom management, and emphasis on all 

types of communication." (Pavesi, 2001:89). The centre of my work, within 

the broad context of CLIL, are thus the methods CLIL employs, their 

background, the possibilities of implementing them, and feedback from 

students and teachers. 

In the first part of my work, I want to map several trends in education, 
focusing on their contribution to CLIL methodology, and analyse CLIL-
specific methodology designed by Do Coyle. 

In the second part, I shall focus on integration of language and content in 
Prague, analysing opinions on and attitudes towards CLIL of a number of 
Prague teachers and school representatives. 

The third part consists of a specific CLIL lesson, the analysis of its parts and 

their relation to CLIL methodology, and detailed reflection on my teaching 

this lesson of Mathematics in different contexts. 

I shall aim to prove or refute the hypothesis arising from both theoretical 

and practical part of my work: 

CLIL and its methods are motivating for the students and CLIL 
activities can be carried out in an ordinary Czech school. 
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CLIL is a trend of growing importance in European education; however, it is 

not a European-only concept. CLIL is a result of both European and 

American influence in fields of philosophy, psychology, education, or 

language learning. It is closely connected to bilingual education and foreign-

language teaching as well as to modern views of learning/teaching. 

In this part, I shall underline the influence of bilingual learning on CLIL, 

argue the reasons for teaching Mathematics in English, and anatomise 

different theories, methods and strategies that have direct connection to 

CLIL. Furthermore, I shall dissect and expand the 4C Framework for CLIL. 

On the CLIL Compendium website, several CLIL dimensions are mentioned 

and the contribution of CLIL to these dimensions is listed. 

Among them, we can find that CLIL can build intercultural knowledge and 
understanding, develop intercultural communication skills, learn about 
specific neighbouring countries/regions and /o r minority groups, introduce 
the wider cultural context, prepare for internationalisation, specifically EU 
integration; moreover, CLIL can provide access to international certification. 

In terms of language, CLIL is proved to improve overall target language 

competence, develop oral communication skills, deepen awareness of both 

mother tongue and target language, develop pluri-lingual interests and 

attitudes, introduce a target language. 

In the content area, CLIL provides opportunities to study content through 

different perspectives, access to subject-specific target language 

terminology, and prepares for future studies and /o r working life. 

Lastly, CLIL can foster learning. It complements individual ^ learning 

strategies, diversifies methods and forms of classroom practice, increases 

learner motivation, and improves learner attitudes to both the language and 

the content subject 

(adapted from CLIL Compendium, 2006) 

loo 



Within the various theories, methods, and strategies I shall 

illustrate their contribution to the abovementioned benefits 

of CLIL. 

CLIL and bilingual education 

The concept of learning through a second language is naturally not a 

modern invention. For example, Latin used to be the language of 

communication about basically every science, its use in medicine or law still 

surviving. Moreover, in areas of languages in contact (especially bilingual 

countries and regions) there have often emerged situations when the 

language of instruction differs from the students ' mother tongue: even in 

former Czechoslovakia, it was not impossible to have a Slovak teacher in a 

Czech class. 

Surprisingly enough, bilingual education was considered harmful until 

recently and was officially rejected even by the International Educational 

Office (1928, the Luxembourg conference) and UNESCO (1951, Paris). 

However, since the 1960's a number of experiments were carried out and 

Proved this rejection wrong. Contemporary research shows that learning in 

a foreign language is not harmful for the students; on the contrary, 

frequently the subjects of bilingual education prove better results than 

monolinguals. (Huguet Canalis, 2006: chap. II-IV) 

The political fissure between English and French speakers in Canada led to 

the need to find some form of linguistic means by which to bring the two 

Populations together. They adopted immersion, a form of bilingual 

education. Nowadays, the term 'immersion' is sometimes used to describe 

CLIL. The immersion research in Canada has been impressive in 

substantiating why and how such a method boosts language acquisition. It 
l s research in Canada which has fuelled interest in CLIL and which has 
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provided CLIL practitioners with a research base upon which to justify its 
introduction. (Marsh, Langé 1999:16) 

CLIL is obviously closely connected to bilingual education. Nonetheless, 

CLIL does not equal bilingual education. They share the feature of learning 

by way of a foreign language, but there are several arguments that prove 

CLIL to be an independent discipline. 

First, bilingual education in its traditional meaning is a means of integrating 

minority language speakers into a majority culture (transitional 

bilingualism) or of support in a minority culture (maintenance bilingualism) 

(Huguet Canalis, 2006:23-25). CLIL does not fall in either of these groups; 

its objectives are different. CLIL is not aimed at a minority, on the contrary, 

it focuses on the majority, providing them with further enriching experience. 

Second, CLIL does not aim at producing fully bilingual individuals who 

speak two languages on a native-speaker level; it aims at improving pupils' 

ability and confidence to use the vehicular language. CLIL should serve as 

an agent for inter-cultural competence, and offer added value for future 

studies, work or leisure. In a very simplified way, its primaiy task is to 

provide students with a different, enriching and effective experience in 

language learning. Furthermore, we mus t not forget that its focus is not only 

the language, but also the content. 

Next, traditional conception of bilingual education presupposes an intensive 

use of the second language across subjects and in a significant number of 

classes. However, CLIL can be implemented in minor activities. 

Last, CLIL has been developing its own specific methodology. Unlike jus t a 
particular content class taught in a foreign language, CLIL is based on a 
specialized dual-focus, drawing on both foreign language teaching 
methodology and the specific subject methodology. 
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English in CLIL 

The point of using English as the vehicular language for CLIL is obvious: 

English has become the lingua franca of the contemporary world. It has also 

become the first foreign language people usually choose to learn. In modern 

society, people have numerous opportunities to travel and/or work and 

study abroad. CLIL can prepare them effectively for this experience. 

However important and successful the classical language instruction may 

be, people frequently find it difficult to use the language effectively and 

actively as a tool for real life communication. 

One of the reasons might be the artificiality of linguistic environment of a 
language class (Hyde, 2000). Here, language is usually seen as the target, 
not a tool for real communication. Furthermore, in the Czech Republic 
language is typically isolated from the rest of the curriculum, which is, quite 
paradoxically, contradictory to the highly promoted tendency towards 
integration of school subjects (RVP), and also to real life, where we use 
language to communicate about a specific issue. 

Stephen Krashen, a much quoted and discussed US linguist, argues: "We 
have to avoid decontextualised language teaching. Communication is learned 
through communicating. Learning is not content-free." (quoted in Soetaert & 
Bonamie) 

"Language lessons are vital for accuracy but do not provide sufficient contact 
time with a target language and need supplementing with opportunities to use 
language in meaningful activities" (Beardsmore, H. B. in Marsh, Maljers, 
Hartiala) 

It is my objective to argue that CLIL can help solve this English-teaching-
^nd-learning problem by integrating the language classes with other 
subjects, and thus providing meaningful context for the use of the language 
a nd further exposure to the target language. It does not replace the formal 

loo 



instruction of English; it expands it, providing further exposure to the 
language and a different perspective. 

Language learning is a life-long process. Formal instruction at school is 

clearly important; however, s tudents need to be prepared not only for the 

classes, but also for their own future studies of the language, no matter in 

which context. And if children start to learn English regularly at the age of 

eight, then by the age of 14-16 they might need more challenging impulses 

than the typical language lessons provide. 

Nowadays, the Internet is becoming the main source of information and also 

the most powerful means of communication. According to some sources, 

80% of the Internet content is in English, and so are 65 - 80% of the emails 

(EnglishEnglish.com, 2003); however, contemporaiy statistics show the 

native speakers of English comprise only 30% of the Internet users 

(Miniwatts Marketing Group, 2007). To take advantage of the immense 

possibilities that the Internet provides, it is becoming necessary to be able to 

use English, and to be able to use it effectively in different contexts. 

Specific contexts generate modes of discourse (Soetaert, Bonamie) , and 

CLIL is a way to widen the range of language covered by expanding 

vocabulary, grammar, and individual communicative and learning skills in a 

way different to traditional English class. 

CLIL fosters communicative skills and language acquisition: since the main 
task is to deliver the message (the content), the s tudents become less 
conscious of the form and gain the important awareness of form not being 
the most important thing in communication. Hence they feel less afraid to 

take risks in language; furthermore, when Mathematics is the subject being 
v. 

taught, they can usually rely on the symbolic language, too, which helps 
them to gain more confidence. Content classes also indirectly lead students 
to master numerous frequently used patterns, such as forming questions, 
hypothesising, proving, or asking for explanation or help. 

loo 
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All language learning is inspired by a specific need, many of the English 
courses for public start with a needs analysis, which establishes the 
student's targets and expectations (Irun, 2006:17). In CLIL, the need for 
using the language is explicit: students need the language to succeed in the 
content area. 

One of the reasons for implementing CLIL is its usefulness in further studies 
and/or work. This places CLIL among other methods effective for English for 
Academic Purposes: CLIL enhances study skills such as note taking, 
summarising and extracting key information from texts. It also provides 
students with specific semantic fields they will need to proceed in the 
content subject and motivates them to further study of the subject in a 
foreign language. 

Moreover, taking information from different sources (and in different 
languages), re-evaluating and restructuring this information can help 
students to develop thinking skills that can be transferred to other subjects. 

CLIL can make learning English more interesting and motivating. Students 

can use the language to fulfil a real purpose, which can make them both 

more independent and confident. 
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Mathematics in CLIL 

"By teaching subject through a foreign language we simulate the conditions 

under which our pupils are likely to meet the language outside of school, at 

work or university, at home or abroad. We build their confidence and extend 

their knowledge, engage their curiosity and increase motivation." (Nixon) 

The introductory paragraph is perfectly true for any integration of a second 

language and a content subject. I have already mentioned one reason for 

implementing specifically Mathematics: having a universal symbolic 

language of its own works to the benefit of CLIL, since it provides a natural 

bridge between the mother tongue and the language of instruction. 

In relation to the symbolic language, an often discussed issue is the 

students ' superficial, formal knowledge of the concepts. I shall illustrate how 

CLIL can provide a different perspective in Mathematics, allowing for deeper 

insight and understanding. For instance, let u s take the area of a triangle. 

Formal knowledge would mean remembering the formula without 

understanding the concept. The universally used Czech formula for the area 

of a triangle is this one: (a being the base of this triangle, and va standing 

for the height) 

2 

However, in English, this formula looks different, although the concept is 
the same: one half of the base (b) multiplied by the height (h). 

A foreign language does not allow students to rely on memorized letters of 

the theorem: to apply the theorem correctly, it is necessary to understand it. 

CLIL is a powerful tool of discovering formalisms in knowledge - and also a 

tool to eliminate them. 
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Moreover, one of the key concepts of CLIL is communication and 
cooperation among the students. To be able to talk about a mathematical 
topic you need to understand it; and by explaining it, you reach even deeper 
level of insight. Also, provided that the conversations run in a foreign 
language, students are deprived of their mother-tongue possibilities of 
avoiding accurate and specific expressions. It is actually more difficult to be 
evasive in a foreign language, and it is almost impossible when you really 
need to communicate a specific message to your partner. 

By employing diverse approaches, e.g. based on language-teaching 
methodology, CLIL also provides a motivating environment that can address 
various learning-type students. CLIL can change attitudes of many students 
towards Mathematics in a positive way. (Novotná, Hofmannová, 2002) 

To sum up my arguments for Mathematics in English, or generally, for 
content and language integrated learning, I shall quote David Marsh: "CLIL 
does not only promote linguistic competence. Because of the different 
thinking horizons which result from working in another language CLIL can 
also have an impact on conceptualization, literally how we think. Being able 
to think about something in different languages can enrich our 
Understanding of concepts, and help broaden our conceptual mapping 
resources. This allows better association of different concepts and helps the 
learner go towards a more sophisticated level of learning in general. 

In CLIL, we provide a situation in which the attention of the child is on some 
form of learning activity which is not the language itself. So what we are 
doing is providing the opportunity to learn to "think" in the language not 
JUst learn about the language itself as the major learning focus." 

(Marsh) 
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CLIL-related theories, methodology, and strategies 

Because of its dual focus, CLIL shares features of language teaching and the 

subject teaching methodologies. Its contribution to effective learning is not 

only the motivating component of doing 'something new' or offering a 

possibility of succeeding in a demanding task; it also is the methodology 

CLIL does or should employ. As a relatively young approach towards 

teaching, integrating language and content provides the chance to choose 

and make use of the most effective features of a number of methods and 

approaches. 

Let u s look at several methods of English language teaching and modern 

approaches to Mathematics teaching which have influenced CLIL and 

general education methods and strategies that are reflected in CLIL 

methodology. 

I shall not describe the following theories and methods in an exhaustive way 

neither shall I map their history and development in detail; my aim is to 

point out specifically the features that have direct connection to content and 

language integrated teaching, with special attention paid to methodology. 

My choice of CLIL-related approaches, theories and their specific features 

stems from a series of observations of a number of successful CLIL lessons 

in the Czech Republic and in Catalonia, and from consequent discussion 

with the CLIL teachers and researchers, as well as from individual dialogues 

and workshops carried out during the Quality Class and CIEAEM 

conferences held in 2006 in Srni, Czech Republic. Yet other most 

perspectives have been my own experience with studying subjects in a 

foreign language during my upper-secondary education and the particularly 

enlightening CLIL courses at Charles University. 
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Behaviourism 

Nowadays, behaviourist theory in education is being abandoned. Seeing 

language as a habit and language learning as conditioning has been 

overthrown (Mason). 

However, there are important characteristics that continue to be relevant. 

Behaviourism deals with operant conditioning, a stimulus-response-

reinforcement strategy. (Čáp, Mareš 2001:130-131) This communication 

pattern is generally used in different educational contexts, and also in CLIL. 

Since one of the important features of CLIL is interaction, the stimulus-

response phase is universally present. Moreover, positive reinforcement 

helps learners develop positive attitudes; approval and praise play an 

important role in motivating students. Thanks to positive feedback they 

know they are successful in what they are doing. It encourages them in risk-

taking in the language. 

Humanism 

Humanism, as a trend in education, began to appear in school systems in 

the 17th century. Historically, humanism accepted distinct intellectual 

faculties (analytical, mathematical, linguistic, etc.) and claimed that 

strengthening one faculty benefits other faculties as well. 

"In humanistic education, the whole person, not just the intellect, is 

engaged in the growth and development. The emotions, the social being, the 
m ind, and the skills needed for a career direction are all focuses of 

humanistic education." (Wikipedia: Humanism) 

Educational humanism concentrates on the development of the learners' 
self-concept. Feeling good about oneself would involve an understanding of 
°nes' strengths and weaknesses, and a belief in one's ability to improve. 
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Humanistic approach continued in content subjects since; however, it only 
found its way into foreign language teaching in USA in the 20 th century. 

In its learner-centeredness, humanistic approach to language teaching has 
changed the role of the teacher. For the students, the key issues in 
humanistic education are problem-solving, reasoning, free will, self-
development, and co-operation. Close attention is paid to motivation and 
learners' feelings. 

The extreme representatives of humanism in language teaching were 
Curran's Counselling-Learning and Gattegno's Silent Way (both started in 
the 1970's). In Curran's method, teachers are outside a circle of learners 
and help them to talk about their personal and linguistic problems. The 
learners decide the curriculum, while the teacher is a counsellor who fosters 
an emotionally secure environment. Gattegno argued the importance of the 
learner over the teacher even stronglier, and focused on presenting 
challenges for learners. These challenges developed the students' awareness 
and encouraged their independence. In Gattegno's method, learning was 
facilitated by a number of elaborate tools and aids with a minimum verbal 
input from the teacher. 

Humanistic approach is applied in education in a less radical way 
nowadays. Main features of humanistic methods are still awareness of the 
individual learners' 'developmental readiness' (Piaget in Bress), offering the 
students problems to solve, employing participatory and discovery methods, 
and paying close attention to motivation of the students: feeling and 
thinking are closely interlinked. Flexibility, understanding and cooperation 
are the basic concepts that a humanistic teacher must promote. 

In humanistic point of view, education is about creating a nee\i within the 
child, or instilling within the child self-motivation. Humanism targets at 

intrinsic motivation: the reward is the learner's sense of achievement. 

Humanistic education is learner-centred: it is important for the learners to 

feel good about themselves, and to feel that they can set and achieve 
appropriate goals. 

CLIL draws on humanistic approach and motivates students intrinsically by 
extensive engagement in the learning process, applying cooperative and 
discovery methods of work etc. Speaking of motivation, the novelty of CLIL 
itself is a highly motivating aspect. 

Problem-solving, a recommended humanistic learning strategy, is the 
essential feature of Mathematics; in English, it mediates language 
acquisition. Since the focus of the learner is on completing a non-linguistic 
task, the language is used and acquired naturally. 

Humanistic Mathematics 

In the Czech Republic, one of the problems with Mathematics is the negative 
attitude of the learners (TIMMS). CLIL might help change it. Integrating 
language and mathematics shows the "human side" of mathematical 
thought and may lead learners to discover the beauty of mathematics, to 
move them away from thinking of mathematics as a monotonous set of rules 
Used to solve tedious exercises which seem to have no useful purpose. 

Humanistic mathematics guides students through mathematical ideas by 
the use of imagery, history, as well as other interdisciplinary connections. It 
may also involve innovative classroom strategies involving collaborative 
§ roups, the Internet, and teaching techniques that pique student interest 
a n d clarify mathematical ideas. At its very best, humanistic mathematics 
Creates a learning environment that is productive, meaningful, and 
enjoyable for students." (Tennant) 

°bviously, from the point of view of Mathematics, CLIL is a natural answer 
t o the humanistic challenge. 
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Cognitivism 

Cognitive science is an interdisciplinary study of the processes underlying 
the acquisition and use of knowledge. It embraces many disciplines, such as 
psychology, neuroscience, philosophy, computer science, anthropology or 
linguistics. (Wikipedia: Cognitive science) 

Anderson lists three main influences on the modern development of 
cognitive psychology: Information processing approach with its focus on 
perception and attention; Artificial Intelligence: concepts from computer 
science in the development of psychological theories; and Linguistics: Noam 
Chomsky asserted that language learning must include internal constructs 
(Anderson 1985). 

Cognitivist theories are extremely influential when it comes to content and 

language integrated learning. Memory, language and thinking are 

inseparable components of cognition: integration of language and content 

thus leads to intensive cognitive development. (Huget Canalis, 2005:121-

124) 

Jean Piaget, a Swiss natural scientist, philosopher and psychologist 
designed a very influential theory of cognitive development. He stressed that 
children do not jus t passively receive information from their environment; 
they have classification skills which aid them in dividing things into sets 
and subsets, and they actively construct their own cognitive world. 
(Wikipedia: Jean Piaget) 

The work of Jerome Bruner, an influential developmental psychologist and 

educationalist, suggests that a learner even of a very young age is capable 

of learning any material so long as the instruction is organized 
appropriately. Bruner's ideas are based on categorization, he maintains 
people interpret the world in terms of its similarities and differences. "To 

perceive is to categorize, to conceptualize is to categorize, to leam is to form 

categories, to make decisions is to categorize." Bruner's theory suggests it is 
efficacious when faced with new material to follow a progression from 
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enactive (action-based) to iconic to symbolic (language-based) 

representation. 

Construction or categorization of knowledge takes place through individuals' 

interaction with their environment: in fact, there is constant interplay 

between the environment, behaviour and cognitive factors. 

Constructivism 

Constructivism is a major trend in modern teaching based on cognitive 
science. It "underlines the active role of a man, the importance of his inner 
assumptions and the importance of his interaction with the environment 
and the society" (Hartl, Hartlovâ, 2000:271) 

As a philosophy of learning, constructivism can be traced at least to the 

eighteenth century and the work of the Neapolitan philosopher Giambattista 
vico, who held that humans can only clearly understand what they have 

themselves constructed. (Can: Constructivism) However, its roots can be 

found even further, for example in Socratic debates. 

Many scientists have paid close attention to how people construct 

knowledge and contributed to the development of constructivism: among 

others for example Piaget, Vygotsky, Bruner and Dewey. 

Constructivism adopts a holistic approach to learning. It focuses on 

constructing and structuring knowledge, learning by discovery and 
exploration. It pays close attention to meta-learning (learning to learn), 

emphasises the importance of real-life experience, highlights the social, 

cooperative dimension of learning and revises the role of teacher in the 

learning process. 

23 



Maureen Epstein defines nine general principles of learning that are derived 

from constructivism: 

1) Learning is an active process in which the learner uses sensory input 
and constructs meaning out of it. 

2) People learn to learn as they learn. Learning consists both of 

constructing meaning and constructing systems of meaning. 
3) We need to provide activities which engage the mind and the hand. 
4) Learning involves language: language we use influences our learning. 
5) Learning is a social activity. 

6) Learning is contextual. 

7) One needs knowledge to learn: it is not possible to absorb new 
knowledge without having some structure developed from previous 
knowledge to build on. 

8) Learning is not instantaneous: it takes time to learn. 

9) The key component to learning is motivation. 

(Epstein, 2002, adapted) 

Hejný and Stehlíková present a structured overview of differences between 

constructivist and traditional "transmissive" teaching in different aspects of 

an educational process: 

constructivism transmissive education 

value of knowledge quality quantity 

motivation intrinsic extrinsic 

durability of knowledge long-term short-term 
teacher-learner relationship partnership dominance / submission 

climate trust fear 

activity bearer learner teacher v 

activity of the learner creative imitative 
learner's knowledge productive reproductive 

key question What? Why? How? 

(Hejný, Novotná, Stehlíková 2004:21) 
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According to constructivist theory, it is essential to stress the different 
contexts and aim at conceptual interrelatedness, providing multiple 
representations or perspectives on the content: CUL provides an excellent 
opportunity of a new perspective, it offer tools and environments that help 
learners interpret the multiple perspectives of the world. 

Language influences learning. In their publication on constructivism, Hejný 
and Kuřina sum up powerful language-connected justifications for CLIL: 
"Small children comment their every discovery, even though their language 
is still on the way to development" (Hejný, Kuřina, 2001:18) "We can only 
learn a language through communication, which is in progress during our 
whole life. The language itself changes under the influence of 
communication. Communication is also a source of learning. Non-formal 
learning is based on a dialog about contradictions. ... Mastering a language 
is important both for social communication and for understanding the 
subjects. Many problems the learners have with problem-solving reside in 
low level of understanding the language" (Hejný, Kuřina 2001:14-5). 

Language and content are interrelated, no matter how imperfect the 

knowledge of one or the other is. Fostering one means enhancing the other; 

growing knowledge in one field scaffolds learning also in the other one. 

"People make sense out of their world by taking in information from the 
environment and assimilating it into their pre-existing schemas and 
Understandings" (Can 2006: Constructivism): the conclusion for teaching 
Mathematics is that real-world context is essential. Moreover, real-world 
context provides a natural basis for language use - and thus for CLIL. 

Construction of knowledge takes place in individual contexts and through 
social negotiation, collaboration, and experience. Learning is a social 
activity: our learning is intimately associated with our connection with other 
People: family, friends, teachers, peers... (Murphy, 1997) Conversation, 
mteraction with others, and the application of knowledge are an integral 
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aspect of learning: collaborative learning is a powerful multi-levelled strategy 

for CLIL and shall be discussed in greater detail later on. 

Learners' natural curiosity is a constructivist tool of motivation. In language 

teaching, information gap is stressed as the impulse for language learning. 

Intrinsic motivation is a key component in learning. The features of intrinsic 

motivation are purpose and meaning of the activity, option, and cooperation: 

all of them are the pillars of constructivism; all of them should be 

highlighted in CLIL methodology. 

Errors are perceived as a mechanism to provide feedback on learners' 

understanding. An error is not a failure, but a starting point for 

improvement. 

"People learn to learn as they learn" is a constructivist feature explicated in 

detail by Hoessel. Learning consists both of constructing meaning and 

constructing systems of meaning. For an effective constructivist class this 

implies that instructional goals and objectives should be negotiated and not 

imposed; evaluation should serve as a self-analysis tool and learning should 

be internally controlled and mediated by the learner. This goes hand in 

hand with seeing the options as intrinsically motivating for the learners 

(Hoessel, 2002). 

The role of teacher is essential to the learning process. Vygotsky argues that 

a child presented with a preformed concept from the adult world will only 

memorize what the adult says about the idea, but will not understand and 

internalize the idea. (Can, 2006: Constructivism) The constructivist CLIL 

teacher should not transmit ready-made ideas, but facilitate own 

construction of the knowledge to the learners: coach and analyze the 

strategies used to solve a problem. The role of the teacher is to~ attend to 

what is relevant, praise the significant, provide focusing activities, 

encourage rehearsal, be explicit about organization, to remind, model, etc. 

The teacher is also a guide and a mediator, who encourages the learner in 

dialogue and debate. 
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Communicative Approach 

Communicative approach is a trend in language teaching/learning started 
in the 1970's in USA and UK by Keith Johnson and Henry Widdowson. It 
has been approved by the Council of Europe as a preferred language 
teaching method. (Irun, 2006:65) 

Its goal is to teach communicative competence and among other features, it 
emphasises the use of authentic materials and group work; information-gap 
*s used as a tool for raising students ' interest and genuine need for new 
language. It is realized in functional-notional syllabi, which deal with 
specific areas of language organized around thematic units and life-like 
situations in which language is used. 

Communicative approach also pays attention to students' feelings about the 
learning process and the target language. Errors are considered 
developmental: learning process is a series of attempts, and errors form a 
natural part of it; what is more, they provide the basis for further learning 
a nd understanding. (Turnbull) 

CLIL reflects communicative approach in its focus on real, meaningful 
communication and in organizing the learning around specific topics; the 
r°le of the teacher in CLIL, as well as in communicative approach to ELT, is 
to facilitate language learning, not to transmit formal knowledge of the 
language. Information gap arises naturally out of the content, and specific 
vocabulary is provided when needed. In concordance with communicative 
aPproach, the choice of linguistic means to express content or ideas in a 
CUL lesson depends on the students. 

Communicative approach is inarguably a well-designed and beneficial 
Method of language learning. CLIL can offer the learners wider exposure to 
^anguage at any level. Furthermore, when a learner starts learning English 
Jn a quality communicative way at the age of eight, s /he will probably reach 
^ high level of language soon. Inevitably, there comes a stage in the learning, 
when the functions and notions have been exhausted, and communicative 
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approach might get at a standstill. In such a situation CLIL may offer 

further solution. 

CLIL enables learners to test their communicative competence in new 

contexts, expanding meaningfully the range of language they use and 

providing them with a vast area of yet unexplored functions and notions. 

This expansion is natural and inartificial; furthermore, not only does it 

foster the language dimension: CLIL contributes no less to the content and 

learning skills. 

Natural approach 

Another influential language-learning/ teaching theory developed in the 

1970's is Tracy Terrel and Stephen Krashen's Natural approach (Irun 

2006:40). It is based on the distinction between learning and acquisition. 

Children acquire mother tongue without formal instruction thanks to the 
naturalness of the environment around them. Stephen Krashen describes 
learning as explicit, conscious, taking place in formal situations, depending 
on aptitudes and exploiting simple-to-complex order. However, acquisition is 
implicit and subconscious, it depends on attitude, and the order of 
acquiring new knowledge is natural and stable. (Marsh, Langé 1999:15) 

Apart from the learning-acquisition hypothesis, Krashen operates with four 
other hypotheses: the natural order hypothesis, the monitor hypothesis, the 
input hypothesis and finally, the affective filter hypothesis. (Irûn, 2006:44) 

The monitor hypothesis claims that conscious learning is only used as a 
monitor or editor; in other words, it merely complements natural 
acquisition. In CLIL, formal instruction of language is not present, no direct 
attention to the language is paid, and the use of language is prompted by a 
specific situational need. In CLIL, we can talk of integrating content learning 
and language acquisition. However, the formal language classes are not to 
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be replaced by CLIL, since they provide the learners with a monitoring agent 

that is taken advantage of during CLIL classes. CLIL lessons thus provide 

the learners with a wider context where they can test, exemplify and 

reinforce their knowledge of the language. 

CLIL also meets the condition of natural order: in CLIL, the order of 

appearance of individual linguistic features is not linear and scaled: the 

learners come across different levels of language as they emerge from the 

situations. 

The input hypothesis claims that humans acquire language in only one way 

by understanding messages or by receiving comprehensible, roughly tuned 

input (Harmer). This is further argument for CLIL implementation. Without 

being explicitly taught, the language is constantly present in the class and 

students are provided extra linguistic input, and less finely-tuned, outside 

their language lessons. 

Finally, the affective filter hypothesis talks about a mental block, caused by 

affective factors that prevent input from reaching the language acquisition 

device. How effectively we learn a language depends also on what made us 
eXcited, enthusiastic, disappointed etc. This takes us back to behaviourist 

need for positive reinforcement. (Irun, 2005) CLIL can become a tool for 

overcoming the affective filter by providing meaningful context for language 

Earning, it also offers the learners intrinsically motivating factor of being 

successful in a difficult task.1 

1 Affective filter hypothesis is also closely connected to W. E. Lambert's additive/subtractive 
bi lingualism hypothesis: in situations where learners felt the second language was imposed on them, 

threatening their own culture and language, the results of bilingual education were poor, the learners 

l o w i n g lower achievements in content subject, the second language and even their first language 

(^ trac t ive bilingualism). However, this is not the case with CLIL. CLIL provides an enriching 
e*Perience, in which neither mother tongue of the culture of the learners is weakened or threatened in 

way. In this case, the additive bilingualism hypothesis claims that the achievements of students 
t a k 'ng part in bilingual education are likely to achieve better results in content, language and general 
c°gnition than their monolingual peers (Huguet Canalis, 2006 22-47). 
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To sum up, CLIL offers natural situations for language development. This 

natural use of language can boost learner motivation and hunger towards 

learning both the language and the content. It is this naturalness which 

appears to be one of the major platforms for CLIL's importance and success. 

Task-based approach 

Task-based language learning method was popularised in the 1980's by N. 
S. Prabhu. During his work in India, Prabhu figured out that his students 
could learn language jus t as easily with a non-linguistic problem as when 
they are concentrating on linguistic questions. 

Task-based class has three basic sections: the pre-task, the task cycle, and 
the language focus. The pre-task consists of an introduction to the topic and 
to the task; the task cycle consists of the task itself, planning, and a report. 
Students usually collaborate in pairs or groups, planning their work, 
carrying out the task, and reporting back to the class. Language Focus 
consists of an analysis and practice, drawing the students ' attention to 
specific linguistic features and concepts. (Wikipedia: Task-based learning) 

This type of method steers teachers away from traditional roles. Moreover, 
the teacher doesn't pre-determine what language will be studied, the lesson 
is based around the completion of a central task and the language studied is 
determined by what happens as the students complete it. 

When it comes to CLIL, we could conclude that from the language learning 
perspective, CLIL lessons are task-based. The content provides the specific 
task, the language is not taught directly during the task, but car^/should be 
highlighted in the analysis phase of the class. 
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Total physical response 

In 1978, James Asher introduced the Total physical response (TPR) method. 
Following the humanistic tradition, it pays attention to the role of affective 
factors; it also derives from naturalist insights into first language 
acquisition. 

TPR is closely related to the studies into laterality of human brain: 

psychology has suggested that the right brain is responsible for creativity 

and emotion, and the left brain is responsible for logic, analysis, and spatial 

reasoning. The best evidence of lateralization is language. The major areas 

involved in language skills, are in the left hemisphere. Perceptual 

information from the eyes, ears, and rest of the body is sent to the opposite 

hemisphere, and motor information sent out to the body also comes from 

the opposite hemisphere (Wikipedia: Lateralization of brain function). 

Total physical response methodology is based on integrating the left and 
right hemispheres: the input is linguistic, but the output is sensomotoric: 
students show understanding by acting out. 

This method can be usefully adapted for CLIL. The possibility of showing 
Understanding by pointing at objects or features, drawing, or carrying out 
^ activity using for example the symbolic language of Mathematics can 
h^P surpass the initial silent period and alleviate the stress of a lesson 
carried out in a foreign language. 

Realistic Mathematics 

Realistic Mathematics Education (RME) is an ongoing Dutch reform in 

Mathematics education started in 1968 by Hans Freudenthal. According to 
hirn> Mathematics must be connected to reality, stay close to children and 

relevant to society, in order to be of human value. Instead of seeing 

^ t h e m a t i c s as subject matter that has to be transmitted, Freudenthal 

loo 



stressed the idea of mathematics as a human activity. Education should 

give s tudents the "guided" opportunity to "re-invent" mathematics by doing 

it. This means that in mathematics education, the focal point should not be 

on mathematics as a closed system but on the activity, on the process of 

mathematization (van den Heuvel-Panhuizen). 

RME presents a two-way relation between the real world and school 

Mathematics. It demonstrates that many quotidian events and elements 

have their mathematical description and that Mathematics is necessary in 

many real-life contexts. It focuses on real-world, case-based learning 

environments, or rather looks for real-world environments that employ the 

context in which learning is relevant. 

RME has a lot in common with socio-constructivist based Mathematics 
education: it tries to employ contexts that are meaningful for the students, 
contexts that reflect their own experience with the world; it aims at lowering 
the level of artificiality of mathematical problems and presenting the 
mathematical procedures as a tool to solve or think about real-life problems. 
Moreover, the students, instead of being the receivers of ready-made 
Mathematics, are considered active participants in the teaching-learning 
process, in which they develop mathematical tools and insights. Another 
similarity between the two approaches to mathematics education is that the 
learners are also offered opportunities to share their experiences with 
others. 

The application of RME in CLIL: Mathematics in English is very desirable. 

Real-life context further supports the linguistic dimension of CLIL, it 

engages s tudents in the problems, and allows for multiple solutions and 

following discussion, which apart from developing linguistic and 

communicative skills deepens insight in the problem and leads to more 

effective Mathematics learning. 
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Enquiry learning 

Closely connected to the concept of RME is a growing trend in US 
Mathematics: enquiry learning. 

It is based on the presupposition that concepts are best clarified in a guided 
interaction, and that mathematical problems need to be expanded and 
linked to other subjects. 

A typical enquiry based lesson activates higher-order thinking skills, 
Underlines hypothesising and creativity, and Mathematics come as a by-
product of a series of questions and answers. The solution of a problem 
(both the process and the outcome) is subject to further discussion, 
reflecting on the issues raised in the beginning. 

This approach has been criticized for drawing attention and focus from 
Mathematics to other subjects too much; in long term, this might be a 
Problem, for example because of the prevailing conception of the official 
examinations. (Patterson, 2006) 

The main focus of the contemporary Czech curricular reform is finding and 
t a k i n g use of links and connections among the subjects: enquiry-based 
Approach in Mathematics provides abundant possibilities of linking 
Mathematics to other subjects. It also provides a natural and direct 
c°nnection between Mathematics and language, which is the experience that 
CLIL looks for. 

Critical thinking 

Critical thinking (CT) is a strategy that draws on pedagogical and 
Psychological research of cognition and thus shares many features with 
Several abovementioned trends. It underlines various aspects of effective 
t eaching/learning: motivation of the students, engagement in the learning 
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process, self-confidence, self-e valuation, reflection, argumentation, 

overcoming anxiety, time management, or working with information. 

CT emphasises individual thinking of the learners, praises creative approach 

and cooperation; new information should be used to solve problems and 

cultivate thinking skills, balance between knowledge, skills and atti tudes is 

important. 

Students ' reflection on the learning process (not only the outcomes), 

understanding and own establishing of the aims of learning is a tool of 

lifelong education; critical thinking thus provides a way towards a learning 

society, which is the dominant trend in European policy on learning. 

Active learning should take place, encompassing the phases of evocation, 

understanding/awareness, and reflection. Students need to recall what they 

know and formulate the questions arising from this knowledge. They 

establish the aims, the answers they need. Confrontation of the learners' 

initial pre-concepts with the new information, links or context leads to 

understanding/awareness; reflection allows students to re-structure their 

initial knowledge, realise what they have learnt and how they learnt it. Such 

a reflection can become the evocation for further learning. 

Among other strategies applied in CT teaching and learning we find 

discussions, pair work, finding key words, brainstorming, mind-mapping, 

and multiple methods encouraging different approaches to a topic or to 

problem solving. 

The critical-thinking teacher's task is to create a safe environment in the 

classroom: learners need to feel safe to express their ideas and opinions; 

teacher employs problems that have multiple answers or ways of solution; 

ambiguity is seen as strength, not weakness. Questions promoting higher-

order thinking should be asked and a wide range of resources praised. 

(Kritické myšlení) 
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In CLIL, as well as in any other educational context, critical thinking is 
crucial for effective content-learning, for opening ways to rich and beneficial 
discussion, or development of meta-learning strategies. 

Furthermore, critical thinking should be present during the lesson-

preparation phase. A CLIL teacher needs to critically pre-analyse the lesson 

in terms of content, language and cognitive demands, pay close attention to 

all the aspects, and be able to anticipate problems the learners might have. 

Cooperative learning 

Cooperative learning is a well-researched strategy used in many different 
educational contexts; it is based on viewing a class as a social group. 

"Cooperative Learning is a relationship in a group of students that requires 
Positive interdependence (a sense of sink or swim together), individual 
accountability (each of u s has to contribute and learn), interpersonal skills 
(communication, trust, leadership, decision making, and conflict resolution), 
face-to-face promotive interaction, and processing (reflecting on how well the 
team is functioning and how to function even better)." (Johnson) 

Small teams are formed of learners of different levels of ability; each member 
o f a team is responsible not only for his /her own learning but also for 
helping team-mates learn. 

J a n a Novackova presents interesting figures. When only listening to new 

information, only 10 - 15% is stored in the long-term memory. If we have 
the 

possibility to discuss the new information, the percentage of 
remembering reaches up to 40%. But when we try to teach others, we 
r emember up to 90%. (Novackova 2001:6). Cooperative learning gives the 
learners opportunity to discuss; and given the mixed abilities in a group, a 
natural opportunity to teach others as well. 
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It teaches learners to organize their work, and develops the feeling of 

responsibility for own and group work. Cooperative learning is also a natural 

way of individualization of the learning. 

Moreover, not only does it foster individual learning and social skills; 

cooperative learning creates a natural environment for the use of the 

language and thus contributes to communicative competence of the 

learners. Among other arguments for cooperative learning, Novâckovâ 

presents the following diagram of classroom interaction, a comparison of 

lock-step approach and cooperative learning. From this scheme it is obvious 

that richer interaction and more intensive communication takes place, 

enabling all the s tudents to participate, which again is essential for the 

language-acquisition dimension of a CLIL lesson. 

Comparison of lock-step approach and cooperative learning. (Novâckovâ, 2001:39) 
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Content-based instruction 

Content-Based Instruction (CBI) is a term often used interchangeably with 

CLIL. The Content English website lists more than forty names used for the 

integration of content-learning with English language learning. Even though 

CLIL and content-based language learning share a significant number of 

features, CLIL goes beyond. 

"Content-based language instruction has strong connections to project 

work, task based learning and a holistic approach to language instruction. 

The focus of a content based lesson is on the topic or subject matter. During 

the lesson students are focused on learning about something. They learn 

about this subject using the language they are trying to learn, rather than 

their native language, as a tool for developing knowledge and so they 

develop their linguistic ability in the target language." (Peachey) 

This description of content-based language instruction is taken from the 

BBC website, as well as other CBI definitions, focuses on the contribution of 

CBI to language. However, language is only one of the dimensions of CLIL. 

When learning Mathematics in English in a CLIL lesson, learners do not 

learn the language in a content-based approach: they learn the Mathematics 
and at the same time, they acquire the language (see chapter Natural 

approach above). In CLIL, the BBC concept of "learning about the subject" is 

replaced by "learning the subject". 
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CLIL-specific methodology 

In the early stages of development of CLIL as an individual approach, there 

was no specific methodology. CLIL practitioners have been drawing mainly 

on the abovementioned language- or content- specific methodologies. 

In 1999, Do Coyle designed a 4C Framework for CLIL, based on successful 

CLIL practices. (Masih 1999) 

4C 

Do Coyle's four Cs stand for content, communication, cognition and culture. 

In his theory, this is the visualisation of the interdependence of the four Cs: 

Do Coyle's 4C Framework for CLIL (adapted from CLIL in Catalonia) 

According to Doyle, "all 4Cs must be carefully considered in the planning 

and conceptualization stages of the teaching...content is the starting point, 

the effectiveness of what follows relies on the interconnectedness of the 

other Cs." (APAC, 2006:15) 
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Let us look at the individual dimensions more in detail, analysing the CLIL-
specific methodology features arising form them. 

Content s tands for "progression in knowledge, skills and understanding 
related to specific elements of a defined curriculum". (APAC, 2006:16) On 
account of content, learners' activity is considered vital, emphasis being put 
on reconstructing knowledge rather than imitating. 

Communication means not only using the language itself, but it also relates 
to the duality of using the language to learn whilst learning to use the 
language. Interaction is the most important concept here. Language also 
Provides the tool that enables the learners to structure their knowledge on 
content, and thus links to cognition. 

Cognition in Doyle's scheme stands for developing thinking skills which 
connect concept formation (abstract and concrete), understanding and 
language. Not only do CLIL students learn the content and the language, 
m uch attention is put on learning how to learn. 

!n terms of culture, CLIL provides exposure to alternative perspectives and 
shared understandings, which deepen awareness of otherness and self. 

(APAC, 2006:15 - 29) 
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5C 

I entirely agree with Coyle in terms of the interrelatedness of these four 

aspects: the unity of subject matter, language, thinking process and the 

awareness of own and /o r other cultures is truly the vital to CLIL. However, I 

would expand this framework further. To me, there is one more C to add: 

the Context. 

First, it is the context of the learning situations that calls for specific 

methodology or approach, and it is the specific context that significantly 

influences the outcomes; by context I mean a wide range of conditions, from 

the time and space circumstances (when and where the CLIL classes take 

place), the social micro-context: the individual learners or the teacher, up to 

the more general socio-cultural and political situation of the country. 

Naturally, a CLIL class, despite deeding with the same content via the same 

language, activating and encouraging cognitive skills on similar level and 

within a similar or even the same culture, would have different organization 

and outcome in different learning contexts. 
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Language and Learning 

The role of language in CLIL is important. During a CLIL lesson, the main 

focus of the learners is on the content, and language accompanies it - we 

can thus talk about natural language acquisition. 

However, there are several levels in which language appears in a CLIL 

lesson, and describing them shall lead to deeper understanding of the 

contribution of CLIL to language acquisition. 

Do Coyle in his introduction to CLIL in Catalonia analyses the role of 

language in CLIL. He speaks of language of, for and through learning. 

Language of Learning 

Language of learning exemplifies the interconnectedness of Content and 
Communication dimensions of a CLIL class. It is the language all learners 
need to access basic concepts and skills related to the subject theme or 
topic. 

It follows that language will be organized around functions and notions the 
learners need. Besides, I have already commented on the fact that the 
content subject provides a meaningful context for learning the language: 
there is motivation for learning the language explicitly present. To succeed 
In the content area, mastering related language is essential, and to acquire 
the language, it is necessary to proceed in the content. 

Language for Learning 

language for learning represents the Cognition extent of CLIL. Language can 
b e seen as verbalised thinking: it serves as a tool for clarifying concepts; in 
th*s sense, language for learning is also the language all learners would 
n e ed to operate in any foreign language environment. 

Linguistic interaction is vital in a learning process; it has been proven that 
l e a rning with, a help of another person (parent, teacher, peer...) tends to be 
m o r e effective than "mute" individual learning. In Mathematics, not only 
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does a process or a problem become clearer when lucidly explained in a 

conversation, but it is the interaction that can lead learners towards 

internalised knowledge. When learning is skilfully scaffolded via language, 

it is more effective. 

CLIL also unforcedly, inartificially teaches more general features of language 

for learning: specifically, how to ask questions, debate, maintain social 

contact etc. To fulfil this dimension in CLIL lessons, special attention is paid 

to discussion, debates, pair and group work, hypothesising, estimating, 

expressing opinion etc. 

Language is also a tool for activating higher-order thinking, and CLIL should 

promote cognitively challenging tasks. Furthermore, different learners have 

different learning strategies - verbal interaction is a powerful tool to point 

out the most effective ones. 

The last dimension of language for learning focuses on the fact that by 

changing the language of instruction, the whole perspective is changed: 

learners get a chance to look at the subject from a new perspective, which is 

motivating for them and may help them see and approach the problem from 

more angles. 

Language through Learning 

Language through learning focuses on the Communication dimension of 
CLIL, so to say, how can learning Mathematics in English improve linguistic 
skills in English. 

First of all, learners are actively involved in using the language. Logically» 
learner activity is one of the key concepts for CLIL classes. 

Second, when the learners understand the content, they want to articulate 

their knowledge, and thus genuine need for language arises. Articulating the 

pieces of information not only purifies and reinforces the knowledge of the 

content; it also covertly reinforces the knowledge of language. From this fac* 

arises another CLIL policy: language (especially vocabulary) should be 
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specifically dealt with when the need arises. CLIL calls upon existing 

knowledge of both the content subject and the language. 

The teacher provides scaffolding to proceed on the linguistic level; s /he 

serves as a role model for linguistic patterns. Covert correction (e.g. by 

rephrasing) of the errors in language is preferred: learners' awareness of the 

use of language is being raised gradually, which helps them when studying 

these features formally. 

Joan Tough's analytical model 

Joan Tough starts from the use of language in different educational 

activities and allows us to distinguish different language uses and classify 

them in different categories. In my opinion, Tough's model of uses of oral 

language is vital to understand all the levels of language that CLIL covers 

apart from the content-specific language. 

self-maintaining refers to use of language for physical and psychological 

needs: protecting oneself and one's interests. Directing means using the 

language to recognise what to do (and what others should do) in certain 

circumstances. Reporting serves for recounting temporal sequences and 

relating details to them; Reasoning stands for using the language to find the 

causes and effects of things that happen, explain processes that occur in 

different situations, recognize problems and look for solutions. The 

categories of Predicting a n d Imagining (or Hypothesising) a re self-
exPlaining, and lastly, Projecting means using the language to put oneself 
i n another's place, to imagine what they feel and think. (APAC 2006:53) 
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European Language Framework 

The Council of Europe designed a universal system of language levels as a 

framework for language study. It focuses on specific skills the learners 

should have and tasks they should be able to accomplish in a foreign 

language. 

"Basic user (level A1-2)... can interact in a simple way... can describe 

aspects of h is /her background, immediate environment and matters in 

areas of immediate need." (Council of Europe, 2001). 

School is the students ' immediate environment; even on the basic level of 

language use they should be able to describe it. CLIL offers and practices 

tools for such a description in a much wider range than a usual language 

lesson. 

(Level Bl) "Independent user...can describe experiences and events... and 

briefly give reasons and explanations," and on the higher level of 

independence, B2, "can understand the main ideas of complex text... 

including technical discussions in his /her field of specialization." (Council of 

Europe, 2001). 

Learners finishing elementary education should reach the Bl level of 

linguistic competence in English. (Council of Europe, 2001). CLIL can help 

them with reasoning, explaining or with asking for explanations etc. 

CLIL aims at developing the competences stated in the European Language 
Framework: it targets at communication, description of one's work, 
argumentation etc. Leaving aside the formal aspect of the language, it allows 
students to proceed in the much praised, welcome and ^necessary 
communicative skills. 

Looking back at Coyle's and Tough's taxonomies of language use in a 
classroom, we can conclude that all the dimensions covered are vital to the 
learner. They also directly contribute to his /her personal language portfolio 

loo 
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Naturally, there are several factors that influence the implementation of 

CLIL, all together forming the fifth C of a CLIL framework: the context. 

Among these we can find for example the age-range of the learners, 

sociolinguistic environment, exposure to target language at school and 

outside, extent of CLIL realization, the teachers, subject suitability, or 

content/language ratio (Kees de Bot in Marsh, Maljers, Hartiala). 

CLIL implementation in Prague 

In January - April 2007 I have piloted a small-scale questionnaire-based 
survey on implementing CLIL in Prague secondary schools1. The poll 
embraced several levels. 

• Interest in CLIL 
• Realisation of CLIL and relation to other language-teaching activities 

• Specifics of CLIL implementation 

• Reasons for not implementing CLIL 

• General opinion on language and content integrated learning 

Since I was interested only in a general overview, I used a closed set of 
options for the answers. However, I did provide the subjects of my survey 
with the possibility of adding comments or filling in an open-ended 
statement in each section, in case their opinion has not been covered by the 
previous options. 

I narrowed the context of Prague secondary schools to lower-secondary 
schools with extended language teaching and grammar schools, both private 
and public; I excluded bilingual schools from this survey. In total this 
summed up to 97 schools; 64 agreed to fill in the questionnaires [66%). 27 
of them were answered by the headmasters or their deputies, 24 by 
language teachers and 11 by content-subjects teachers. Two of the 
questionnaires were answered by a dual-qualified, language and content 
teacher. 

1 Questionnaire: Appendix I. 
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Out of the 64 schools, only three claim to implement CLIL, and none of the 
implementations concerned Mathematics. However, the schools showed 
significant interest in CLIL, both in further information and materials. 59 of 
the schools wanted more information on CLIL and its methodology, and 42 
would be interested in information concerning building CLIL in the school 
curriculum. All 64 schools claimed interest in other schools' experience with 
CLIL and again, all schools were interested in CLIL-specific teaching 
materials, ranging from short activities (<20 min) to long-running projects. 

The reasons for not implementing CLIL showed no correlation to the type or 
size of school, or the person answering the questions (language/content 

teacher, school representative; sex, age, years of teaching). A scale 1-5 was 
Used to express the extent of agreement with the statements ( 1 = 1 

absolutely agree, 5 = I absolutely disagree) and one open question was 
Present, allowing to add any cause unmentioned in the survey. The average 

Scoring among the 64 schools was the following: 

We did not know about CLIL 
^ e are not interested in CLIL 

We don't have teachers for CLIL 
We are not equipped to teach CLIL 

CLIL is impossible to integrate in the school curriculum. 

Latter part of the survey asked for general opinions on integrating content 

and language in school environment. It is important to highlight the fact 

that none of the participants had prior direct experience with CLIL and their 

^ s w e r s were widely based on feelings and general attitudes. The 

Participants had the possibility to leave a statement out if they had no 

opinion on it. No relation was found between the items (both answered and 

°mitted) and the independent variables. The average values among the 71 
respondents were the following: 

4.1 
2.3 
1.8 

4.3 
1.4 
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CLIL is the domain of bilingual schools only 1.8 

CLIL is only for gifted learners 2.4 
CLIL can be motivating for the learners 1.5 
CLIL can replace the formal language instruction 4.9 
CLIL is impossible to build in the school curriculum 3 

CLIL is too demanding for the teachers 1.3 
CLIL is a useful tool for mastering a second language 2 
CLIL requires a native speaker 2.3 
Mastering L2 by CLIL teacher is essential to CLIL 1.4 

Knowing the content subject and its methodology is 

essential for a CLIL teacher 1.6 
CLIL is an ordinary class taught in different language 1.9 
CLIL can teach content as effectively as instruction in LI 3.7 

In CLIL, language and content teachers should cooperate 1,2 

CLIL is very stressful for the learners 3,9 
Parents would disagree with implementing CLIL 4.2 

Looking at the results, we can conclude that there are a number of 

misconceptions among Prague teachers and headmasters concerning CLIL. 

Summing them up, they can be categorized in different groups: CLIL and the 

school curriculum, CLIL and the teachers, CLIL and the learners, CLIL and 

the language, and CLIL and the content subject. I have already discussed 

the last two in great detail, underlining the contribution of CLIL to both the 

language and the content, and I have also covered the learner dimension of 

CLIL; subsequently, I shall look into the remaining two categories. 

CLIL and the teachers 

Lack of teachers has been one of the most frequently quoted reasons for not 
implementing CLIL, with further specification that it was too demanding for 
them. However, most of the schools which claimed this also pointed out the 
necessity of language and content teachers cooperation for CLIL. 
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There are several problems for potential and actual CLIL teachers: the lack 
training, insufficient research, lack of CLIL-specific materials, lack of 

knowledge about methodology, the need for evaluation. Moreover, in the 
Czech environment CLIL means doing more whilst being paid the same, 
which is a de-motivating factor for the teachers as well. 

CLIL truly is demanding for the teachers. Andy Hargreaves enumerated CLIL 
teachers mission: they are supposed to promote deep cognitive learning, 
learn to teach in way they were not taught, commit to professional learning, 
work and learn in collegial teams, treat parents/children as partners in 
learning, develop and draw on collective intelligence, build a capacity for 
change and risk, and foster trust in the process. (APAC, 2006:66) 

Cooperation between language and content teacher is an efficient way to 
deal with CLIL contexts. "Language teachers and subject teacher need to 
Work together... and together they should formulate the new didactics 
needed for a real integration of form and function in language teaching." 
(Kees de Bot in Marsh) 

BUt CLIL is not jus t a demanding challenge for the teachers. It can also 
serve to promote their personal and professional development: "...Teaching 

subject through another language has not only the potential to increase 
Motivation and success for learners, but can also lead teachers to 
collaborate and take charge of these developments in order to enhance their 
°Wn teaching and professional interests by generating their own theories of 
classroom practice." (APAC, 2006:9) 

The changes towards CLIL can not occur over a night. Various projects 
should be carried out to promote content and language integrated learning 

among teachers and to facilitate their own content and language integrated 

Caching. 
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CLIL and the school curriculum 

In an increasingly competing environment of private and public schools, 

CLIL implementation can become the defining and deciding element in the 

parents ' and learners' decision in choosing the school. 

The latest reform of the school system in the Czech Republic enables 

schools to design a curriculum of their own, following a state framework 

curriculum. This provides schools with the possibility of legal and official 

integration of CLIL into their school programme. 

CLIL does not equal bilingual education: CLIL approach or CLIL features can 

be formulated for the individual educational areas, both language and non-

language, or CLIL can form an area of its own, as an interdisciplinary 

practice. The question remains where it would be best to implement CLIL, in 

what extent, at what the focus should be. Responsibilities and desired 

outcomes need to be established together with concepts, structures and 

procedures to be learnt and concepts to be assessed, for CLIL to form a 

binding item of the curriculum. 

Further empirical research in CLIL needs to be carried out to convince the 
school representatives of the positive influence of CLIL on the learners and 
thus the school profile. 

loo 
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Fundamentals 

To verify the hypothesis of CLIL being motivating and useful for the learners, 

I have designed a one-lesson CLIL activity and tested it in four different 

environments. Numerous CLIL-specific approaches were employed, with 

focus distributed among language, Mathematics, and learning and social 

competences. 

15-16 year olds were chosen as the target group of this experiment and the 

activity was carried out in four different classes, each of which will be 

described in detail later on. 

The description of the classes was supplied by their class master, their 

English (Spanish) teacher and their Mathematics teacher. The description of 

each school was supplied by the headmaster of the school. 

Three of the lessons were carried out in English; the last one's language of 

instruction was Spanish. It was my aim to prove that it is not necessarily 

the language dimension that plays the most important role in students ' 

interest in CLIL. 

Reading a graph was chosen as the basic mathematical concept around 

which all the activities were organized. The reasons for this choice were 

several. First of all, many learners are literally "lost" when presented with a 

graph - a CLIL activity offers them deeper insight and understanding. Next, 

graphs and diagrams frequently appear in the media and other real-life 

situations, and I consider the ability to interpret a given graph an important 

outcome of lower-secondary school Mathematics. Furthermore, the graph 

facilitates employing of a wide range of mathematical problems, drawing 

learners' attention to the multifacetedness of Mathematics. And lastly, the 

overlap of mathematical interpretation and real-life situation offers 

multifarious uses of English. 

loo 
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Group work has become the predominant teaching method, with attention 
being paid also to reflection. The lesson was strongly learner-centred. 

The analysis of the experiments is based on three sources: the author's self-
reflection on the lesson, the feedback provided by the learners' anonymous 
questionnaires, filled in directly after the lesson, and the feedback provided 
*n a guided observation sheet1 by the usual teacher of the class and an 
interview afterwards. 

Observation sheet: Appendix IV. 
loo 
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activity 
(time: min) 

detailed description I analysis, notes background 
introduction IThe teacher (T) introduces herself, 

(2') I the students (S) are acquainted 
; with the fact that their 
I Mathematics (M) class will be 
carried out in English (E). 

eliciting 
known 

T elicits known terminology in the 
field of M, thus activates the lexical 

terminology: j fields connected to the subject; S 
mind map 

(51) 
also find out that they already 
know many M expression. Teacher 
notes the brainstorm into a mind-
map, mentioning the concept of 
mind-mapping; T also elicits 
specifically known terminology on 
graphs and plotting, providing the 
students with a poster with a 
graph. (T points out the important 
features, eliciting 
explanation/definition from S) 

tension of the newly introduced 
concept of M in E is relieved 
S will be required to produce a 
mind map later on 
this graph is the one on which the 
tasks are based 
materials needed: poster with the 
graph, tape/magnets to put it on 
the board 

behaviorism: support, positive 
reinforcement 
constructivism: starting with the 
known, building on prior 
knowledge; motivating and 
involving S from the start; 
supporting various learning 
strategies 
mind-maps as a tool for 
finding/ seeing connections among 
individual vocabulary items 
ELT/neurolinguistics: activating 
semantic fields, scaffolding 
general pedagogy: S learning 
styles, providing both verbal and 
non-verbal input 



activity detailed description analysis, notes background 
grouping 

(3) 

I 

i 

S are asked to form groups of 4. T 
allows them to make the groups as 
they desire, max. manages the 
process. After the groups are made, 
T introduces the guidelines for 
following activity, noting the key 
points on the board: whole group-
work is evaluated, S may divide the 
work or cooperate on each of the 
assignments, time to complete the 
tasks is 15min. There is a Czech-
English dictionary available in case 
S need it. 

*unknown class: reducing stress 
that might result from forcing 
groups artificially; however, in a 
class the teacher knows it might be 
preferable to either form the groups 
in a game or assign them according 
to S skills and abilities 
materials needed: a folder with 
activities for each group, blank 
sheets and markers, dictionary 

social cognitive theory: learning 
is a process that takes place in a 
society, via contact with others 
communicative competence: it is 
not only necessary to know about 
the language, it is vital to be able to 
use L2 in social interaction 
cooperative competence: at 
school, not only subjects should be 
taught, but also social skills 

r 

1 

I 
I 
j 

1 

activity / detailed description / analysis, notes 
Each group is given a folder with 
an introductory note, which 
repeats the T's instructions 
concerning group work. There are 
four individual sheets with different 
aimed assignments, so that each S 
could work on their own sheet in 
case they do the tasks individually. 
Each S is officially responsible for 
one of the tasks and will be 
presenting it to others; however, 
this does not mean s /he has to do 
this task alone. T walks around the 
classroom and monitors the 
groups, encouraging them to talk 
English and/or providing help if 
needed. T also informs the S when 
there are only 5min left of the time 
and then again a minute or two 
before the time is up. 

each folder (and thus the group) 
h a s a number, this will later on be 
used to call up individual S for 
feedback. 
The focus of each task is different, 
aimed either on M or E, so that S 
can choose to work on a task that 
is easier for them or the one they 
like more (detailed analysis of the 
task follows 
T can adjust the time to the 
progress of the lesson, giving extra 
time if needed, or terminating the 
activity if S finish the tasks 
quickly. 
role of the teacher is monitor or 
facilitator, and his main task is to 
motivate S to use E and give them 
guidelines to solve the M problems, 
if the group is "lost" 

background 1 
constructivism: different aspects 
of a single task, language in 
learning, cooperation, engagement, 
teacher's role 
(see background for "Grouping" 
section) 



activity detailed description analysis, notes background 
expert 
groups 

(3) 

S are asked to keep one sheet each, 
get up and, talking English, find 
others who have the same sheet 
and compare the results. 

After a considerably passive group 
activity, S have the chance to 
move; new short-time groups are 
established, which requires further 
use of language. 

ELT: minglers 
cooperative learning: working in 
different groupings, sharing 
knowledge, peer-correction 

results and 
evaluation 

(15) 

T ends the expert-groups meeting. 
Then activity 4 (aim: vocabulary, 
mind maps) representatives are 
asked to put their work on the 
board. Further on, representatives 
of activity 3 (focus: linear function) 
are asked to provide their results, 
explaining how they found them, 
and the same for activity 2 (focus: 
M revision, angle, speed, distance). 
Last to present their work are S 
who were responsible for activity I 
(writing a story based on the graph) 
- respecting the time limitation, T 
might ask them only to provide the 
parts concerning some important 
features of the graph. 

r 

This part is organized according to 
the MA difficulty of the individual 
tasks. However, first the 
vocabulary sheets serve a s a 
support for those who will be 
talking later. 
T introduces the part tha t will be 
discussed, and draws (or rather, 
lets S draw) a number of group. 
The representative of this group 
has to answer. 
The last part to be presented are 
the short stories. 
The short stories can be evaluated 
after the lesson and S can be given 
feedback on them in written form 
or during next class. 
T then sums up the whole class or 
lets S sum it up, if the time allows 
for that. 

constructivism: putting the 
posters on the board for everyone's 
use gives the authors feeling of 
doing something for real audience; 
varying perspectives, encouraging 
different approaches and multiple 
solutions 
humanistic approach: taking 
account for S feelings, treating S as 
a whole person, 
individualisation, personalisation 
constructivism, critical thinking: 
feedback on the learning process, 
inferring from an experience, 
hypothesising over a newly 
introduced topic, activating higher-
order thinking skills... 

! « c ! detailed description analysis, notes / background / zeeaoacK 
(5') 

• \ 

T ends the class officially and 
hands out questionnaires 
concerning both the class and 
more generally, attitudes towards 
M in E and the specific subjects 
included. 

i 

j Since this class is an experiment, 
the last minutes are reserved for 
questionnaire feedback. Otherwise 
the Results and Evaluation part 
could take much longer or the veiy 
end of the class could focus on 
feedback on group-work or the 
acitivity itself, summing u p the 
pros and cons etc. 
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Lesson Plan - Detailed description 

The lesson consists of four main stages, introduced by a short presentation 
of the teacher and followed by a student feedback questionnaire1. 

I. Introduction 

Having introduced herself, the teacher elicits known mathematical 
vocabulary. This helps relieve students ' stress of having a Mathematics class 
carried out in English: they realize they already know a large amount of 
specialized vocabulary. On the board, the vocabulary is organized in a mind-
map by the teacher, since students will be asked to create a mind-map of 
their own. If not mentioned before, teacher adds the notion of graph or 
diagram and related vocabulary to the mind-map, placing a poster with a 
graph on which the activities will be based on the board. 

Teacher then asks learners about the possible interpretations of the graph, 

appreciating every suggestion; she follows with eliciting every possible 

assignment connected to all the interpretations mentioned, pointing out that 

there can be both Mathematics and English assignments. It is later made 

clear what the graph represents in this class; attention is drawn to 

individual parts of it, the relation between the interpretation and real-life 

situation, and the relevant tasks the students designed. 

II. Group work 

Teacher presents the forthcoming activity. Students will be working in 
groups; each group will get a series of assignments. It is important that they 
distribute the assignments among the group, since their time to carfy the 
tasks out is limited. Then the students are asked to form groups of four and 
the individual numbered folders are distributed. 

1 Questionnaire: Appendix II. 
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In the folders, all the instructions are repeated on the first sheet. The folders 

also contain four separate sheets with different activities and a set of blank 

sheets for the students to use. 

Activities 

Following pages offer the activities as they were printed in the folder the 

students received*; the analysis and anticipated problems ensue. 

The analysis covers English, Mathematics, and Cognition dimensions. It 

focuses both on the assignment itself and on the features the students will 

need to cariy it out. 

The Anticipated problems section should read "Students might have 

Problems with...". Generally, grammar and the like errors in English are not 

considered a problem as long as they do not impede communication; 

similarly, errors resulting from mis-calculation ("numerical errors") are not 

specifically mentioned. 

A general anticipated problem is the use of Czech during the lesson; 

however, it is the role of the teacher to monitor the groups and encourage 

them to use as much English as possible. 

During group work, the teacher walks around the class, encouraging and 

Praising the students, offering help or hints that would lead the students to 

correct solution, drawing students' attention to problems that appear in 

their work; the teacher should invariably use English, encouraging the 
s t udents to use it, too. 

"̂ Fk-fihcBto: Appendix III. 
loo 



assignment 1 

John left at 9:00. The mountain is 633m high. 
These two sentences are part of a story. Write a short story about John's trip to the 
mountains, based on the graph. You can invent all the details and add anything you want 
(Where did his journey start? Did he walk or drive or...? What did he do before he left? 
What did he see on his journey? What happened to him? etc.) Use the information from 
the graph in your story, think of an explanation of everything that the graph reflects! (e.g. 
Did he go faster when he went up or down? Why?) 

analysis 

This part focuses on interpreting the graph and on the English dimension of 

the lesson. 

Mathematics: reading values from the graph, relating rising/ falling/ 

constant values to real life situations, interpreting the 

gradient, estimating 

English: grammar and vocabulary: verbs of movement, pas t tenses, time 

expressions, prepositions, numerals ; creative writing for real 

audience (narration) 

Cognition: relating different s t ructures (text and diagram); number of correct 

answers ** 

Anticipated problems: interpreting the falling segments, relating to real life 

situations; paying too much attention to this section 

62 



assignment 1 

1) Calculate how steep the mountain is (find the angle). Is this very steep or not? 
2) Calculate his average speed on his way down. Is this fast or not? 
3) Knowing that the way down is 2km, try to find the approximate distance he had to go 

between 9:00 and 9:30. 

analysis 

This part focuses on different mathematical problems related to the graph. 

Mathematics: reading values from the graph, using sinus to calculate the 

angle, calculating the average speed, hypothesising about 

approximate distance, estimating, drawing on proportionality 

(steepness - time - distance), units 

English: mathematical vocabulary, explanations, reasoning, hypothesising, 

proving; expressions of uncertainty 

Cognition: relating, hypothesising (using previous results as a starting 

point), discussion, defending one's ideas, dealing with in-

exactitude and ambiguity of the last part, reflection 

Anticipated problems: incorrect use of trigonometric function; different units 

in calculating speed; uncertainty of the last part as 

a source of disappointment; lack of connection 

between values and real life (speed, steepness) 
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Take 9:00 as the starting time and fill in this corresponding table - the examples will 
help you. 

axis real time 9:00 9:15 9:30 9:36 10:00 10:15 11:00\ 
X time elapsed (h) 0 0.25 0.6 
y altitude (m) 300 420 

Individual parts of his way can be described by a linear function (a linear function has the 
f o r m y — ax + b\ for example for the time 9:36 this gives 4 2 0 = 0 . 6 a + b). Try to 
find the functions (values of a, b) for different segments of John's way: 
i. 9:00-9:15 
ii. 9:15-9:30 
iii. 10:00-10:15 
iv. 10:15-11:00 

analysis 

This part sees the graph in coordinate system, as a series of functions. From 
the point of Mathematics, this is probably the most challenging part; 
however, it can be expressed using considerably simple English. 

Mathematics: reading values from the graph, substituting, finding a 
function out of two known points, system of linear equations, 
falling/rising function, characteristics of a function 
(parameters a, b) 

English: decimal point, mathematical vocabulary, explanations, reasoning 

Cognition: transferring information (graph - table - calculations), 
clarification, demonstrating 
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Anticipated problems: seeing the graph as a set of linear functions, 
differentiation between variables and parameters, 

substitution, units (hrs - min), using decimal point 

(not a comma) 
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assignment 1 

1) Make a "mind-map" of all the new vocabulary your group learnt (both mathematical 
and non-mathematical; you can choose your own rule of the organization of the map). 
Use the A3 sheets and the markers and make sure you write in large letter, so that 
your poster can be put on the board later on. 

2) In English, take notes on how you organized your work in the group and how you see 
the assignments (Did you cooperate? Did you enjoy group work? Who did most of the 
work? Who did not work? What was most difficult? Why? etc.) 

analysis 

This part focuses on the students ' reflection. They are asked to revise the 
vocabulary and go through their recent activity once more. 

Mathematics: revision, evaluating the demands 

English: expressing opinion, vocabulary revision, creating/finding links 
between the words, working with a dictionary 

Cognition: learning strategies (mind-mapping, note-taking); content, 
language and group-work reflection; discussion, evaluation 

Anticipated problems: over-focusing on some areas and neglecting others; 
lack of time to carry out this part 
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III. Expert groups 

Each member of the group takes one of the worksheets and mingles around 

the classroom to find others who have the same activity. 

The students are asked to compare their results; apart from discovering 

others' results and approaches, the students are given a chance to move 

freely after having been sitting during the first part of the lesson. 

This activity also leads them to further use of English looking for members 

of the new "expert" group. Re-grouping also fosters communicative and 

cooperative skills: this time the students cooperate not in a group they 

chose but in a randomly formed group. It also allows students to organize 

their cooperation in various manners, ranging from pair-work to larger 

groups. 

IV. Results and Evaluation 

After the short expert group interlude, students are asked to report back. 

First, the vocabulary maps are placed on the board next to the original 

mind-map, the teacher asks individual groups to explain the items that do 

not overlap. 

The process is more important than the product; partial solutions are 
Praised, ideas how to continue can be added... The task is not to check if all 
groups have found the correct answer but to describe and compare the 
Methods they used. 

Throughout the presentation, the students may add any vocabulary items to 
their lists. 

Results of the third part (linear functions) are dealt with next. The teacher 

^sks students to volunteer presenting their solution; if no-one does, the 
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teacher asks one student to draw a number; the groups are "numbered" 
according to the numbers of their folders. During this part, the teacher 
should rely on the shared knowledge of the class, eliciting and prompting. 
Students are encouraged to explain their solutions and/or problems they 
faced. 

Then the results of part two (miscellaneous Mathematics) are discussed. If 
no-one volunteers for the presentation, the members of the group who were 
asked to share their results for the previous part have the right to choose a 
group that will continue. Attention is paid to the last part of this activity, 
every approach should be praised. The students are then given the 
opportunity to vote for the most effective solution. 

After that, the stories aire read. It is the group who has spoken least until 

now who shall read their story first. If the time permits it, all volunteering 

groups should be given the chance to share their writing; if not, the teacher 

asks the groups to provide their explanation for several features of the graph 

(e.g. What happened to John at 9:15? What did he do at the top of the 

mountain? Why did he go slower on his way down?) to make sure they 

understood the graph. The writing may be handed in for latter correction or 

dealt with in next language class. 

In the last part of the lesson, all students are encouraged to share their 
reflection on the activities and group work. 

The teacher then concludes the lesson by praising the students ' effort.A 
brief revision of vocabulary (based on the students ' posters) and of 
mathematical concepts that have been dealt with should also be present. 

loo 



Experimental g roups - overview 
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Analysis and reflection 

Group I. 

general information 

school: Public elementaiy school ZS Gutova is the largest elementary school 

in Prague 10 (640 students). General atmosphere of the school is highly 

positive and supportive; attention is paid to creative and effective teaching 

and learning. Extended Mathematics teaching is offered. Further info: 

http: / / zsgutova.cz. 

class: 9.A, specialised Mathematics class 

n°. of students: 15 (grouping: 4 + 4 + 4 + 3) 

context: The activity was carried out during an English class in a 

specialised language classroom; each student had their own desk; the desks 

Were reorganized for the group-work. 

class description bu their class master and English and Mathematics teachers 

general evaluation of the students: 9.A is an excellent class both in terms 

of results and behaviour. The atmosphere in the classroom is friendly and 

cooperative; there are no problems with bullying or other unwelcome 

behaviour. 

level of English: All of the students started learning English in the 3rd year; 
5 of them take English classes outside school, too. They have had several 
teachers but are used to English as the language of instruction, and their 
general level of English is very good. 

level of Mathematics: 9.A is a class with extended Mathematics lessons. 
They have 6 MA lessons weekly and are supported in extra-curricular MA 
Activities. They show the best results in Mathematics at school and 
significant success in mathematical competitions. 

loo 



The Lesson 

This class has been very pleasant to teach thanks to the low number of 
students and high level of English. 

No behavioural problems that would require teacher intervention appeared; 

the students used English most of the lesson and successfully solved most 

of the tasks. 

As far as the anticipated problems connected to the activity are concerned, 
the students managed to overcome most of them. One of the problems that 
did occur was that they failed to organize their work well; they spent most of 
the time writing the story, which led me to avoid numbering the activities 
and to place the sheet with the writing assignment as the last one in the 
folder for the next lessons. 

The students also faced problems when looking for the functions since they 
have only recently started working with linear functions; however, in the 
results-and-evaluation session guided by the teacher they successfully 
designed a way to solve this part of the assignment and also offered possible 
solutions for a more efficient time-management. 

The feedback from the students was highly positive (see the overview). 
Despite the fact that many of them did not like English, they enjoyed the 
activity and found it useful. 

Selected students ' comments follow: 
"It is important to know all the English vocabulary, even mathematical. " 
"It was good for my future studies." 
"I might need it if I want to work abroad." ^ 
"I think working in groups is better." 
Even though I hate English, this activity was excellent." 

"Thanks to my group I understood how linear functions work." 
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Group II. 

general information 

school: Gymnázium Jaroslava Seiferta is a small private 8-year secondary 

school that claims to provide "excellent education in a challenging but 

friendly environment". Detailed information: www.gymjs.net. 

class: 4 th year (age range: 14 - 16) 

n°. of students: 22 (grouping: 3 x 4 | + 2 x 5 | ) 

context: The activity was carried out during a Mathematics class 
(Wednesday, 11:25 - 12:10), seating order in the classroom is non-standard, 
with long rows of tables (4-5 students each) placed in a wide open "V" facing 
the teacher. 

class description bu their class master and English and Mathematics teachers 

general evaluation of the students: This is an average class, usually very 
passive. Until last year, they were considered the worst class in the school 
(both in behaviour and results), but the situation is getting better this year. 

level of English: They have 3 English classes per week, none of which is 
with a native speaker. One of the students spent a year studying in USA. 
Their level is rather poor; they are not used to English as the language of 
instruction. 

level of Mathematics: 4 MA classes/week, results slightly below average. 

No students gifted in MA. 

loo 
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The Lesson 

Although I have been warned about the passivity and bad reputation of this 
class, I observed neither. 

This class was probably the noisiest out of the four test-classes but they 

mainly discussed and carried out the assignments. In this class I also 

observed more movement; they decided to make groups not according to the 

seating order: consequently, the grouping part was longer. An unexpected 

problem I had to face was a frequent intervention of the teacher, although 

we had agreed beforehand that she would not interrupt the class. She felt 

the urge to quiet the s tudents down, usher them to their places, and tell 

them how to solve the tasks, all of this in Czech. The most demanding part 

of the lesson for me was thus to politely, but assertively convince her not to 

intervene. 

The strategy of avoiding numbers of activities paid off; the s tudents left the 

writing task till the end of the group work and generally distributed their 

work better. 

A major problem I faced was a considerably low level of English and the lack 

of experience with English as a language of instruction. To make sure all the 

students understood the activity I had to repeat a re-phrase the instructions 

several times. I also used more Czech than in the other classes. I 

encouraged the s tudents to ask for help and /o r translation; after the first 

s tudents ventured to ask, the teacher-student interaction continued 

smoothly. 

Since linear functions have not been dealt with in this class, yet, the Results 
part of the lesson was rather teacher-guided. However, I took advantage of 

the groups and students ' shared knowledge: eliciting and offering hints and 
advice I let them discuss the linear functions once more and though this 
task was not fully solved, the students managed to find many relations and 
clues for dealing with linear functions. 
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In terms of language, in this class large improvement was to be observed. In 
the beginning, only few of the students ventured to talk English. During the 
Results and Evaluation session many students volunteered to share their 
solution and/or opinion, including those who usually do not talk during 
English lessons at all. 

This group evaluated the activity as rather difficult, because of English, 
Mathematics, and time. However, they still claimed having enjoyed the class 
and displayed interest in further CLIL activities. 

Selected student comments: 

"It was good to find the principles ourselves, that the teacher did not tell them 
directly." 

"Hiked the possibility of choosing the task I liked." 
*It would be better if we had more of similar activities, it would be easier to 
understand and use English then." 
"I was good that we could write the solution when we didn't know how to say 
it." 

"I liked the vocabulary on the board, I did not have to remember it." 

"It was not as boring as our English classes." 
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Group III. 

generál information 

school: Gymnázium Jaroslava Seiferta is a small private 8-year secondary 

school that claims to provide "excellent education in a challenging but 

friendly environment". Detailed information: www.gymis.net. 

class: 5 t h year 

n°. of students: 20 (grouping: 5 x 4 | ) 

context: the activity was carried out during a Mathematics class; 

class description bu their class master and English and Mathematics teachers 

general evaluation of the students: 5 th year students are considered to be 
above average; however, most of them are "into arts or humanities" and 
generally, do not show interest nor good results in Mathematics and 
Science. They tend to be passive in the lessons and are hard to engage. 

level of English: They have 3 lessons of English per week, one of them is 
conversation with a native speaker. Apart from that, they are not used to 
English as language of instruction: grammar is explained in Czech and 
translation is often used in both learning and testing. 

level of Mathematics: see General evaluation 

loo 
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The Lesson 

I have been warned about low achievements and low interest in 

Mathematics and passivity of this class. However, during the lesson, the 

s tudents were veiy active and communicative and managed to solve all of 

the tasks. 

This class was a year older than the others. First, this meant higher level of 

English, and second, greater knowledge in Mathematics. I deliberately did 

not alter the assignments, wanting to test a more general applicability of the 

activity. The students of this group considered this activity rather easy. 

I decided to take advantage of knowing that this class "was into arts" and 

placed the mind-map task as the first in the portfolio, providing each group 

with a set of coloured markers. Consequently, the mind-maps were more 

complex than in the other groups, using more colours etc., but above all, 

covering wider range of vocabulary. 

Unlike in the other classes, linear function was not a new or recent concept 

to them and they managed to solve this part efficiently. 

The students did not have problems finding or explaining their solutions. 

Several times the students asked me to clarify the solution; I invariably 

forwarded this request to the authors of the solution, who managed to re-

explain their solution clearly and intelligibly. 

Despite this series of questions and explanations, the class went through 

the results more quickly than expected; I used the remaining time to focus 

more on reflection on the group work. 

This group ranked the usefulness of CLIL high and also showed the highest 

interest in various CLIL activities. One of the causes could be the higher age 

of the students, who already have a more concrete vision of their future 

studies and work. 
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Selected student comments: 
"Nowadays it is very important to know as much English as possible. " 

*I want to study in England, this was very helpful. " 
"I liked the different approach to Mathematics. " 
"I liked that my poster was on the board so that everybody could see it. " 
"We seldom use English in the other subjects!" 
"It is a good idea to mix the subjects. " 
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Group IV (Spanish) 

general in formation 

school: Gymnázium v Praze 4, Budějovická 680, offers a branch of bilingual 
Czech-Spanish upper-secondaiy education. During the first two years, 
students get intensive Spanish courses; in the third year they start studying 
Mathematics, Science, Geography and History in Spanish. Further 
information: www.gybu.cz. 

class: 2.D, bilingual Czech-Spanish class 

u°. of students: 26 (grouping: 2x 1 • + 2x 2 t + 2x 3 t + 2x 5 t + lx 6 t ) 

context: the activity was carried out in Spanish during a Mathematics class 

class description bu their class master and English and Mathematics teachers 

general evaluation of the students: There are several strong individualities 
in this class, which results in separation of the class in several isolated 
groups. They have the reputation of a class difficult to teach, they tend to be 
cheeky and unmanageable. 

level of Spanish: their level of Spanish is excellent; since February they 

have one lesson a week dedicated to specialized terminology in different 

subjects 

level of Mathematics: their level and interest in Mathematics is rather low, 
there are four students facing failing in the final examination, none of the 
students takes part in any extra-curricular Mathematics activities 

loo 
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The Lesson 

This was the only class where teacher's previous warning figured. The class 

showed very negative attitude since the very beginning, so my main task 

was first to convince them about the purpose of this activity and the 

methods. On the other hand, the students used Spanish throughout the 

lesson, even when arguing, and carried out all the tasks. 

The negative attitude was surprising, given that these s tudents attend 

bilingual secondary school and are supposed to start learning Mathematics 

in Spanish from next year. 

Grouping was a major problem in this class. Two students refused to 

cooperate with anyone; the others refused to work in groups of four. I tried 

to explain the purpose of the required grouping from several perspectives, 

but failed, so I allowed them to work as they pleased: individually, in pairs, 

in larger groups. In the end, the class devoted considerable effort in avoiding 

4-member groups. This made the lesson more difficult for me to pace and 

monitor. (However, since I did not have to encourage them to use Spanish, 

the task was slightly easier for me.) Moreover, I did not have enough copies 

for the 9 groups that were formed; luckily, the two "one-person groups" 

agreed to share the materials, exchanging the sheets from the folder and 

writing their answers on separate papers. Furthermore, the time lost during 

this phase was at the expense of the final reflection. 

I had to prompt the groups to work several times; when they realised they 

can choose only one activity each and ignore the rest, they often opted for 

this possibility. The 'expert groups' part was a complete failure, the students 

demonstratively argued they did not need to see others' mistakes. On the 

other hand, this reluctance lowered the time pressure. 

I understood that I could not draw lots to determine which group will talk, 

so I opted for different solution. I asked directly one student who seemed to 

be more active to start, asking him later to choose the person who will talk 

next. The students did not object to this method. 
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Unlike their behaviour, the actual results were vexy good, showing creativity 
and insight. In my view, the almost hostile atmosphere in the class was a 
strong impulse for observing the others' solutions, spotting eveiy mistake 
and immediately offering a correction. Thanks to this, the results were 
analyzed in great detail and the Mathematical dimension of the class was 
highlighted. 

The results of the students ' questionnaires were extremely surprising for 
me. They showed that most of the students did enjoy the class and found it 
useful; they also claimed they had enjoyed the group work. However, the 
percentage of students admitting not having worked much was the highest 
of all test-groups. 

Even more astonishing for me was the questionnaire filled in by the teacher, 
who was present throughout the lesson. Not only did she also see the 
activity as enjoyable and useful; she found the methods effective and the 
group-work successful. She also claimed that the students paid attention 
most of the time. With her permission, I want to quote from our follow-up 
interview: "They always 'test' the guest- and substitute teachers. ... I think 
that they really enjoyed it, because no-one left the classroom and they 
actually went through the tasks." 

Selected student comments: 

"It is better when we can choose the group - or choose not to work in one. " 
*We will have MA in Spanish next year, why bother now. " 
"It was fun. " 

"Ienjoyed correcting my classmates' mistakes." 
"Learning Mathematics in Spanish now will help us next year. " 

loo 



Evaluation of the experiment 

All the test groups differed in many respects: type of school, number of 

students and groups, age, level of target language, level of Mathematics and 

also attitudes. The shared characteristic was age and no or little experience 

with cooperative learning in Mathematics. The courses of the lessons have 

also been manifold. 

Despite the differences, both the s tudents and their regular teachers 

appreciated the CLIL experience as enjoyable and useful at the same time. 

The students relished working in groups and the feeling of having real 

audience. They also expressed particular interest in having more CLIL in the 

curriculum, both as a part of content subjects and English lessons. Even 

the groups who found the language and /o r content rather difficult managed 

to be successful, and in the final reflection they designed methods for more 

effective work. 

However, it is disputable how much the enjoyment was caused by the 
novelty factor and by the fact the s tudents did not have a regular class. 

Nevertheless, the feedback from the students shows that they see both 

extrinsic (benefit for future studies or work) and intrinsic motivation 

(enjoying the different perspective, solving a complicated task, noticing the 

meta-learning dimension) in a CLIL lesson. 

The four teachers evaluated the activity as enjoyable and useful both in 

terms of language and Mathematics. They appreciated group-work as an 

effective means for learning content, language and social skills such as 

communication and cooperation. They also considered the language and 

content dimension in balance. Three out of four teachers claimed they would 

consider including CLIL activities in their lessons if they could cooperate 

with another teacher or if they had prepared materials to use. 
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Future of CLIL in the Czech Republic 
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"CLIL can raise linguistic competence and confidence, raise teacher and 

learner expectations, develop risk-taking and problem-solving skills, 

increase vocabulary learning skills, motivate and encourage independence, 

take learners beyond classical language topics, improve LI literacy, 

encourage linguistic spontaneity, develop study skills, concentration, 

generate positive attitudes, enhance cultural awareness." (Coyle in APAC, 

2006:15) The s tudents find learning content subjects in a foreign language 

both enjoyable and useful, they appreciate the methods... The question is: 

what can we do to promote CLIL? 

The seminar 'CEILINK' Think Tank, which was held in Strasbourg in 

October 1998, brought together more than fifty practitioners, researchers 

and policy-makers to identify those areas of CLIL practice and research 

which require further development. They came up with a detailed 

perspective of European CLIL implementation. Both research and practice 

was taken into account and in the final report, an exhaustive list of 

recommendations for the future of content and language learning and 

teaching was presented. (Marsh, Marsland, 1999) 

Based on these recommendations, the theoretical and methodological 

background of CLIL, the brief history and presence of CLIL and my own 

concise poll and experiment, several attainable ways to enhance CLIL 

implementation in the Czech Republic appeared. 

I shall not focus on the international dimension; I shall rather focus on 

possible Czech-specific solutions. Naturally, the connection to international 

CLIL network is a fundamental necessity for all the ensuing suggestions. 
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Information on CLIL - a closed circle 

More information on CLIL is needed on several interrelated levels. CLIL 
assets and methodology need to be spread among Czech schools, public, 
and policy makers, highlighting its benefits for both the students and the 
schools, to promote CLIL implementation; more information on CLIL 
possibilities and methodology is essential to encourage teachers to meet the 
challenge of CLIL, more information on CLIL practice is needed for further 
research on CLIL, from which more information on CLIL would stem. 

In short, the practitioners need information from research to implement 

CLIL and researchers need information on successful CLIL practice. 

Research 

Thorough research ought to be carried out to ascertain the scope and map 
the current CLIL implementation in the Czech Republic, preferably at all 
levels of education. 

Results of such a research will show not only the extent and present models 
of CLIL, but will also provide CLIL researchers and practitioners with a 
useful net of contacts, which is essential for effective work of 'CLIL 
community', and where further case-studies can and should follow. 

Follow-up research based on case-studies is needed to develop CLIL practice 
and further prove CLIL assets to the learners, as well as to deal with specific 
aspects of CLIL implementation, such as assessment, different models of 
CLIL etc. This research needs to be connected to wider European contexts, 
focusing on successful practice and enabling for "exchange of information, 
experience and material between the different categories of players in the 
field of content and language integrated teaching". (Nixon) 
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Teachers 

Teachers are the key factor in content and language integrated learning. 

Nowadays, CLIL is being taught by enthusiastic teachers who venture on 

integrating content and language, be this content teachers with knowledge 

of the language or language teachers. 

Not only information on successful CLIL practice should be provided; 
specific teacher training is vital for spreading CLIL. 

Pre-service teacher training on university level, both pre-graduate and post-
graduate, is essential for the changes to take place. A general CLIL course 
should be available to all students interested, focusing on methods and 
successful practice. Such a learning community can also contribute 
significantly to the CLIL research, providing ideas for and feedback on 
specific CLIL activities and/or general CLIL approach. Moreover, it could be 
these students who spread CLIL among schools during their teaching 
practice. 

"Initial teacher education in CLIL is a pre-requisite for consolidating this 
approach in mainstream education. Specialised programmes need to be 
developed which would encourage inter-disciplinarity by providing subject 
and language specialisation and certification." (CEILINK Recommendations) 

Czech faculties of education offer a number of combinations of a foreign 
language and a content subject. Every year, numerous dual-qualified, CLIL-
ideal teachers graduate. This potential ought to be taken advantage of. 

However, cooperation among different departments is often a roadblock 
which needs to be dealt with. As well as it is necessary to disseminate 
information on CLIL not only among the teachers but also among "the 
headmasters and policy makers, CLIL should be propagated on higher level 
also at Universities. 

In-service teacher training is another crucial issue. "Teachers of subjects 
and languages should be provided with the opportunity to move into CLIL 
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through the provision of in-service development programmes." (CEILINK 
Recommendations). It is not sufficient to provide information: first-hand 
experience is needed. Also, since the CLIL methodology is different to the 
way the teachers were taught themselves, and different to a single-subject 
methodology, workshops engaging teachers in designing and carrying out 
specific CLIL projects should be designed to train the in-service teachers 
and provide them with useful advice, materials and contacts. Moreover, a 
workshop bringing together language and content-subjects teacher provides 
a natural environment for the much emphasised cooperation between them. 

Joining pre-service and in-service teacher training in CLIL might also be 
beneficial for both, combining different experience, expectations and 
approaches. 

Specialized workshops should also be organized for those who want to 
integrate CLIL in their school curricula, offering advice on how to do it. Case 
studies from the Czech Republic and other countries can provide school 
representatives with useful guidelines on the potential of CLIL 
implementation and the ways of integrating it in the curriculum. 

Materials - a CLIL website 

The need for materials is apparent: a major task in CLIL practice and 
research is to design, test and evaluate a series of materials for teachers to 
use. These materials should contain lesson, project or activity plans and 
ideas based on CLIL methodology, with detailed focus on the language, 
content and cognition components of the learning activity, also emphasizing 
the flexibility of the approach. 

The perfect medium for an interactive database of CLIL-related materials is 
the Internet, with downloadable practical and theoretical materials and 
comments, and with the possibility of evaluation of the activities offered. 
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The website should allow anyone to place their own CLIL-related activity 

online for others to share, and have the possibility to receive feedback from 

the lay and professional community. It should also contain theoretical 

background on CLIL philosophy and methodology with concrete examples, 

from which the practitioners could design their own CLIL lessons. 

Such a public site would be beneficial both for the practitioners and 
researchers, allowing them to confront their experience and ideas with those 
of other CLIL-ists, and for the public, who can get comprehensive 
information on CLIL. 

Naturally, should such a website exist, it would be most desirable for it to 

feature also international CLIL links dealing with CLIL theories, methods, 

focuses, materials and specific implementations, as well as the international 

CLIL community and other links and articles connected to CLIL. 
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Conclusion 

CLIL draws on a number of theories and methodologies. Among them, the 

most influential are the humanistic approach, communicative approach and 

constructivism. 

CLIL methodology stresses the interrelatedness of language, content and 
cognition of the learner, covering also the cultural dimension of learning. All 

CLIL methods are learner-centred and assume a shift in a role of the 

teacher; they pay special attention to communication, social dimension of 

learning, cognitive development of the learners and motivation. 

Using terminology related to different methods, Content and Language 

Integrated Learning covers content knowledge construction and language 

acquisition. 

The short survey showed that there were only a few schools (0705%) 

implementing CLIL in the target group. This is mainly due to lack of 

information on CLIL generally and on the possibilities of its implementation, 

and due to scarcity of qualified and /o r motivated teachers. However, the 

vast majority of the schools showed considerable interest in CLIL experience 

and materials. 

Based on the feedback from the students and teachers who had a brief first-
hand CLIL experience we can conclude that both the students and the 
teachers see the benefit of a CLIL lesson for English and for Mathematics; 
innovative CLIL methods applied were found motivating and useful, both 
intrinsic and extrinsic motivation was observed. 

Independently on the specific context the students considered the CLIL 
experience motivating and enriching; the teachers agreed that had they 
some support, they would consider implementing CLIL in their classes. 
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Based on this evidence I am convinced that CLIL is a highly motivating 

experience for the learners; moreover, first-hand experience with a CLIL 

class proved to be motivating also for the teachers. 

Nevertheless, many opened questions for the future of CLIL emerge. The 

blatant lack of information on CLIL on all levels of education naturally slows 

down if not blocks the development. Furthermore, there is almost a 

complete lack of CLIL-specific teacher training: the potential the Czech 

University system offers for CLIL is not being made use of. 

There are several feasible steps that need to be carried out in near future: a 

detailed survey on individual CLIL implementations in the Czech Republic, 

promoting CLIL among in-service and pre-service teachers, preferably in 

active workshops, spreading information on CLIL on different levels, and 

starting a CLIL-materials database. 

To conclude, CLIL is a multi-dimensional highly motivating innovative 

approach to teaching. Nevertheless, its implementation requires extensive 

work to be done. In my opinion, the most effective way would be to start at 

University level, taking advantage of the dual qualification of Czech 

teachers. 
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Pobrý den, 
]fámci své diplomově práce bych vás ráda požádala o vyplnění následujícího dotazníku. Práce se týká metodologie CLIL -
°ntent and Language Integrated Learning, tedy zjednodušeně výuky některých odborných předmětů nebo jejich částí v cizím 
pice. Pokud byste chtěli některou z odpovědí rozvést nebo jakkoliv komentovat, neváhejte své komentáře přidat přímo do textu, 
elkové výsledky budou statisticky vyhodnoceny, v práci budou figurovat pouze výsledné počty a korelace vybraných položek, 
''koliv jména konkrétních škol; pokud bych některý z Vašich komentářů chtěla zveřejnit, obrátím se na Vás, abychom se dohodli 
9 for mě, která Vám bude vyhovovat, případně budu samozřejmě naprosto respektovat Váš nesouhlas s publikací. 
Splnění dotazníku by mělo zabrat zhruba 15 minut. Pokud máte jakékoliv dotazy či pochybnosti, neváhejte mě kontaktovat na 

teikalovaCa)gmail. com. 
Předem děkuji za spolupráci, 

Lenka Tejkalová 

nehodící se prosím smažte nebo škrtněte, případně jinak JEDNOZNAČNĚ vyberte jednu z nabízených možností; ^ ZŠ prosím rozdělte podle stupňů) 

Typ školy: Počet tříd: £ Průměrný počet žáků ve třídě 
! Tento dotazník vyplňuje... 
/berte prosím všechny pravdivé možnosti) 

«ditel/ka školy ANO - NE* 
jjjstupce/zástupkyně ANO - NE* 
*jtel cizího jazyka ANO - NE* 
l^tel odborného předmětu ANO - NE* 

^hlaví žena - muž - nechci uvést* 
<30 let 3 0 - 4 0 let 4 0 - 5 0 let 5 0 - 6 0 let >60 let nechci uvést* 

Selská praxe <3roky 3 - 7 let 7 - 1 2 let 12 -18 let >18 let nechci uvést* 

f Na naší škole v současné době probíhá: 
vyberte prosím všechny pravdivé možnosti, pfípadně své volby libovolně komentujte 

2.1. dvojjazyčná výuka ANO - NE* 
2.2. rozšířená výuka jazyků ANO - NE* 
2.3. projekty, soutěže a aktivity v rámci výuky cizích jazyků 

na školní úrovni ANO - NE* 
na meziškolní úrovni v ČR ANO - NE* 
na mezinárodní úrovni ANO - NE* 

2.4. zahraniční spolupráce s konkrétní školou (výměny apod.) ANO - NE* 
2.5. výuka odborného předmětu v cizím jazyce ANO - NE* 

Vaše osobní představy nebo zkušenosti týkající se výuky některých odborných předmětů nebo 
jejich částí v cizím jazyce (= CLIL) 
«Oznámkujte" prosím jednotlivé možnosti. 1 = naprosto souhlasím. 5 = rozhodně nesouhlasím. Pokud nemáte na danou položku žádný 
názor, nechte prosím vypsané všechny možnosti (12345). Čtěte prosím položky pozorné, některé jsou formulované negativně, jiné 
Pozitivně. Pokud s CLIL nemáte zkušenosti, ětěte všechny položky jako „myslím si, pravděpodobně..." apod. 

Výuka v cizím jazyce se týká jen dvojjazyčných škol 1 2 3 4 5 
Výuka v cizím jazyce je jen pro nadané děti 1 2 3 4 5 
Výuka v cizím jazyce je působí na žáky motivačně 1 2 3 4 5 
CLIL naučí žáky jazyk nejméně tak dobře, jako běžné hodiny cizího jazyka.... 12 3 4 5 
Je obecně velmi obtížné až nemožné zařadit CLIL do ŠVP 1 2 3 4 5 
CLIL klade na učitele přílišné nároky 1 2 3 4 5 
CLIL je užitečný nástroj pro skutečné zvládnutí cizího jazyka 1 2 3 4 5 
Pro CLIL je nezbytný rodilý mluvčí, ideálně učitel odb. předmětu 1 2 3 4 5 
Je důležitější, aby učitel CLILu uměl cílový jazyk 1 2 3 4 5 
Je důležitější, aby učitel CLILu uměl odborný předmět 1 2 3 4 5 
CLIL je běžná hodina, jen v cizím jazyce 1 2 3 4 5 
CLIL nikdy nenaučí žáky předmět tak dobře, jako běžné hodiny v Čj 1 2 3 4 5 
Na CLILu by měli spolupracovat jazykáři a učitelé odborného předmětu 1 2 3 4 5 
Pro žáky je CLIL stresující 1 2 3 4 5 
Rodiče by asi nesouhlasili se zařazením CLIL na naší škole 1 2 3 4 5 
...a cokoliv, co byste chtěli dodat: 

i 



V rámci výuky (části) odborného předmětu v cizím jazyce (= CLIL) by vás zajímalo: 
vyberte prosím všechny pravdivé možnosti 

CLIL nás vůbec nezajímá ANO - NE* 
rádi bychom měli o CLIL více obecných informací ANO - NE* 
zajímaly by nás informace o specifických metodách CLIL ANO - NE* 
zajímaly by nás možnosti zasazení takové výuky do ŠVP ANO - NE* 
zajímaly by nás ukázkové hodiny pro naše žáky v rámci běžného vyučování ANO - NE* 
zajímaly by nás zkušenosti jiných škol s CLIL ANO - NE* 
zajímaly by nás konkrétní CLIL aktivity, které ve svých hodinách mohou použít naši učitelé 

jednorázové krátké aktivity (<20 min) ANO - NE* 
aktivity na celou konkrétní vyučovací hodinu ANO - NE* 
dlouhodobější projekty na několik (částí) vyučovacích hodin ANO - NE* 

jiné ANO-NE* 
uvedše zde prosím cokoliv, na co byste se chtěli ve spojitosti s CLIL zeptat, co byste se chtěli 
dozvědět, možnosti, které byste rádi měli/využili apod. 

Pokud jste na otázku 2.5. odpověděli ANO (na Vaší škole momentálně probíhá výuka odborného 
předmětu v cizím jazyce) nebo taková výuka na vaší škole někdy probíhala, pokračujte prosím 
touto Částí, v opaCném připadí přejděte prosím k části 6 . . 

5.1. Jakým způsobem jste se o možnostech výuky v cizím jazyce dozvěděli? Od koho vzešla iniciativa? Q te™e hodině mi nejvíce vadilo: 
Příp., po jak dlouhé době a proč jste od ní ustoupili? 
vyplňte prosím zde 

Vosím, ohodnoťte na škále 1-5 tato tvrzení. 1 = naprosto souhlasím. 5 = naprosto nesouhlasím. 

Opovězte na uvedené otázky/doplňte nedokončená tvrzení (jsou pro jistotu kurzívou), přidejte 

'bovolné komentáře k libovolným položkám, psát můžete samozřejmě i na druhou stranu, 

odepisovat se nemusíte, stejně tak můžete vynechat otázky, na které nevíte jak odpovědět, 

ento dotazník ani jeho obsah se nedostane do rukou vašim učitelům. 

Líám rád/a matematiku. 

ráda/a angličtinu. 

Tahle hodina mě bavila. 

Myslím, že ta hodina byla užitečná. 

^ téhle hodině se mi nejvíce líbilo: 

5.2. Který předmět (předměty) se v cizím jazyce vyučují (vyučovaly)? 
vyplňte prosím zde 

5.3. Ve kterém jazyce? 
Aj Nj Fj Šj jiný (jaký)_ 

5.4. Jde (šlo) o pravidelnou výuku? Pokud ano, kolik hodin týdně je jí (jí bylo) věnováno? Pokud ne, 
jaká je časová organizace výuky předmětu v cizím jazyce? V jakém ročníku? 
vyplňte prosím zde 

5.5. Jaká je (byla) aprobace (příp. další vzdělání, jazykové i odborné) vyučujících? 
vyplňte prosím zde 

5.6. Liší (lišily) se tyto hodiny od standardních hodin příslušného odborného předmětu v Čj? Jak? 
uveďte prosím stručný popis metod, které se liší od standardně používaných, případně stručný p(# | 
konkrétní hodiny 

!avilo mě pracovat ve skupině. 

m i bych pracoval/a sama. 

'adí mi v angličtině mluvit. 

Wilo by mě mít občas kousek hodiny matematiky v angličtině. 
i 
e skupině jsem udělal/a většinu práce. 

Pokud jste na otázku 2.5. odpověděli NE (na Vaší škole momentálně neprobíhá výuka odborného ljjt 
předmětu v cizím jazyce), vyplňte prosím tuto část, a to i v případě, že taková výuka na vaší škole 
V minulosti probíhala. Nevyplňujte prosím v případě, že na vaší škole je momentálně některý předmět vyuěován v cizím jazyce. 

Výuka odborného předmětu v cizím jazyce na naší škole momentálně neprobíhá, protože... 
vyberte prosím všechny pravdivé možnosti 

jsme o této možnosti nevěděli ANO - NE* 
o ni nemáme zájem ANO - NE* 
pro ni nemáme vhodné vyučující * ANO - NE* 
pro ni nemáme vhodné vybavení/učebny ANO - NE* 
to neumožňuje RVP - ŠVP ANO - NE* 
jiné důvody ANO-NE* 
(uvedše zde prosím jaké, nebo výslovně napište, že důvody nechcete uvést:) 

e skupině jsem se jen svezl/a s ostatními, moc jsem toho nedělal/a. 

*hle hodina pro mě byla náročná. 

Byla náročná kvůli matematice. 

Byla náročná kvůli angličtině. 

Wilo by mě, kdybychom někdy v angličtině měli i kousky jiných předmětů. 

V spokojený/-á s tím, jak naše skupina pracovala. 

dopište prosím, co vám na práci ve skupině nejvíc vadilo/vyhovovalo 

se matematiku v angličtině je zbytečnost. 

proč/proč ne? 

^tšinu hodiny jsem opravdu mluvila/a anglicky, 

mi vyplňovat tenhle dotazník. 

opište, jak byste hodnotili (známkou nebo slovy) výkon učitelky v této hodině, co se vám 
Ho, co vám vadilo apod. 

\za spolupráci. Případné připomínky, poznámky atd. pište na lenka.teikalova^nil gom 
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Hodnoťte prosím na škále 1 - 5 (1 = naprosto souhlasím, 5 = zcela nesouhlasím) a 
doplňte neúplná tvrzení. Přidejte libovolný komentář k libovolné položce. Děkuji!!! 

Hodina mi připadala pro žáky zábavná. 
Hodina mi připadala pro žáky příliš náročná. 
Myslím si, že se naučili nějaká nová slovíčka v AJ. 
Myslím, že se naučili/smysluplně zopakovali něco z MA. 
Práci ve skupině ve svých hodinách používám. 
Ráda bych si vyzkoušela vyučovat kousek MA v AJ. 
Tato hodina by byla použitelná pro výuku angličtiny. 
Učitelce se dařilo vzbudit a udržet zájem studentů. 
Žáci se věnovali jiným činnostem, než měli. 
Nesouhlasím s tím, že žáci nemuseli dělat všechny příklady. 
Hodina byla dobře připravená. 
Matematický přínos byl nulový. 

Podobná aktivita nemá ve vyučování matematice co dělat. 
Matematické složky byly pro žáky příliš snadné. 
Zkušenosti s výukou cizích jazyků jsou pro MA irelevantní. 
Práce ve skupině je pro studenty přínosná. 
Podobné aktivity není možné zakomponovat do ŠVP. 
V cizím jazyce se nikdy matematiku pořádně nenaučí. 
0 podobné aktivitě bych uvažovala, kdybych mohla spolupracovat s jazykářem. 
Žáci se chovali jinak než v jiných hodinách MA. 

Bylo to v souladu s obsahem hodiny 
Podobnou hodinu by měl učit rodilý mluvčí. 
Jazykový přínos byl nulový. 
Použití češtiny v hodině mělo své opodstatnění, 
'azyk a matematika byly v rovnováze, 
^e třídě byl větší hluk a pohyb než obvykle. 

Bylo to v souladu s obsahem hodiny 
Zdobné aktivity jsou jen pro nadané studenty. 

použité v této hodině mohou přispět k efektivnějšímu učení se studentů. 
Matematiku v angličtině bych zkusila učit, kdybych k tomu měla vhodné podklady, 
^ato hodina byla pro žáky ztráta času. 
Wo hodina rozvíjela kompetence k učení se a ke spolupráci. 

i * * , 
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Dobrý den, 
v rámci své diplomové práce bych vás ráda požádala o vyplnění následujícího dotazníku. Práce se týká metodologie CLIL -
Content and Language Integrated Learning, tedy zjednodušeně výuky některých odborných předmětů nebo ieiich části v cizím 
jazyce. Pokud byste chtěli některou z odpovědí rozvést nebo jakkoliv komentovat, neváhejte své komentáře přidat přímo do textu. 
Celkové výsledky budou statisticky vyhodnoceny, v práci budou figurovat pouze výsledné počty a korelace vybraných položek, 
nikoliv jména konkrétních škol; pokud bych některý z Vašich komentářů chtěla zveřejnit, obrátím se na Vás, abychom se dohodli 
na formě, která Vám bude vyhovovat, případně budu samozřejmě naprosto respektovat Váš nesouhlas s publikací. 
Vyplnění dotazníku by mělo zabrat zhruba 15 minut. Pokud máte jakékoliv dotazy či pochybnosti, neváhejte mě kontaktovat na 
lenka. teikalava(a)?mail. com. 

Předem děkuji za spolupráci, 
Lenka Tejkalová 

(• nehodící se prosfm smažte nebo Škrtněte, připadni jinak JEDNOZNAČNĚ vyberte jednu z nabízených možnosti; ^ ZŠ prosím rozdělte podle stupňů) 

1. Typ Školy: _ _ 2 s 2 Počet tříd: lojlď Průměrný počet žáků ve třídě ŽÁ 
Tento dotaznfk vyplňuje... 

(vyberte prosfm viechnv pravdivé možnosti) 
ředitel/ka školy ANO NE* 
zástupce/zástupkyně (SEDANE* 
učitel cizího jazyka AN©—NE* 
učitel odborného předmětu ANO—NE* 
jiné. 

pohlaví <Žen{J>- muž - nechci uvést* 
věk < 30 let 30 - 40 let £0]E2ífet 50 - 60 let >60 let nechci uvést* 
učitelská praxe < 3 roky 3 - 7 let 7 - 12 let >18 let nechci uvést* 

2. Na naší škole v současné době probíhá: 
vyberte prosím všechny pravdivé možnosti, případně své volby libovolně komentujte 
2.1. dvojjazyčná výuka ANO -
2.2. rozšířená výuka jazyků NE* 
2.3. projekty, soutěže a aktivity v rámci výuky cizích jazyků 

na školní úrovni - NE* 
na meziškolní úrovni v ČR ANO -<£3^ 
na mezinárodní úrovni - NE* 

2.4. zahraniční spolupráce s konkrétní školou (výměny apod.) NE* 
2.5. výuka odborného předmětu v cizím jazyce ANO 

3. Vaše osobní představy nebo zkušenosti týkající se výuky některých odborných předmětů nebo 
jejich částí v cizím jazyce (= CLIL) 
„Oznámkujte" prosím jednotlivé možnosti. 1 = napros to souhlasím. 5 = rozhodně nesouhlasím. Pokud nemáte na danou položku žádný 
názor, nechte prosím vypsané všechny možnosti (12345). Čtěte prosím položky pozorně, některé jsou formulované negativně, jiné 
pozitivně. Pokud s CLIL nemáte zkušenosti, čtěte všechny položky jako „myslím si, pravděpodobně..." apod. 

Výuka v cizím jazyce se týká jen dvojjazyčných škol 1^3 4 5 
Výuka v cizím jazyce je jen pro nadané děti 1 4 5 
Výuka v cizím jazyce je působí na žáky motivačně Iť5?3 4 5 
CLIL naučí žáky jazyk nejméně tak dobře, jako běžné hodiny cizího jazyka.... 1 2 2 ^ 5 
Je obecně velmi obtížné až nemožné zařadit CLIL do ŠVP 3 4 5 
CLIL klade na učitele přílišné nároky $ 2 3 4 5 
CLIL je užitečný nástroj pro skutečné zvládnutí cizího jazyka 1^3 4 5 
Pro CLIL je nezbytný rodilý mluvčí, ideálně učitel odb. předmětu L<2?3 4 5 
Je důležitější, aby učitel CLILu uměl cílový jazyk 1 2 3 4 5 
Je důležitější, aby učitel CLILu uměl odborný předmět 1 2 3 4 5 
CLIL je běžná hodina, jen v cizím jazyce 1/03 4 5 
CLIL nikdy nenaučí žáky předmět tak dobře, jako běžné hodiny v Čj fl 2 3 4 5 
Na CLILu by měli spolupracovat jazykáři a učitelé odborného předmětu.... ^ 2 3 4 5 
Pro žáky je CLIL stresující 1 2 0 4 5 
Rodiče by asi nesouhlasili se zařazením CLIL na naší škole 12 3 4 5 
...a cokoliv, co byste chtěli dodat: 

i 



V rámci výuky (částí) odborného předmětu v cizím jazyce (= CLIL) by vás zajímalo: 
vyberte prosím všechny pravdivé možnosti 

CLIL nás vůbec nezajímá . ANO -Í£B* 
rádi bychom měli o CLIL více obecných informací ~ NE* 
zajímaly by nás informace o specifických metodách CLIL $íN©-NE* 
zajímaly by nás možnosti zasazení takové výuky do ŠVP 
zajímaly by nás ukázkové hodiny pro naše žáky v rámci běžného vyučování ANO - NE* 
zajímaly by nás zkušenosti jiných škol s CLIL fóP ~ 
zajímaly by nás konkrétní CLIL aktivity, které ve svých hodinách mohou použít na&učitelé 

jednorázové krátké aktivity (<20 min) - NE* 
aktivity na celou konkrétní vyučovací hodinu ~ NE* 
dlouhodobější projekty na několik (částí) vyučovacích hodin - NE* 

jiné ANO-NE* 
uveďte zde prosím cokoliv, na co bvste se chtěli ve spojitosti s CLIL zeptat, co bvste se chtěli 
dozvědět, možnosti, které byste rádi méli/wužili apod. 

Pokud jste na otázku 2.5. odpověděli ANO (na Vaší škole momentálně probíhá výuka odborného 
předmětu v cizím jazyce) nebo taková výuka na vaší škole někdy probíhala, pokračujte prosím 
touto Částí, v opačném přlpadé přejdete prosím k části 6. / 
5.1. Jakým způsobem jste se o možnostech výuky v cizím jazyce dozvěděli? Od koho vzešla iniciativa? 

Příp., po jak dlouhé době a proč jste od ní ustoupili? 
vyplňte prosím zde / 

5.2. Který předmět (předměty) se v cjzím jazyce vyučují (vyučovaly)? 
vyplňte prosím zde / 

5.3. Ve kterém jazyce? / 
Aj Nj Fj S j / jiný (jaký) * 

5.4. Jde (šlo) o p r a v i d e l n o u výuku? Pokud ano, kolik hodin týdně je jí (jí bylo) věnováno? Pokud ne, 
jaká je časová organizace výuky předmětu v cizím jazyce? V jakém ročníku? 
vyplňte prosím zde 

5.5. Jaká je (bylaVaprobace (příp. další vzdělání, jazykové i odborné) vyučujících? 
vyplňte proiflm zde 

5.6. Liší (lišjíy) se tyto hodiny od standardních hodin příslušného odborného předmětu v Čj? Jak? 
uveďte prosím stručný popis metod, které se liší od standardně používaných, případně stručný popis 
konkrétní hodiny 

Pokud jste na otázku 2.5. odpověděli NE (na Vaší škole momentálně neprobíhá výuka odborného 
předmětu v cizím jazyce), vyplňte prosím tuto část, a to i v případě, že taková výuka na vaší škole 
V minulosti probíhala. Nevyplňujte prosím v případe, že na vaši škole je momentální některý předmět vyučován v cizím jazyce. 

Výuka odborného předmětu v cizím jazyce na naší škole momentálně neprobíhá, protože... 
vyberte prosím všechny pravdivé možnosti 

jsme o této možnosti nevěděli ANO - ^ ^ 
o ni nemáme zájem ~ 
pro ni nemáme vhodné vyučující A^íP - NE* 
pro ni nemáme vhodné vybavení/učebny ^ ^ 
to neumožňuje RVP - ŠVP NE* 
jiné důvody ANO-NE* 
(uveďte zde prosím jaké, nebo výslovně napište, že důvody nechcete uvést:) 



Prosím, ohodnoťte na škále 1-5 tato tvrzení. 1 = naprosto souhlasím. 5 = naprosto nesouhlasím. 

Odpovězte na uvedené otázky/doplňte nedokončená tvrzení (jsou pro jistotu kurzívou), přidejte 

libovolné komentáře k libovolným položkám, psát můžete samozřejmě i na druhou stranu. 

Podepisovat se nemusíte, stejně tak můžete vynechat otázky, na které nevíte jak odpovědět. 

Tento dotazník ani jeho obsah se nedostane do rukou vašim učitelům. 

Mám rád/j | matematiku. 

Mám ráda^. angličtinu. Q. 

Tahle hodina mě bavila. \ 

Myslím, že ta hodina byla užitečná. \ -

Na téhle hodině se mi nejvíce líbilo: ^ 

Na téhle hodině mi nejvíce vadilo: j t v o - ^ o cAjx^ 

Bavilo mě pracovat ve skupině. \ 

Radši bych pracoval^ sama. M 

Vadí mi v angličtině mluvit. 

Bavilo by mě mít občas kousek hodiny matematiky v angličtině. 

Ve skupině jsem udělal$ většinu práce. ^D 

Ve skupině jsem se jen svezly s ostatními, moc jsem toho nedělal^ ^ 

Tahle hodina pro mě byla náročná. 

Byla náročná kvůli matematice. SL 

Byla náročná kvůli angličtině. M 

Bavilo by mě, kdybychom někdy v angličtině měli i kousky jiných předmětů. A 

Jsem spoko jený^ s tím, jak naše skupina pracovala. XAlrŽ- ň í Z 

dopište prosím, co vám na práci ve skupině nejvíc vadilo/vyhovev^^^^ 

Učit se matematiku v angličtině je zbytečnost. JD. - . , A 

* * * * * * ^ ^ 

Většinu hodiny jsem opravdu mluvila^anglicky. & 

Vadí mi vyplňovat tenhle dotazník, if-

Napištejak byste hodnotili (známkou nebo slovy) výkon učitelky v této hodině, co se vám 

líbilo, co vám vadilo apod \ tó^ ^ ^ ^ ^ u ^ n ^ ' 

J îrvvvJ2. .Áo dšx&A, 
Díky za spolupráci. Případné připomínky, poznámfy atd. pište na lenka. teikalova(a),gmail. com 
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Hodnoťte prosím na škále 1 - 5 (1 = naprosto souhlasím, 5 = zcela nesouhlasím) a 
doplňte neúplná tvrzení. Přidejte libovolný komentář k libovolné položce. Děkuji!!! 

Hodina mi připadala pro žáky zábavná. \ 

Hodina mi připadala pro žáky příliš náročná. 3 

Myslím si, že se naučili nějaká nová slovíčka v AJ. A 

Myslím, že se naučili/smysluplně zopakovali něco z MA. 4 

Práci ve skupině ve svých hodinách používám. V- 5 

Ráda bych si vyzkoušela vyučovat kousek MA v AJ. S 

Tato hodina by byla použitelná pro výuku angličtiny. \ 

Učitelce se dařilo vzbudit a udržet zájem studentů. 4 

Žáci se věnovali jiným činnostem, než měli. 
Nesouhlasím s tím, že žáci nemuseli dělat všechny příklady. 2. 

Hodina byla dobře připravená. -i 
Matematický přínos byl nulový. 

Podobná aktivita nemá ve vyučování matematice co dělat. 5 
Matematické složky byly pro žáky příliš snadné. V 
Zkušenosti s výukou cizích jazyků jsou pro MA irelevantní. 5 
Práce ve skupině je pro studenty přínosná. \ 
Podobné aktivity není možné zakomponovat do ŠVP. 
V cizím jazyce se nikdy matematiku pořádně nenaučí. 3 

O podobné aktivitě bych uvažovala, kdybych mohla spolupracovat s jazykářem. -5 
Žáci se chovali jinak než v jiných hodinách MA. Z 

Bylo to v souladu s obsahem hodiny 4 
Podobnou hodinu by měl učit rodilý mluvčí. 5 
Jazykový přínos byl nulový. S 
Použití češtiny v hodině mělo své opodstatnění. 4 
Jazyk a matematika byly v rovnováze. \ 
Ve třídě byl větší hluk a pohyb než obvykle. 2. 

Bylo to v souladu s obsahem hodiny 
Podobné aktivity jsou jen pro nadané studenty. ^ 

Metody použité v této hodině mohou přispět k efektivnějšímu učení se studentů. 4 
Matematiku v angličtině bych zkusila učit, kdybych k tomu měla vhodné podklady. 5 
Tato hodina byla pro žáky ztráta času. 5 
Tato hodina rozvíjela kompetence k učení se a ke spolupráci. A 


