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RESUMEN
Este estudio

pretendió explorar los efectos de un programa de

implementación AICLE por medio de un modelo dinámico de educación bilingüe
en términos de desafíos, percepciones sobre la existencia de conocimiento previo
en los estudiantes, y las consideraciones sobre las consecuencias de dicha
implementación. El enfoque fueron las lecciones llevadas a cabo por diecinueve
profesores de inglés y cuarenta y tres profesores de contenido de dos colegios
públicos en Pereira, Colombia, y cuya implementación fue la segunda fase de un
proyecto gubernamental llamado CHANGE, llevada a cabo después de que los
profesores asistieran durante la primera fase a cursos de desarrollo profesional en
contenido, lenguaje y metodología.
Los resultados indican que la implementación AICLE tiene varios desafíos:
primero, es necesario que los profesores tengan un dominio básico en lenguaje y
contenido para implementar clases AICLE exitosas; segundo, existe una
desarticulación entre lenguaje y contenido en términos de objetivos de clase;
finalmente, se evidencia una malinterpretación sobre el uso de Español e Inglés
en el salón de clase –translinguismo. Adicionalmente, los estudiantes necesitan
tener conocimiento previo en lenguaje de manera que se sientan confiados
durante las clases. De igual forma fue encontrado que conocimiento previo del
contenido en español compensa la falta de competencias en la segunda lengua de
los estudiantes. Finalmente, las implicaciones de implementación AICLE, de
acuerdo con las consideraciones de los participantes, muestran que recursos en
términos de materiales y tiempo son necesarios para una implementación exitosa;
también, los estudiantes reaccionan positivamente y evidencian mejoría lingüística
y en conocimiento de contenidos; por último, la planificación de clases es usada
como estrategia para superar los desafíos en el proceso de implementación.
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ABSTRACT
This study intended to explore what could be seen in the implementation of
a CLIL program by means of dynamic bilingual education in terms of challenges,
perceptions about the existence of previous knowledge in students, and
considerations regarding the implications of such implementation. The focus were
the lessons carried out by nineteen English teachers and forty-three content
teachers from two state schools in Pereira, Colombia and whose implementation
was the second phase of a government project named CHANGE, after their
professional development courses in content, language and methodology to which
they attended in the first phase.
The findings indicate that CLIL implementation has several challenges: first,
there is a need for teachers’ to have a basic command in language and content to
implement successful CLIL classes; secondly, there exists a disarticulation
between language and content in terms of class objectives; finally, a misconception
about the use of Spanish and English in the classroom –translanguaging- is
evidenced. Additionally, students need to have previous knowledge in language in
order to feel confident during the lessons, as well as previous content knowledge in
Spanish in order to support the lack of proficiency in L2. Finally, the implications of
CLIL implementation, according to participants’ considerations, show that
resources in terms of materials and time are necessary for successful
implementation; also, students react positively to these classes and they evidence
linguistic and content knowledge improvement; lastly, lesson planning is used as a
strategy to overcome challenges in the implementation process.
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INTRODUCTION
This study aimed at exploring insights regarding the implementation of content
and language integrated learning as dynamic bilingual education in two state
schools. The theoretical background, methodological guidelines and results
explored throughout the research process are going to be presented and described
in detail in this document. Firstly, the statement of the problem will contextualise
the reader by justifying the reasons for this research to be conducted. Then, a
theoretical framework will provide the definition of concepts in the conceptual
framework section, and the results of related studies in the literature review.
In order to describe what methods, instruments, participants and context were
chosen to implement this research project and why they were selected, the section
of the methodology, which is divided into eight sub-categories, will explain in detail
how this study was carried out. Subsequently, the findings are presented and are
divided into further sub-findings. In this section, evidence collected from the
implementation period is presented, along with a discussion regarding the possible
meaning of said evidence, as well as support from related authors in the field.
Once this discussion has been presented, the limitations of the study are
discussed in order to give a reader an idea of some of the challenges which were
found. In this line of ideas, the conclusions are presented whereby the researchers
make final statements regarding what can be taken from the research project as a
whole, and, more importantly, give direct answers to the research questions.
Finally, a brief exploration of the possible pedagogical and research implications
that can be taken from this study are presented.
1

1. STATEMENT OF THE PROBLEM
Nowadays, there exist two essential values that guarantee quality education
beyond the physical classrooms and promote learning environments that are part
of a global context. These values, according to Consejo Nacional de Acreditación
(2007), are universality and internationalisation, and they are part of the criteria for
quality education that this organization establishes. According to Casals (2001),
universality does not refer to the opportunity a learner has to be part of a social
context in a physical way, but it is defined as the possibility of having access to
more universal learning scenarios and to impact other societies. This possibility
leads to universality, which develops certain strategies to connect communities,
curricula and academic networks. In the report presented by UNESCO (2005), it
was stated that even if educational opportunities are adapted to the country
realities in terms of schooling and universality it is not enough for ensuring
education guarantees, in view of the fact that quality is the most important
characteristic to be ensured. This report mentions some factors that determine
quality education including: “the amount of students per teacher, infrastructures’
state, teachers’ and students’ materials availability, and teachers’ training” (p.89).
Worldwide there is a requirement for the academic community to become
part of the international context in which humanity is inevitably involved, there is a
need for qualified foreign language instruction in terms of bilingual education,
which makes reference to teaching academic contents in two languages, that will
allow teachers, students and academic members to be involved in the
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internationalisation process, ensuring the quality of education beyond local
contexts.
In Colombia, the teaching of English as a foreign language was included in
1991 in the national constitution as a right and an obligation, and the orientation
guidelines to achieve this were established in 1998 with the “lineamientos
curriculares de idiomas extranjeros”. Since then, bilingual education has been
promoted but it has been an exclusive benefit for privileged social status,
specifically, only those students who attend private schools would have access to
this inclusion of content subjects taught in English, while disadvantaged
populations attending public schools have not had possibilities to be exposed to
this type of education; these differences will be contrasted through objective data in
the following paragraph.
According to a study conducted by De Mejia (2010), only 36 schools in six
regions of Colombia were classified as International bilingual schools, National
bilingual schools, or to have Intensified English programmes, these can be found in
different areas such as Bogotá, Cali, Antioquia, Atlántico, Eje Cafetero and
Santander. In the statistics found in MEN (Ministerio de Educación Nacional), it is
registered that in Colombia there were a total of 23.414 basic and middle schools:
13.670 official Institutions and 9.744 non-official institutions. This leads to the
awareness of how there is a lack of coverage regarding bilingual education, and
even though “Los lineamientos”

do state some aspects to include in order to

develop a foreign language in Colombia, schools are free to carry out the
instruction as they consider convenient.
3

Another issue that is evidenced in Colombia, stated by Bonilla and Galvis
(2011), is the disarticulation between foreign language teaching with content areas,
which means that English is seen as an additional subject in the curriculum instead
of as a mean of access to different subject matter contents (p. 185). According to
Baker (2001), a bilingual education programme should provide meaningful
experiences in the foreign language, so that the individual can use it for different
purposes. For that reason, language instruction should not be focused on
developing linguistic aims only, but rather offering real or simulated situations
appropriate for a natural practice and a progressive acquisition of meaningful
contents as well.
Bilingual education is the means that assure learning spaces and make the
current necessary connections between communities. Moreover, it also brings
several benefits that are notoriously developed in those individuals considered
bilingual and the communities they belong to (De Mejia, 2004; Baker, 2006; Otaloa,
2008; Garcia, 2009). These benefits include: economical and professional
competitiveness for international contexts, broader access to resources and
literature, more opportunities to study and work abroad and, according to Kecskes
(2007), superior cognitive and mental processes in mechanisms such as attention,
inhibition, and selection which are used to a greater extent due to the complex
input bilinguals deal with, as they have to construct two different language
systems. Additionally, some models of bilingual education allow the use of L1 and
L2 in the classroom which is referred to as translanguaging, since the use of both
languages support content knowledge development at the same time, as it was
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stated by García (2009). However, a paradigm still exists regarding the use of a
native language in classrooms where it is intended to develop linguistic
competences in a second or foreign language.
Thus, considering that bilingual education has been a privilege for certain
societies, there is a necessity to develop a bilingual education model adapted to
Colombian reality, specifically public schools, giving students the opportunity to
have access to quality education, focused on international and global views.
Additionally, bilingual education has been seen as a model for the elite, meaning
that access to bilingual education has been linked to socio-economic factors of
communities; considering the restrictions mentioned above, bilingual education
should be seen as a right for everybody.
This study intended to perceive and record what could be evidenced when a
bilingual education project, named “Change”, was implemented in two state
schools located in underprivileged areas in Pereira. This project proposes a
Content and Language Integrated Learning implementation method which sought
to promote bilingual education through the integration of content and language. Its
name is due to the objective of generating changes in foreign language education
and in society, as it aims to transform bilingual education into a right for everybody
in view of the fact that the schools involved had never had access to this type of
education. The “Change” project originated from an alliance between Red Alma
Mater

and

LLI

(Licenciatura

en

Lengua

Inglesa)

from

the

UTP

(UniversidadTecnológica de Pereira). Red Alma Mater contacted LLI in search of
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an English intervention program in order to reinforce the bilingual process in two
public institutions in Pereira: Hugo Angel Jaramillo and Jaime Salazar Robledo.
This project was divided into two phases: The first one consisted of teachers
training in language and content (professional development), and the second one,
which this present study aimed to document, was focused on teachers’
implementation of lessons based on the training they received during the first
phase of the project, and the general aim of the project itself which is to develop a
model of bilingual education adapted to Colombia’s reality, specifically to these two
schools in Pereira according to students’ possibilities to have access to quality
education, focused on international values and going beyond local views.
Therefore, the current research study intends to perceive the effects of the second
phase of the CHANGE project based on the experiences of CLIL implementation in
the basis of a dynamic bilingual education program. In this sense, the main
research question which guides this study is:



What can be seen in a dynamic bilingual education program implemented in two
state schools based on content and language integrated learning practices?


SUB-QUESTIONS:
o

What challenges can be evidenced in a dynamic bilingual CLIL
implementation program?

o

What are teacher’s perceptions towards their implementation of CLIL
lessons regarding students’ previous knowledge?
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o

What are teachers’ considerations about the implications of CLIL
implementation as a dynamic bilingual model?

7

2. CONCEPTUAL FRAMEWORK
Introduction
The purpose of this chapter is to explain in detail the several concepts which
will guide the development of this study; Bilingualism, which explains the ability of a
person to know, and use two separate languages; bilingual education, which refers
to

how

bilingualism

can

be

fostered

within

the

educational

system;

translanguaging, which refers to the pre-determined use of both L1 and L2 for
specific purposes; the Content and Language Integrated Learning method to
teaching, which, as the title suggests, is the combination of both language as well
as content inside the classroom; reflective teaching, which refers to the practice
carried out by teachers once they have concluded a teaching period in order to
evaluate their performance; and finally, lesson planning, referring to the procedures
done prior to the implementation process. These concepts will provide the study
with the necessary theoretical principles to organise the focus of enquiry. The
concept of bilingualism will be discussed taking into account Valdes et al (2003),
and Baker (2006). Bilingual Education and translanguaging will be explored
through contributions by Baker (2006) and Garcia (2009). Content and Language
Integrated Learning will be defined taking into consideration Coyle (1999, 2005),
David Marsh (2001), and Garcia (2009). Reflective teaching will be explained
based on Richards and Lockhart (1994), and Zeichner & Liston (1996). And finally,
lesson planning will be explored by contributions from Jensen (1991), Doff (1993),
and Murphy (2012). At the end of each theoretical concept, a definition by the
researcher will be presented, and its contribution to the research study will be
8

argued. The concept map below shows the reader an overview of the relevant
terms for the present study.

Figure 1: Terms and authors for the study

2.1 Bilingualism
In order to define what bilingualism entails, it is necessary to review and
have a clear perception of what makes a person or a community bilingual. Firstly,
several authors have had different definitions for this concept, agreeing in the fact
that being bilingual means to have certain knowledge in two languages; however,
definitions vary according to the abilities that bilingual people may have, including
how proficient they are in both languages. Bloomfield (1933) defines bilingualism
as “the native-like control or two or more languages”, while at the other end
9

incipient bilingualism, as described by Diebold (1964), allows that people who only
know few words and phrases in a second language to be categorised as
“bilinguals”. Baker (2006) describes these two ends of bilingualism as minimal and
maximal, explaining that there exists certain danger of being too inclusive or too
exclusive when specifying what makes a person bilingual, and concludes that
categorizing someone as bilingual depends on the purpose for such categorisation.
Another definition is the one proposed by Thiery (1978), who states that a bilingual
is recognised as two monolinguals in one person; therefore, there is an agreement
with Bloomfield’s definition as they both believed that there is a need for a nativelike proficiency in the languages.
It can be noticed that the definitions of bilingualism vary, but they are mostly
focused on the level of proficiency; Macnamara (1967) and Haugen (1969) also
define bilingualism as the continuous development of four abilities (listening,
speaking, reading and writing) as each language progresses. Other authors, such
as Hamers and Blanc (2000), argue that being bilingual means to be able to
communicate perfectly in two languages; however, this does not mean that it is
necessary to be proficient in both languages for being bilingual. They also state
that two languages may be in contact at three different levels: interpersonal,
individual and in society. Baker (2006) makes emphasis on the distinction that
needs to be done between “bilingualism as an individual characteristic” and
“bilingualism in a social group, community, region or country”. The contributions by
this author will be explored in the following section.
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With the objective of defining and understanding the concept of bilingualism,
the author proposes to make a distinction between individual and societal
bilingualism, depending on the proficiency of the two languages by one person or a
group. However, he states that although there is a distinction, there exists a link
between the parts since one may influence the other.
2.1.1 Individual bilingualism
Baker qualifies as ambiguous the question of whether a person speaks two
languages in view of the fact that there are many profiles of bilinguals; for example,
one person may have the ability of speaking two languages, but only uses one in
practice; another one may use both but s/he can be proficient in only one of the
languages; and there might be a third one who only can read and listen a second
language but is unable to produce anything in it. For this reason, the author makes
the distinction between language ability and language use. Firstly, the main
language abilities that are basic for being able to understand and produce are four:
listening, speaking, writing and reading, which the author fits into two dimensions:
Oracy

Literacy

Receptive skills

Listening

Reading

Productive skills

Speaking

Writing

Figure 2: Baker’s dimensions of individual bilingual skills

The author suggests that according to the chart it is not possible to make a
simple categorization of someone as bilingual or monolingual as there are a lot of
possibilities in people’s profiles and their abilities, which also have sub-scales or
11

dimensions; one person may be able to read and listen in one language (passive
bilingualism) but not speak or write in that language. Also, the same person may
understand daily-life texts but may not have the skill of understanding academic
texts. Baker cites Cummins (2000) for differentiating the skills for understanding
and producing basic communicative language and/or academic language, which
are expressed as BICS – Basic Interpersonal Communicative Skills, and CALP –
Cognitive Academic Language Proficiency.


BICS – Basic Interpersonal Communicative Skills and CALP –
Cognitive Academic Language proficiency

Cummins (2000) defined BICS as the phonological, syntactic and lexical skills
that are necessary to function in everyday interpersonal concepts, and CALP as
the required ability to reflect upon surface features of language outside immediate
interpersonal concepts. These concepts define language proficiency in an
individual, and they are conceptualised in a continua that includes two dimensions:
the amount of contextual support and the cognitive demands; they are illustrated in
the following figure introduced by the author in 1984:

12

Figure 3: Cummins’ demands of language proficiency

The first continuum makes reference to the contextual support for expressing or
receiving meanings. One extreme is referred to as a context embedded
communication in which the participants have situational cues as support in
communication, especially via body language and feedback; on the other hand,
context reduced communication refers to the situation in which few cues can be
conveyed for the meaning being transmitted. The second continuum or dimension
is the level of cognitive demands required in communication. At one extreme,
cognitively demanding is evidenced in contexts where language production is
consciously organised at some extend; hence, difficult concepts are addressed;
and cognitively undemanding when the individual is largely automatised and
requires little active cognitive involvement.
CALP is situated in quadrant A, since such ability is required in classroom tasks
in which language is academically advanced; therefore, there is content reduced
communication and it is cognitively demanding. BICS is situated in quadrant D in
view of the fact that it is necessary the processing of information that is relatively
13

simple: talking about the weather, for example. According to the author, second
language proficiency in BICS develops independently of first language’s fluency in
BICS; in contrast, CALP develops inter-dependently and can be promoted by one
of the languages or both in an interactive way.
Returning to Baker’s (2006) exploration of bilingualism, another label that is
frequently related to second language ability is the concept of “balanced bilingual”,
which refers to a person whose competences and skills in both languages are
equally well developed. Although this concept is often idealised because it
describes the fact of being proficient in two languages, according to the author, the
term can be problematic taking into account that a person can have two languages
equally developed with a low level of competence. Baker questions whether a
person with this characteristic would be categorised as “balanced bilingual or not”,
and this is determined by those who are judging a person to be fluent, proficient,
skilled or competent; therefore, the author defines two views of bilingualism: (1) a
monolingual or fractional view of bilingualism, which compares a bilingual’s ability
in a second language to a native speaker’s ability in that same language; and (2) a
holistic view of language which compares bilinguals’ abilities in languages by
reference to other bilinguals, making emphasis on their general communicative
competence rather than form and correctness in structure.
Secondly, Baker (2006) highlights that “language cannot be divorced from
the context in which it is used” (p.25), and defines language use as the second
dimension of a bilingual’s ability.

He explains that a person may not have

developed skills in a language, but still be able to communicate something; while
14

another may perfectly know the structure of a language, but lack social skills in
order to be understood.

This successful communication in two languages is

determined by when, where, and with whom people use them and it is known as
functional bilingualism (Fishman, 1965). Baker explains: “Functional bilingualism is
therefore restricted to the personal production and reception of language (i.e.
speaking, writing, reading and direct listening in various domains).” (p.26)
Functional bilingualism, as presented by Baker (2006, can be studied as real
speech events and they have eight interrelated categories suggested by Hymes
(1972) and are mnemonically represented by the word SPEAKING: (S) Setting
(context of the speech event), (P) Participant (personal characteristics and
relationship), (E) End (purpose of the speech event), (A) act sequence (topics
discussed and order of the interaction), (K) key (tone and manner in which
something is said or written), (I) instrumentalities (the linguistic code), (N) norm
(cultural rules of the interaction), and (G) genre (type of event).
2.1.2 Societal bilingualism
The author develops the idea that there is no language without a language
community, and communities are not separated from others, which causes
different languages to be in contact and hence, bilingual and multilingual societies
are developed. Frequently, the term bilingualism is used to describe two languages
of an individual, but when it refers to two languages in one society is known as
diglossia (Ferguson, 1959; Fishman, 1972, 1980). Baker highlights that a language
community rarely uses both languages for the same purpose; rather, they use one
language in certain situations and contexts, and the second language in other
15

circumstances and with different functions. For this reason, they often have a
minority language (home and social activities), and a majority language
(educational contexts).
Consequently, societal situations may make one language more prestigious
than the other. One would be considered as elegant and educative language, while
the other (minority) would be more used as private and homely. Baker cites
Fishman (1980), who examines the term “diglossia”, combined with “bilingualism”
in four different language situations in which they are related:

DIGLOSSIA
+
INDIVIDUAL
BILINGUALISM

+

-

-

1. Diglossia and bilingualism
together
2. Diglossia without
bilingualism

3. Bilingualism without
diglossia
4. Neither bilingualism
nor diglossia

Figure 4: Diglossia and bilingualism by Fishman

In the first situation described by Fishman, a language community has both
diglossia and bilingualism which means that there are two varieties (one majority
language and one minority language) and most of the population uses them for
different purposes. The second situation describes diglossia without bilingualism,
which can be evidenced when in the same community there are two varieties but
one part of the population will speak one of them, and the other part will speak the
other language, even if they are in the same geographical location. A third situation
is bilingualism without diglossia, when most people are bilingual but they use the
16

languages indistinctively, without specific purposes. Finally, the fourth situation
describes a community language which does not have bilingualism, nor does it
have diglossia, and it happens when a bilingual society has been forced to become
a relatively monolingual society.
Another relevant definition of bilingualism to be considered for the current
research project is the one proposed by Valdes and Figueroa (1994), who suggest
that in order to define or explain the concept of bilingualism it is necessary to take
into account several aspects: 1. Ability: some bilinguals may have stronger and
more active productive skills (speaking and writing) in the languages, while others
may develop receptive skills (reading and listening) more easily in one or both
languages; therefore, according to Valdes et al. (2003), ability is a continuous
process and each person may develop a different proficiency level in the process.
2. Use: this refers to the different domains in which a language is acquired and
used. This varies according to the individual as s/he may have different purposes
and contexts in which the language use is different (home, school, work, etc.).
3. Two-languages balance: Baker (2006) agrees here by stating that two
languages vary in their use, and they are not equally spoken by an individual for
the same purposes; rather, one of the languages is dominant. 4. Age of the
bilingual process development: When a child is involved in the bilingual process
since birth, it is known as simultaneous bilingualism, but if the process starts after
the child is three years old, it is sequential bilingualism. 5. Development: this
element describes the fact or having a well-developed language and a basic
knowledge in other, which is known as incipient bilingualism.
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6. Culture: this is an intrinsic factor in the bilingual process since an
individual with a high proficiency level in two languages might be relatively
monocultural, while some monolinguals might become bicultural. 7. Context: the
setting in which each language is acquired and used determines the type of
bilingualism. When one community has a majority language it is known as
endogenous community, while when there is no second language in a community it
is referred to as exogenous community. Additionally, when a context intends to
replace a minority language with a majority one, it is called subtractive bilingualism
and it is very common between bilingual immigrants, while additive bilingualism
intends to maintain and develop both languages to achieve diglossia (Garcia,
2009). According to the author, a child develops one language and the second one
is added at school and s/he ends up speaking both of them (p. 116).
Finally, Valdes and Figueroa (1994) include another way to define the
concept of bilingualism, which is circumstantial or elective bilingualism. It refers to
the distinction of being bilingual by individual choice (elective bilingualism), or by
the need of developing a second language to survive (circumstantial bilingualism).
Now, it is relevant to clarify that the type of bilingualism that is intended to be
developed throughout the current project being researched is additive bilingualism,
which makes reference to the addition of a second language while both are
maintained (Garcia 2009). This is in terms of a societal bilingualism, as defined by
Baker (2006), in view of the fact that a second language in a community is being
developed through bilingual education in order to achieve diglossia.
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After presenting different views of what the concept of bilingualism entails, now is
relevant to define and describe what makes education bilingual.

2.2 Bilingual Education

In this section, the researchers will first explain general theory about the
term bilingual education, including some of the different types in order to both
contextualise the reader, and also to progressively arrive at the specific type of
bilingual education which was adapted in the present study. After this, the
researchers will present a brief historical overview of bilingual education in the
context of Colombia, as well as stating some of the major gaps and needs in this
area of education.
The term bilingual education, just like that of bilingualism, can have a
diverse definition, and varies greatly according to each particular institution which
wishes to adapt it. In broad terms, this concept refers to the methodology or
practices adapted by the educational institution which aims to foster bilingualism in
its students; therefore, it is also intertwined with the definition of bilingualism they
choose to adhere to. It is further argued that the final aims of the institution greatly
affects the type of bilingual education is adapted.
Garcia (2009) states a clear distinction between foreign language education
and bilingual education. In the former, she states, the language is simply an
addition to the education system, while in the latter, students are taught specific
content through a language which is different to their L1. In this sense, the author
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explains, a bilingual education model provides general education by the use of
both languages, promoting in students a much broader appreciation of both
language and cultural diversity, while foreign language education lacks this sort of
exposure to the language. Garcia concludes this section by claiming that the main
difference between these types of education is their main goal. While the restricted
aim of foreign language education is simply to learn a foreign language, the aim of
bilingual education is to provide general, meaningful and fair education, creating
global students and responsible citizens, going further than the simply acquisition
of another language (Garcia, 2009).
On the other hand, bilingual education can also be defined by the intentions
of the institution; according to Baker (2006), there is a clear distinction between a
bilingual education which fosters bilingualism in the classroom as an addition for
children’s formation, and a bilingual education which is only adapted because there
are minority language speakers in the classroom.
Baker (2006) further defines ten types of bilingual education; however, the
one which is mostly relevant for the present study is that of a dual bilingual
program. In this type of bilingual education, both languages are used equally within
the education system, this may occur as a result of several sociological reasons,
but the main aim is to produce relatively balanced bilinguals. According to Baker,
this type of bilingual education has three main characteristics:
1. The minority language is used for at least 50% of the time.
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2. In each period of instruction, only one language is used. Language is
mostly learned via content.
3. Both English and non-English language speakers are present in
preferably balanced numbers.
According to Baker (2006) in a dual bilingual education program the aim is
to create both bilingual and biliterate students, this means that by the end of their
education, students acquire proficiency both in everyday communication, and also
for academic purposes. In this sense, Baker (2006) argues, bilingual education is
aimed both at: students who already speak two languages and it is wished to
maintain and/or develop both languages, and at students who speak on majority
language and it is wished to add a second or foreign language to their education.
It is the case, however, that the present study does not have a population of
mixed language speakers, nor does it wishes to separate or compartmentalise
language use within the classroom. According to Baker (2001), this is seen as a
monoglossic approach to bilingual education, one which wishes to separate
language use, or as independent systems in the students. Therefore, it is
necessary to explore a different author’s definition of bilingual education, in order to
develop a more appropriate definition for this research. For this purpose we turn to
Garcia’s (2009) contributions to the field by explaining several different types of
bilingual education. These set the parameters which were considered during the
implementation at the institutions involved in this study.
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2.2.1. Types of bilingual education
Just as there are different definitions for bilingualism and bilingual education,
there are also different models and types of bilingual education. Hornberger (1991)
explains that model refers to a “broad category having to do with goals with respect
to language, culture, and society” (pg.113). While type, on the other hand, refers to
more specific aspects relating to contextual characteristics such as students and
teachers involved, and structural characteristics such as program structure,
classroom language use, etc. However, models are generally criticised due to the
fact that they tend to be too broad and decontextualised from the reality of the
students or schools involved. For this reason, it is generally more accepted to refer
to types of bilingual education due to the fact that they include more specific
aspects which can be adapted to particular situations or scenarios. Some general
types of bilingual education are now presented, as proposed by Baker (2006), in
order to present the one which guides this investigation.

2.2.2. Bilingual Education Frameworks
2.2.2.1 Monoglossic
Bilingual education in the 20th century developed according to societal
bilingualism norms, with diglossia as the main aim; however, according to
monolingual values in both languages as the norm (Garcia, 2009). According to the
author, this is referred to as a monoglossic belief, whereby it is aimed that the
person either becomes proficient in two languages as separate entities, that is,
they are compartmentalised in the individual, and are evaluated according to
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monolingual standards, or they become proficient only in the dominant language.
In this sense, two types of monoglossic bilingual education are distinguished:
additive and subtractive (Garcia, 2009).
Subtractive
The main aim of this framework is for there to be a shift to the dominant or
more powerful language, since it is being used as the means of instruction. The
way it occurs is children come to school knowing only their home language, then
through temporary interchangeable use of both languages, the school aims for the
student to eventually only use the dominant language used at school. In this sense,
the children begin to see their bilingualism as a problem, due to the fact that the
school language is the only one that is valued or assessed; hence, they begin to
lose their home language, having only monoculturalism as their goal.

L1 + L2 – L1 = L2
Figure 5: Subtractive Bilingual Education Theoretical Framework

Additive
In this framework, it is expected that bilingualism is promoted in students in
a compartmentalised way, maintaining diglossia. It differs, however, in the sense
that it reflects Fishman and Honeberger’s (as cited in Garcia, 2009) maintenance
and enrichment models.

In this sense it sees bilingualism as an enrichment

possibility for student’s education at a cognitive level, while working from
monolingual standards. In this case, the children know a home language, they go
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to school and are taught a second or foreign language; hence, they end up
speaking both languages, as explained by the following diagram:
L1 + L2 = L1 + L2
Figure 6: Additive Bilingual Education Theoretical Frameworks

2.2.2.2. Heteroglossic
As a result of globalisation and various other factors in the last couple of
decades, there has been a shift in bilingual education which takes into account the
vast linguistic complexity of some contexts. Places such as the East of Africa
where many language communities live amongst each other and obviously need to
communicate, or the even the deaf community; have shown that there is great
complexity when it comes to defining bilingual practice in certain individuals. This
has led to the view that there are multiple co-existing norms which characterise
bilingual speech according to their context, and these have started to compete with
already established monoglossic ideas. (Garcia 2009)
In view of this situation, schools and society as a whole has begun to adapt
their education systems to their particular needs. They have started to use the fact
that students are bilinguals as an advantage to their education, in order to help
each other develop linguistically – treating languages in contact at intertwined and
co-dependant. “The relationships between two languages are never competitive,
but are strategic, responding to functional needs”. (Garcia 2009, p117).
In this sense, it has to be recognised that there are certain types of
bilinguals which simply can be forced into the traditional diglossic models; hence,
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Garcia (2009) proposes two new types which adhere to a more realistic version of
society:
Recursive
Recursive refers to using language as a resource, and its main aim is at
language revitalisation through education (King, 2010). In this model, bilingualism
is not seen as the final goal, but it is rather used as the basis of all practice,
recognising the right of the students to preserve their “ancestral” language. Here,
the students come to school seeing their bilingualism as right, and it is sought for
them to claim acceptance over their linguistic and cultural difference. This type is
not about going back to prior linguistic states, but about recapturing a lost
language, seeing as the students feel a strong ethnic connection to it due to their
culture or contact with community elders. In this sense, the children are not seen
as second language learners, but as emergent bilinguals. (Garcia, 2009).
Dynamic
The final bilingual education framework is dynamic, and it is presented as
the one which will guide the development of this research study. As explained by
Garcia (2009), a dynamic bilingual education framework is characterised by its
multimodalities, which eventually lead to an interrelationship of the languages
involved, taking into consideration that there are individuals involved who are at
different stages of the bilingual process. The development of bilingualism when this
framework is adapted takes into consideration the different cultural input that each
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individual brings; hence, creating multiculturalism in the classroom, through the
continuous development of both languages.
One of the main characteristics of a dynamic framework is that it allows for
the co-existence of different languages in the classroom – whether they are used
as means of instruction of simply for communication, in other words, it allows for
translanguaging to occur inside the classroom. This concept refers to the use of
both L1 and L2 at specific points of the lesson, as explained in the next construct.
This means that students will develop both languages simultaneously; it is for this
reason that this framework is seen as the most appropriate to apply throughout this
research project. In this sense, the learning experience becomes more meaningful
for students due to the fact that they already have the knowledge of the content in
Spanish, so it is used as a foundation for the creating of knowledge in English.
Furthermore, the use of both Spanish and English in the classroom not only allows
for both languages to be developed at the same time, but it also allows for the most
dominant one, in this case Spanish, to be able to compensate for students lack of
knowledge in the foreign language, in this case English. In this sense, the aim of a
dynamic bilingual education framework is to develop both languages and the
students’ content knowledge simultaneously.
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Theoretical Framework and Bilingual Education Types table (Garcia 2009 pg.
123)

Subtractive
Bilingual Ed

Additive
Bilingual Ed

Recursive Bilingual
Ed

Dynamic Bilingual
Ed

Language
Ideology

Monoglossic

Monoglossic

Heteroglossic

Heteroglossic

Linguistic
Goal

Monolingualism

Bilingualism

Bilingualism

Bilingualism

 Transitional

 Maintenance

Types

 Prestigious

 Immersion
revitalisation (heritage
language immersion)

 Immersion

 Developmental

 Poly-directional
or
two-way (dual language,
bilingual
immersion,
two-way immersion)


CLIL and CLIL-type



Multiple multilingual

Figure 7: Theoretical Framework and Bilingual Education Types table by Garcia

2.2.3. Bilingual Education in Colombia
Bilingual education in Colombia has gone through several changes over the
past few decades which have played a vital role in its current perception. It must be
noted that, being an indigenous zone of south America, bilingual education does
not exclusively refer to western languages such as English, French and German,
but should also include native indigenous languages. However, due to the fact that
the present study is focused on the education of English in the country, it is this
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aspect which will be looked at in greater detail. According to De Mejia (2004) since
the Second World War in 1945, as in many other countries, English became the
most important foreign language due to elements such as social, political and
economic influences, as well as technological advances of the United States. Up
until this point English was taught in secondary schools, alternating in use with
French, as a result of decree issued in 1979 which made it mandatory to teach
English in Grades 6 and 7, French in 10 and 11, with a free choice between the
two in Grades 8, 9. This naturally resulted in schools teaching English for the first
four years and switching to French in the final two. In a report by the British Council
(1989) however it was stated that:
“The Colombian Ministry of National Education has no firm foreign language policy
for the secondary school curriculum (…) concerns the place of English and French,
with decisions being made as a result of political pressures rather than educational
considerations.” (British Council, 1989: 7, cited in De Mejia; 2004)

It was not until the General Education Law of 1994 that foreign languages,
mainly English, were introduced at primary school level, usually from third grade
onward. The main aim at the time was the “acquisition of elements of conversation
and reading in at least one foreign language” (Article 21, m. Cited in De Mejia;
2005). Due to these and other developments, the profile of English language
teaching gained prestige and popularity, and as a result there came several more
government initiatives to promote its teaching and learning. More recently, the
latest program proposed which was entitled the “Programa Nacional de
Bilingüismo 2004-2019” (National Bilingualism Program 2004-2019), which is
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based on the European Framework of Reference for Language Teaching, aims to
establish bilingualism across the whole country, particularly through strengthening
the education system. (Bases para una nación bilingüe y competitiva)
In this sense, there has appeared a great need for the development of
efficient ways to teach English in order to achieve this goal, particularly in the
public sector. According to De Mejia (2004) foreign language teaching has up to
now been focused on the “middle and upper middle-classes” due to economic
factors. For this reason, there is a real need to find the most effective way to truly
achieve bilingualism through the public education system.
This is where the present study bases itself, considering that the aim was to
implement a bilingual program in public schools, the dynamic model was chosen.
This was due to the fact that it takes into consideration the lack of previous
knowledge in the L2, allowing for translanguaging in the classroom in order to
scaffold a more significant and achievable learning experience. It is this concept of
translanguaging which will be explored next.

2.3 Translanguaging
During the implementation process, the use of Spanish as students’ L1 and
English as their L2 became an essential aspect for framing the bilingual model
chosen for the project involved in this study which is referred to as dynamic
bilingual education framework as defined by Garcia (2009). The author introduces
the concept “translanguaging” as one of the main characteristics of the dynamic
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model since it refers to the use of several languages in the classroom at different
points in the lesson with the objective of simultaneously developing both L1 and
L2. This concept is going to be explored through the contributions of Baker (2006)
and Garcia (2009).
Baker (2006) defines translanguaging as the parallel use of two languages
in the classroom with the aim of developing language skills in both languages and
contributing to a deeper understanding of the subject matter being studied. The
concept of translanguaging is a more specific term than the general umbrella term
“concurrent use of two languages”. He cites Williams (1994) who argues that the
amount of each language in the classroom is not the relevant issue in
translanguaging, but rather the purpose and the activities carried out in each
language. Also, the aim of translanguaging should be the development of
Academic Competence (CALP) in both languages, which means that students
should be exposed to the same concepts in both languages so as for them to learn
content knowledge in L1 and L2.
Additionally, the author states that in order for translanguaging to develop
students’ academic competence and make progress in both languages, it is
necessary to include a strategic classroom language planning. This takes place
when input and output are deliberately used during classroom activities; generally,
reading or listening is carried out in one language and then a production activity
about the same concept being studied is made in the other language and vice
versa. Baker also highlights that translanguaging has four potential advantages,
described as follows:
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It might help students to have a deep and full understanding of the
content being studied, since they have to analyse concepts before
elaborating in an exercise or activity by understanding in one
language and producing in other, rather than simply copying and
adapting text chunks into answers.



Translanguaging might promote the development of skills in students’
weaker language. This is due to the fact that translanguaging
attempts to develop academic language skills in both languages and
full bilingualism; thus, students may carry out the main part of the
work in their stronger language and then undertake less challenging
related tasks in their weaker language.



The dynamic use of both languages can facilitate home-school
cooperation. A student capable of producing in both languages may
be able to communicate with a monolingual parent about school work
and in this way being helped and supported.



Translanguaging happening in a classroom with native speakers and
language learners might support the development of second
language ability along with content learning.

Finally, the author makes important contributions regarding the issues and
limitations when managing, allocating and organising the use of both languages in
the classroom. However, he highlights that:
“…the value of the idea is that the teacher plans the strategic use of two
languages, thinks consciously about the use of two languages in the classroom,
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reflects and reviews what is happening, and attempts to cognitively stimulate
students by a ‘language provocative’ and ‘language diversified’ lesson” (p.291).

The limitations of the use of two languages in the classroom have to do with
different aspects to take into account before including translanguaging or any other
bilingual use during the lessons. These aspects are related to the aims of the
school in terms of second language competence and language preservation; the
nature of the students themselves, their ages, grade levels, and language
development stage; policies regarding the integration of languages in different
dimensions such as curriculum, classroom, lessons, and levels of organisation; the
language balance of the class; students’ exposure to the languages out of school;
the use of bilingual materials; and the management skill required by teachers to
monitor, reflect upon a complex language use situation.
The contribution made by Baker (2006) provides the study with important
information regarding the use of translanguaging in the language learning
classroom, and the beneficial aspects that its inclusion in the classroom has for
achieving language and content objectives at the same time, which is the essence
of the bilingual model carried out during this implementation stage. Also, light has
been shed over the relevance of each language amount to be addressed in the
lessons, and the importance of planning for allocating both languages in the
classes in such a way students develop their cognitive academic language
proficiency in L1 and L2 at the same time.
A second definition regarding translanguaging that needs to be included in
the current study, is the one presented by Garcia (2009), the author of the dynamic
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bilingual education model that frames the current study and which requires
translanguaging to allow the co-existence of both languages in the classroom. It is
defined as the access of different linguistic features of autonomous languages by
bilinguals with the aim of maximising communicative potential. The author explains
that “translanguaging goes beyond what has been termed code-switching,
although it includes it” (p. 140) and that it extends what Gutierrez et al. (2001) have
called “hybrid language use” which is “a systematic, strategic, affiliative, and
sense-making process”.
It is further explained that translanguaging makes part of an increasing
tolerance at a classroom level towards multiple “languaging” practices as part of
the linguistic range in the classroom allowed by the new types of bilingual
education.

Garcia

(2009)

argues

that

translanguaging

is

a

responsible

communicative practice that offers communicative and educational possibilities to
all, but that it should respond to separate language arrangements, which means
that it should be included in certain points of the lesson for previously well-planned
purposes. Additionally, it is stated that there has to be “a social practice principle
that places learning as a result of collaborative social practices in which students
try out ideas and actions, and thus socially construct their learning” (p.153).
Translanguaging in linguistically heterogeneous collaborative groups helps
students to try out their ideas and actions with the aim of learning and developing
literacy practices. This is done through using languages flexibly to support
understandings and building conceptual and linguistic knowledge.
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Finally, Garcia (2009) refers to translanguaging as the language
arrangement responsible for children’s bilingual acquisition and their learning in
view of the fact that with language flexibility, they can appropriate both the content
and the language, and both oracy and literacy. Therefore, it is used in the
classroom to mediate understandings, to co-construct meaning and to interact with
others.
As a conclusion, translanguaging in the classroom allows bilingual education
to happen while a constructive learning is taking place. The authors’ definitions on
the concept clarifies the use, importance, benefits and influence of translanguaging
and its role in the dynamic model as defined by Garcia (2009) and which framed
this project in terms of teachers’ implementation of CLIL lessons.

2.4 Content and Language Integrated Learning
In view of the fact that a dynamic bilingual education framework has been
chosen to guide the development of this research project, integrating the concept
of translanguaging, it is necessary to now shift focus onto how language learning
and teaching can be merged into the everyday classroom; hence, the next
construct relevant to this study is that of Content and Language Integrated
Learning. This is a relatively recent methodology in language teaching which is
based on the notion that language is best taught through another academic
subject. In other words, it is teaching an ordinary school subject in the foreign
language, in this case English. As opposed to the traditional content based
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approach, CLIL focuses on the aims of reaching content objectives, as well as
linguistic ones. This means that there is partly explicit language teaching within the
content being taught. Marsh (2001) coined the term which he described as
teaching a language by means of a specific content and vice versa, that is, one
supports the other. According to Marsh (2001), this increases achievement by
students in both the language and the subject being taught as it improves their
confidence.
Marsh (2001) further explains that this could be referred to as “dual
focused education” due to the fact that there are usually two aims: One based on
the theme or topic, and another based on the language. He argues that this should
be done in small amounts during childhood due to the fact that, for various widely
accepted theories, a language is better acquired during this period. He proposes
that this be done either by integrating a CLIL program in a school, or even by
having it as an extra curriculum activity; the main idea is for the child to be exposed
to some type of language instruction within another curricular subject.

Marsh

(2001) explains that this becomes a successful learning process when the child is
encouraged to use the language and push beyond the “challenge of waiting until I
(the student) am good enough in the language to use the language” (p.8). This
means that motivation and encouragement play a big role in order for CLIL to be
effective; students must feel that they are capable of using the language, which will
concurrently have a positive effect on the content being discussed. The main
foundation of this theory is that language is developed as it is used, that is, being
used in a real world context. According to Marsh (2001), “CLIL offers opportunities
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to allow youngsters to use another language naturally, in such a way that they
soon forget about the language and only focus on the learning topic. It is this
naturalness which appears to be one of the major platforms for CLIL’s importance
and success in relation to both language and other subject learning” (p.6).
In this sense, the success of CLIL relies on whether the students are able to
use the language for a real world purpose – their development in school, which in
turn also increases their interest in learning the language. Marsh has stated a very
effective methodology to language teaching, bringing into the argument various
aspects of Second Language Acquisition, and taking some aspects from each. It is
difficult to truly know how realistic it is to set equally challenging linguistic and
content based objectives in terms of student achievement, as this varies according
to each context. However, for this research it is expected that because a
translanguaging method is used, whereby students are able to use their L1 to
compensate for lack of knowledge in L2, this challenge can be overcome.
Coyle (1999) goes further in the discussion by adding that CLIL is not a set
procedure for teaching either language or content, but that it is a flexible
methodology which can be moulded to best fit the situation where it is needed.
These can range from all teachers across a subject area agreeing to integrate
language within their subjects to language teachers aiming to include some form of
content in their lessons, or by simply having extra-curricular projects where a
fundamental content topic is chosen, but language development is also
considered. In this sense, CLIL is an ever developing methodology which becomes
adapted to academic circumstances.
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Coyle (1999) further explained some of the aspects that must be considered
in order to adapt CLIL to different contexts; these, she referred to as “the 4C’s of
CLIL” – content, communication, cognition and culture. She argues that these are
factors which are intertwined in each other and in language teaching; therefore,
they must all be considered in order to create an appropriate CLIL based activity.
Firstly, content is the starting point, from here, it is decided what is going to be
taught and what language considerations are necessary; content is subject to the
theme of the project. Next, cognition is important because in order for CLIL to be
effective, it must challenge students thinking skills in some way and go slightly
beyond their current level in order for them to have to think and analyse the
information provided to them, in other words, to stimulate their creative thinking.
Here, there should be consideration for Bloom’s taxonomy (1956), which states
different levels of cognitive processes that range from low to high order thinking
skills. Communication is also considered as it has been stated that language in use
is the best way to learn it; this means that in order to have a successful CLIL
experience, learners must be able to interact when they are learning the language.
Lastly, culture is a factor which is embedded in the whole process; hence,
according to Coyle (1999), it sits in its rightful place in the centre of this
methodology. This refers to our awareness of self and others, in other words, our
sense of citizenship, which undoubtedly makes part of the language and the
content being taught to our students. These aspects, and how they are handled,
must be considered in order to create a successful CLIL based lesson.
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Coyle (1999) explains: “(…)the 4Cs framework suggests that it is through
progression in knowledge, skills and understanding of the content and engagement
in associated cognitive processing, interaction in the communicative context,
developing appropriate language knowledge and skills as well as acquiring a
deepening intercultural awareness through the positioning of self and “otherness”,
that effective CLIL takes place”

(p.4). In view of these ideas, Coyle (1999)

presents a very clear argument of the different aspects to consider when
developing a CLIL methodology. It is without doubt that the 4Cs are of great
importance as they cover a wide range of issues which may present themselves
during a language learning process based on CLIL. If all of these are accounted
for, students are more likely to have a significant learning experience. However,
having defined and explained the pillars of the CLIL methodology, it is necessary to
include some of the real life challenges faced when attempting to apply this
methodology.
As CLIL became more popular in Europe, some challenges began to
emerge, as pointed out by Garcia (2009). The first challenge is that there is a lack
of specific training for teachers who wish to combine language and content. This
led to them having to cope with how the methodology works there and then in the
moment, meaning that obviously each teacher adapted it to their own teaching
style and there was no unanimity amongst them. Furthermore, very few teachers
were qualified in both the content and the language they had to teach, most having
specialised in one or the other.
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For this purpose, it was originally thought that a native speaker of the
foreign language who was qualified in a content area would be the most suitable
for the job; however, it soon became apparent that this speakers from other
countries were neither familiar with the education system or teaching practices of
the country, nor were they familiar with the culture and citizenship, these being one
of the 4 C’s of CLIL, as previously stated. In light of this situation, it has begun to
be thought that perhaps the most appropriate teachers for the job are normal
content teachers who are trained in the foreign language teaching process, since it
is not necessary for them to have native like proficiency in order to carry out a
successful CLIL lesson. (Garcia, 2009).
“I was also worried about my language skills in doing CLIL, until I
realised that I didn’t need to be a perfect model, like a native speaker. I don’t think
such perfection actually exists.” (Marsh, Marsland, and Sternberg, 2001: 45. Cited
in Garcia, 2009: 214)
This is a challenge which is faced by the current research project in that one
of the main components requires training primary school teachers who have a very
low proficiency in the foreign language. This is done with the aim of them becoming
not only proficient enough, but also confident enough to be able to carry out a
successful CLIL session.
The second challenge pointed out by the author is that there is a lack of
appropriate material available for teachers who wish to integrate language teaching
into their average subject matter lesson. This is a huge challenge as creating new
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material is not only difficult, but also very time consuming, something most
teachers simply do not have. Although there may be material from teachers who
have already attempted to adapt CLIL to their classroom, these may not be
appropriate for every specific context. This is due to the fact that this methodology
is so intertwined with the specific content matter being taught. For this reason,
throughout this research project, the researchers will act as guides, helping content
teachers to develop material for the specific topics they want to teach in terms of
linguistic support since they are experts in the contents, in order to avoid having to
compensate what they teach, and saving them time on planning procedures.
A third challenge addressed by the author, is one that is difficult to address
due to the fact that it is mostly out of the hands of the teachers. This refers to
assessment administered to students, especially exit exams. Due to the fact that
most examinations, particularly when it comes to language, are standardised, they
do not take into account the type of education that students were exposed to. In
other words, a standardised test may not test what students really know, whether it
be in content or in language. This has been the case when it comes to students
who have gone through CLIL education and are expected to present, sometimes
even national, examinations which are based around monolingual standards,
completely ignoring their development of content in the foreign language.
Therefore, results of these exams may not always be valid due to the fact that they
do not show exactly what the student actually knows. This may lead to teachers
adapting their classroom practices in order to comply with certification
requirements; hence, limiting real life interaction in the foreign language to certain
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predetermined responses such as one or two word answers, or nods of the head to
show they understand (Garcia, 2009). While this may be suitable for them to later
on pass an examination, it does not truly reflect the purpose of integrating the
foreign language into the subject matter classroom.
Finally, Garcia (2009) argues that as a result of low teacher training in the
CLIL methodology, there may be a misapplication of it in the classroom. This has
occurred due to the fact that teachers are told that they are allowed to use a small
amount of code-switching in order to explain certain points or for lexical precision.
However, it has been found that teachers have misinterpreted this leeway, and
ended up teaching the content matter mostly in their native language, while
occasionally introducing certain key concepts in the foreign language. As a result
they end up teaching students a list of vocabulary in the foreign language, under
the impression that they are integrating language into the subject matter.
One way in which it is aimed to overcome this problem, and to ensure that
the sessions do not become simply vocabulary lessons in English, this research is
taking into account the fact that (as previously explained) a dynamic bilingual
model of education, which fosters translanguaging, is being implemented. In other
words, while the teachers are being trained in CLIL, and how it is applied, they are
also aware of the fact that they do not have to carry out the whole lesson in the
foreign language, in this case English. For this purpose, they will be switching back
and forth between both languages at pre-determined points of their lesson,
addressing different parts of the content in either language; they will not be
translating what they say in Spanish to English, or vice versa, but rather have a
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continuous content lesson which does not repeat itself at any point, but switches
back and forth between languages purposefully. This is done taking into account
that neither the teachers, nor the students have a very deep proficiency in the L2;
hence, being able to return to the L1 in order to clarify points, explain complex
ideas, etc. will increase their motivation and lower their anxiousness at being
presented with the task of teaching, and learning, content matter in the foreign
language.
2.5 Reflective teaching
At this point, four concepts have been defined in order to explain the
theoretical foundations for this research project: bilingualism, which is what is
intended to be developed; bilingual education, that provides the approaches to do
so; translanguaging which refers to the predetermined use of L1 and L2 in the
classroom; and Content and Language Integrated Learning, which is the specific
practice implemented in the classrooms. The fifth concept that needs to be
included is reflective teaching in view of the fact that practices of reflection help to
explore the whole process, and it will allow the researchers to have different
perspectives and understand complex details in teaching that cannot be evidenced
through any method employed in research; even though observations provide
helpful views and perspectives of what happens in the classroom, other important
issues and knowledge can only be perceived by teachers and others in the
institutions. The concept of reflective teaching generally refers to the process that
supports the teaching practices, as it allows teachers to judge and question their
actions and their effects on students while carrying out their lessons, and which
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entails a professional development process as well as students’ continuous
learning.
Zeichner & Liston (1996) define reflective teaching as the teachers’ action
for questioning about the goals and values that guide their work, their assumptions
and the context in which they teach. The authors make a distinction between
teacher as a technician, and teacher as a reflective practitioner. The former refers
to the situation in which a teacher thinks about a classroom issue, but her/his
thoughts operate from a number of fixed assumptions that are not questioned; and
the latter describes a teacher’s examinations of his/her own behaviours, the
context in which a classroom issue occurs, and the restructuration of the examined
activity hoping to reach improved student learning.
According to the authors, a reflective practice movement entails certain
recognition of teaching goals, ends and purposes, playing leadership roles in
curriculum development and school reform. Zeichner & Liston (1996) explain:
“Reflection also signifies recognition that the generation of new knowledge
about teaching is not the exclusive property of colleges, universities, and
research and development centres. It is a recognition that teachers have
ideas, beliefs, and theories too that can contribute to the betterment of
teaching for all teachers”. (p. 5)
It is explained that, as Lytle and Cochran-Smith (1993) stated, the
complexity of teaching is better understood by the teachers themselves as they are
directly involved in the real classroom, and these perspectives and complexities
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cannot be totally detected by external researchers, no matter what methods of
study are employed. For this reason, there is a need of including the knowledge of
teachers and others who work at schools in the educational research community.
Schon (1983), states that the understanding of the teacher as a reflective
practitioner involves their practices, which the author calls knowledge-in-action,
which means that “the process of understanding and improving one’s own teaching
must start from reflection on one’s own experience”. (p.6)
The authors also explain that theory and practice are embedded in teaching,
and there must be recognition of teachers as producers of theoretical knowledge
about teaching through their practice. One of the practical theories that are
mentioned is the one elaborated by Handal and Lauvas (1987), who describe three
levels of practice that integrate teachers’ practical theories and their actual daily
action. This is presented in the following figure:

P3
Ethical & moral
considerations

P2
Planning & Reflection

P1
Action
Figure 8: Levels of teachers’ practical theories by Handal and Lauvas
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The first one is the level of action (P1) where the teacher carry out his
lesson, explains, asks questions, gives assignments, monitors work and evaluates.
The second level (P2) is planning and reflection in which teachers question their
actions in the classroom, considering ‘why they do what they do’; it includes
reflections on thoughts and preparation while planning, as well as reflections on
actions after the teaching process trying to learn from those actions. Finally, the
third level is the level of ethical consideration (P3), where teachers consider the
moral and ethical basis of their actions, questioning whether they contribute to a
caring classroom environment or not.
2.5.1 Dimensions of reflection
The authors consider relevant to highlight the ways in which teachers’
theories and practices can lead to reflective teaching, and the time frame in which
it takes place. Therefore, they propose five dimensions of reflection that are
described as follows:
1. RAPID REFLECTION

Immediate and automatic

2. REPAIR

Thoughtful

3. REVIEW

Less formal

4. RESEARCH

More systematic

5. RE-THEORISING and RESEARCH

Long-term

Figure 9: Zeichner & Liston’s dimensions of reflection
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The first dimension of reflection which is called rapid reflection happens
when teachers reflect immediately and automatically while they are acting. This
tends to be personal and private. The second dimension is called repair and
involves a quick pause for thought before taking actions. The third dimension of
reflection, review, takes place after the action is complete (as well as all the
following dimensions). This happens when teachers think about things that already
happened and may modify their existing plans. The fourth dimension of reflection is
research, and entails a more systematic observation of issues for posterior
changes in teaching practices. The fifth and final dimension, re-theorising and
reformulating, makes reference to a more rigorous reflection in which teachers
critically examine their practical theories and relates them with public academic
theories.
The authors conclude by stating that although these five dimensions of
reflections are not evidenced in all teachers, they describe stages of considerations
at different times and with different lengths, which make all five time frames
necessary in all theoretical practices of reflection.
A second definition regarding reflective teaching that is relevant to be
included in the current study, is the one stated by Richards and Lockhart (1994),
who emphasise the reflective practices in second language classrooms. The
authors perceive reflection as the actions in which teachers and students collect
data about teaching, examining their attitudes, beliefs, assumptions, and teaching
practice, for using that data as basis for critical reflection about teaching, which will
allow teachers to evaluate their teaching, decide if they need to change any
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teaching practice, develop strategies for change, and monitor the effects when
implementing these strategies.
The process of exploring teaching requires to look objectively teachers’
practices and to reflect critically on what one discovers; this brings the advantage
of achieving a better understanding of one’s own assumptions about teaching and
specific teaching practices. The authors explain that “it can lead to a richer
conceptualization of teaching and a better understanding of teaching and learning
processes; and it can serve as basis for self-evaluation and is therefore an
important component of professional development”. (p.8)
As a conclusion, it can be stated the inclusion of reflective teaching procedures
in the current study are highly relevant due to the fact that they allow teachers to
have a conscious process of their teaching practices for further changes that will
eventually influence their students’ improvement in learning. Moreover, the
evidence collected of those reflections will help the researchers to have a better
understanding of the perceptions that the teachers have towards the procedures
being implemented at the schools, and that is exactly what is intended to explore in
this project.
2.6 Lesson Planning
After having knowledge of the approach to be taken for the development of
this study, and the types of tasks which are going to be used, one must turn to
theory regarding how these aspects are to be presented in the classroom; hence,
focus is now shifted to lesson planning. Lesson planning can be defined as the
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preparation prior to entering the classroom surrounding what will be presented, the
sequence to be employed, and the procedures implemented. Jensen (1991)
explains that lesson planning involves deciding what to teach, in what order, and
for how long; a lesson plan should work as a type of checklist that guides teachers
in knowing what to do next, and especially to remind them of the objectives and
goals of the lessons. Jensen (1991) additionally argues the importance of lesson
plans: “A lesson plan is essential for novice teachers and convenient for
experienced teachers”. (p. 403).
The author goes further to explain why, when, and how we plan. To begin
with, according to Jensen (1991), there are various reasons why planning should
be done ahead of lessons. Firstly, lesson plans can be kept as records of what
was done in a lesson, which can be useful for two reasons; the record can be a
valuable resource for planning assessment measures, and in the case of teaching
the same course again, it would save time on planning the same lessons
repeatedly. Secondly, it is necessary in the case of suddenly having to miss a
lesson, due to the fact that the substitute teacher would need to step in and follow
what was intended for that day. Lastly, there is a level of student expectation;
students expect for the teacher to be fully prepared for each lesson; hence, it is the
responsibility of the teacher to do so. If a class notices that a teacher did not come
prepared, they are likely to have a negative reaction towards them, and not take
them seriously.
In the same order of ideas, the concept of responsibility teachers must
assume in terms of planning and teacher development is referred to as pedagogy
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for autonomy, which is further described by Vieira (1999) as the articulation
between independence and social responsibility. The author states that this
responsibility is regulated and allows teachers to become explorers and
researchers of their own action aiming at monitoring, evaluating, changing and
confirming previous ideas and practices. Moreover, teachers become aware of the
complexities of teaching and co-responsible for instructional decision making when
there exists a systematic focus on learning contexts and on cultural, institutional or
methodological tensions. Therefore, a process of “autonomisation” makes teachers
feel more empowered to take charge of their own action.
However, as stated by Belcher (2009), this is something that is achievable,
and not as daunting as it may sound. The author, when speaking about English for
Specific purposes, makes the point that in order for teachers to be able to transmit
knowledge of a specific content area in a second language, it is not strictly
necessary to be fluent in neither the language nor the content itself. In other words,
it is not necessary for the teacher to have very deep knowledge of the content,
even in their mother tongue. This is something that could be applied to the present
study, especially when referring to the English Teachers who may have a lack of
content knowledge and may feel this is a set-back for them. Furthermore, it should
not be ignored that they have all been through the education system themselves,
and have at some point been exposed to the topics they aim to teach to their
students. In addition, Belcher (2009) goes further in explaining what this means in
terms of lesson planning for teachers of specific content, stating that while it is vital,
it does not have to be extremely deep. According to the author, a teacher of
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specific content would often only need to know a limited range of knowledge
related to their area, keeping the specialist knowledge demands at a manageable,
not overwhelming level.
To continue, Jensen (1991) explains when, and how planning should occur;
she makes a distinction between macro, and micro-planning. Macro-planning, as
the name suggests, refers to the bigger picture of lesson plans. This stage includes
two main aspects: firstly, the individual teacher’s background knowledge of second
language acquisition; in other words, their personal philosophy towards teaching
and learning strategies, which will be reflected in the methodology they decide to
employ within the classroom. Secondly, the decision on part of the institution
regarding what is to be taught for the duration of a given course. This makes
reference to the development of a syllabus, from which individual topics are taken
in order to be taught on a daily basis, leading to micro-planning. In this sense,
micro-planning comes after a long process of decision making and course design.
It is at this stage that specific plans for what is to be included in a lesson are made.
“The teacher must be familiar with the principles of second language learning and
teaching, as well as the needs of the institution and the student population. He or
she must first see the big picture of the course, and be aware of the goals and
objectives for the entire term, before planning weekly and daily lessons” (p. 407).
Interestingly, the author points out that lesson planning is perhaps the last
stage of a long process of preparation for second language teaching. This puts into
perspective that any given language lesson is only a small part of a bigger picture;
one must be aware that language instruction has been broken down into small,
50

teachable parts. In this particular study, this idea is reflected in the sense that the
plan for each individual lesson comes after having decided upon a set
methodology, and certain procedures which must be taken into consideration in
order to implement a dynamic bilingual education model which integrates CLIL.
Lesson planning is a broad term, and many theories exist surrounding what
it should entail. It is clear that in basic terms, lesson planning refers exclusively to
deciding what will be taught, and what sequence will take place. Going deeper into
lesson planning, however, one realises that it requires for the planner to take into
consideration students’ needs, ensuring that the lesson is student-centred as much
as possible, and that topics are presented in such a way that students will not only
be interested but also encouraged to appropriate the language, and make it part of
their everyday repertoire. In the present study, this is something which must be
taken into consideration due to the fact that a new methodology is being adapted in
a context where it did not exist before; therefore, participants will be given a
guidance as to possible ways to sequence their lessons in order to include both
language and content, as well as having specific moments in the lesson to be able
to switch to L1, as explained by the concept of translanguaging (see page 29).
Having considered these authors’ contributions, the importance of lesson
planning is paramount for effective language learning. This importance was
explained by Jensen (1991) who argued that it is the responsibility of teachers to
be well prepared for their lessons in order to ensure a smooth flow; furthermore,
that the individual lesson plan is the final product after a long process of curriculum
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and syllabus design. Classes must be student-centred; giving students the chance
to manipulate the language, and adapt it to their everyday life.

3. LITERATURE REVIEW
Nowadays, there exist several perspectives about bilingualism and bilingual
education that have been explored through different focused studies. Over the
years the subject of teaching English as a foreign language has led to research
into how bilingualism can be best fostered in the education system. In this sense,
there have been many definitions of bilingual education, and how it should be
implemented. The present research focuses on a dynamic bilingual education
model that fosters translanguaging, which refers to the specific use of both the L1
and L2 at certain moments of the lesson. In a related study by Koki (2010), it was
found that when the L1 and L2 are forcefully separated into different contexts, the
reality is students tend to mix the languages due to the fact that they try to
compensate for lack of knowledge in one or the other. Furthermore, Gort and
Pointier (2012) found that both languages can be used collaboratively in the same
classroom, scaffolding students’ emergent bilingualism.
Due to the fact that the present study is focused on using both L1 and L2
inside the classroom, it is necessary to adapt a particular methodology in order to
carry this out; this is the Content and Language Integrated Learning (CLIL)
methodology. Several studies on the topic of Content and Language Integrated
Learning propose results concerning how this method has a positive effect on
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students’ learning of a second or foreign language in the classroom context; using
the language for a determined purpose such as acquiring content information
promotes students’ language learning process. On a first instant, Patel’s (2009)
contribution to the field will be taken into account as it illustrated some of the
constraints found when a CLIL program was implemented in Malaysia nationwide,
and the role of resources as well as the students themselves was explored.
Consequently, Varkuti’s (2010) case study is explored, in which the findings
suggest that students exposed to CLIL methodologies had a better grasp of the
foreign language in both academic and non-academic contexts, in comparison to
students exposed to intense language programmes. Furthermore, in Lasagabaster
and Sierra’s (2009) case study, the data collected suggest that students have a
generally more positive attitude towards language learning when they are exposed
to CLIL methodologies, than when they are exposed only to traditional EFL
teaching strategies.
Additionally, the process of implementation in this study requires the
inclusion of perspectives and reflections done by the participants involved, in order
for the researchers to perceive and analyse the insights they have during their
classes that are not possible to identify by mere observations, this is known as
reflective teaching. Consequently, studies concerning reflective teaching are
intended to be compared to consider how reflective practices influence teaching
implementations. The study conducted by Jaakkonen (2013) concludes that
reflection on how teachers acted or could / should have acted is important to
improve the students’ learning possibilities.
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As bilingualism aims to be achieved through bilingual education in this
present study, there is a need for including research results about how the use of
two languages in the classroom as a goal has been explored. In her study, Koki
(2010) explored interactions among students in a Two Way Immersion (TWI)
program; it aimed at giving a voice to students by highlighting their points of view
regarding the system. This was done by conducting classroom ethnography,
collecting descriptive data on the following topics: interactions among students that
contribute to nurturing bilingualism in the program, the challenges faced by the TWI
teachers in nurturing and developing bilingual proficiency, and what actions
teachers can take to overcome such challenges. The researcher collected data
through observations and interviews of the principal, three teachers, and ten of
their students over the period of an academic year. The research took place at a
school which implements a 90/10 model; starting with 82% Spanish and 18%
English in Kindergarten, with these levels changing accordingly until reaching a
50/50 balance by the 5th grade.
The findings showed that although the school was very clear on their policy
of only using a certain language in a specific context, with no room for language
mixing, the reality was that mixing took place in all classes, during recess and
school events. The following types of interactions where mixing occurred were
reported: (1) translating, (2) clarifying (asking questions and explaining), (3)
modelling and imitating, (4) interpreting for peers, (5) using the person’s 1st
language to attract attention, (6) responding in language of address. The author
discusses that this happened due to several reasons such as the students being
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shy about using the second language, wanting to use a language that was more
comfortable, and not being able to say certain things in one language. Moreover,
the students reported that it occurred because sometimes they did not understand
their second language well enough; therefore, they used their first language in
order to understand what they were learning or what their peers were saying. In the
same vein, multiple students reported mixing in order to help someone who did not
understand, or simply because they forgot which language period they were in, and
used the language they were most comfortable with. Overall, it was found that
most students were against the no mixing rule.
In terms of the challenges faced, the teachers reported that language mixing
was often seen as a problem, especially in view of the fact that it went against the
total language separation rule held at the school; however, they were aware of the
reality of language mixing and understood why it occurred in their classroom. One
of the three teachers believed that language mixing could actually be beneficial to
students in certain circumstances. A second problem reported by the teachers was
that of standardised testing; all teachers, including the principal, wished that if
students had to take the test, they would be tested in both languages so that their
actual academic achievement could be measured. This shows that standardised
tests present a major challenge in bilingual education.
In conclusion, these results are of use for the present study in view of the
fact that they shed light on students’ tendencies towards language mixing, even
when in a setting of complete immersion. This is important due to the fact that the
current study does not deal with a full immersion program; it, on the other hand,
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deals with a dynamic model of bilingual education that encourages the use of
translanguaging in the classroom. Koki (2010) has shed light on the fact that
separating languages is not necessarily the best way to teach a foreign language,
and that perhaps they should be used together as a resource to students;
purposefully using the L1 in order to compensate for lack of knowledge in the L2.
Furthermore, the results give us an idea of the different types of interactions
where language mixing can be most expected; hence, the researchers can be
more aware of students’ needs and attempt to answer to these needs by
incorporating the use of the L1 at specific, predetermined moments throughout the
lessons. Overall, this study tells us that forcing students to always use L2 may not
be the most adequate way to foster bilingualism, which is particularly relevant in
this study in view of the fact that most of the students will have had a very limited
exposure to the foreign language, hence should not be expected to start speaking
English at all times.
In a related study, Gort and Pointier (2012) conducted research into bilingual
pedagogies in dual language preschool classrooms. They explored the nature of
teacher talk, placing particular emphasis on the way they used English and
Spanish during different classroom interactions in order to support learners’
emergent bilingualism. Furthermore, they were interested in finding out functions of
teachers’ language practices in bilingual interactions, as well as their language
choices in bilingual interactions with children.
The study was conducted in two preschool classrooms within an additive
Spanish/English dual language program in the United States; two teachers were
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assigned to each classroom. The program followed a language policy of separation
where teachers were encouraged to model a monolingual use of each target
language, and were discouraged from moving between or mixing languages. Each
teacher pair implemented this in different ways: in one classroom they divided
language use according to time; Spanish was used in the mornings, while English
was used in the afternoons. In the other classroom, the teachers adopted a “one
teacher/one language” strategy whereby each teacher was in charge of using one
of the target languages; hence, creating a bilingual instructional language context.
The participants were both the teachers and the students: the four teachers were
females who had completed two-year degrees in early childhood education, and
were native speakers of Spanish. The student participants’ ages ranged from 4 to
5, and they reflected the community’s diversity in terms of cultural, ethnic,
linguistic, and socio-economic background.
Gort and Pointier (2012) reported that teachers used each language
strategically and flexibly to accommodate students’ needs as well as to negotiate
several functions in the classroom; they modelled the use of the target language in
order to scaffold their participation in classroom activities by affirming their
statements (“yes”, “very good”), asking questions to clarify what students said, use
of monolingual speech to give instructions, etc. Teachers also used monolingual
language practices in order to provide relevant academic vocabulary in the target
language, to assess students’ knowledge, to provide new information in order to
expand a child’s schema. It was also reported that teachers used some sheltered
instructional strategies in order to support students’ developing skills, to model
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designated target language, and to scaffold students’ participation in highly
interactive contexts. Furthermore, it was evidenced that in the “one teacher/one
language” classroom, the teachers made use of “tandem talk” in order foster
bilingual interaction in the students. Tandem talk refers to two speakers
coordinating the use of two languages in the same conversation; this type of
collaborative practice made it easier for students to understand the target
language.
In conclusion, it was found that the use of both languages in the classroom
fostered emergent bilingualism when they were used collaboratively, rather than
against each other. Using the students’ native language is seen as a positive
scaffolding tool which compensates for their lack of knowledge of the foreign
language; bilingual speech is useful both as a communicative as well as an
academic resource. This is of importance for the present study in view of the fact
that it deals with the use of both languages as means of instruction within the
classroom. It sheds light on the way that both languages can be used in
conjunction with each other, while avoiding translation. For the current study, it is
important that teachers who implement dynamic bilingual lessons are aware of the
specific moments in the lesson that either language is used, in other words, when
translanguaging best benefits students.
Furthermore, this is something which Patel (2009) gives great importance to.
She makes reference to the situation of CLIL implementation in Malaysia. She
makes the argument that when CLIL is discussed in academic contexts, often, a lot
of emphasis is given to the role of the teachers, the training program, and the
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resources required, but not enough is given to the students as part of the process.
As the author illustrates, CLIL began to be implemented in Malaysia in 2003,
mainly in Maths and Science lessons, and for this to be as successful as it has
been, a great deal of money was invested on part of the government. This
inversion was mainly in terms of resources, specifically technological resources, as
well as proficiency courses for teachers. Furthermore, a buddy system was
implemented whereby content teachers had access to a language teacher in case
they ever needed help on language points or even lesson planning. This large
scale policy adaption took place throughout several years, and as the author
explains, a great deal of effort was put into it. However, Patel proposes the
question – what about the students? Patel (2009) makes a point which is relevant
to the present study, which focuses on implementing a dynamic bilingual model
through the training of teachers at a public school, and providing them with the
tools they may require in order to carry out implementations of CLIL lessons;
however, the focus is not placed on students, and what type of support system
they may require in order to be successful receivers of the methodology. In this
sense, it is something that has to be taken into consideration and teachers must be
aware of – how to give support to students through implementations.

As mentioned above, in order to carry out a dynamic bilingual education
model, Content and Language Integrated Learning practices are going to be
implemented. Varkuti (2010) conducted a case study about the effect that the CLIL
method to language teaching has on student’s linguistic competence, both in
conversational and academic use, in comparison to students’ receiving intense
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foreign language teaching, in the Hungarian context. Varkuti (2010) hypothesised
that using CLIL in the classroom would be more successful than using intensive
foreign language teaching in order to improve language learning. Furthermore, that
CLIL improved not only linguistic, but also cognitive development of students, as
shown by the contexts in which either language is used (academic and nonacademic).
For this study, there were two groups of participants: The CLIL students
were referred to as the experimental group; this group consisted of 816 students
from eight different Hungarian-English secondary bilingual teaching units (schools,
classes or groups) chosen at random. The control group, on the other hand,
consisted of 631 students from nine randomly chosen mainstream monolingual
secondary schools that participate in various intensive English language
programmes. Both schools aim for students to reach a C1 level (CEFR) on school
leaving exams. (Varkuti, 2010)
Varkuti (2010) reports that in terms of linguistic competence, those in the
CLIL group performed significantly better than those in the non-CLIL group. CLIL
students gained better results in all the measured conversational areas than the
control group as they had “a larger social vocabulary, more often correct usage of
basic grammar rules, and the required skills to apply when producing correct
answers on the tests” (Varkuti, 2010: 14). Furthermore, they showed not only a
higher proficiency in producing conversational English, but also a sociolinguistic
awareness in the use of the language (as shown by a specific exercise in the test).
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When it came to academic linguistic competence, it was found that CLIL
students performed significantly better in the cognitively more demanding
academic language test than those in the control group. Interestingly, although
CLIL students achieved significantly better results in every exercise, the same
difficulty pattern was found in both groups i.e., both groups got the highest and
lowest results in the same exercises (each exercise tested a different linguistic
competence). This proves that certain areas of language teaching are more
challenging to students than others, regardless of the approach used.
Lastly, the colloquial language of both groups (language used in less
cognitively demanding contexts) was higher, on average, than that of their
academic language. The statistics indicated that the conversational proficiency in
both groups reached higher levels than was the case for cognitively more
demanding language, which shows that both teaching approaches are suitable for
learning the language required for social communication. Overall, CLIL students
had a larger and more sophisticated vocabulary, better skills in applying grammar
rules, as well as greater confidence and awareness of language use.
These findings are relevant for the present study as they highlight the
positive effects of CLIL methodology on linguistic competence, providing evidence
that when CLIL is adapted, students develop more cognitively demanding
language, as required from an academically challenging environment. In this
sense, it can be used as a suitable method of teaching in a dynamic bilingual
education model which aims at developing both students’ basic interpersonal
communication skills, as well as their cognitive academic language proficiency.
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Lasagabaster and Sierra (2009) conducted a study on the attitudes of
students towards language learning. The purpose of this study was to focus on
how the use of CLIL, in comparison to standard EFL methodologies, affected the
attitudes of students in the Basque Country towards learning a foreign language,
as well as their mother tongue. In order to do this, Lasagabaster and Sierra (2009)
focused on two factors: Gender, as an attitudinal factor, and socio-cultural level,
measured by parent’s educational level. They used these factors to compare the
attitudes of students being given CLIL based instruction with those being given
regular English lessons.
The participants in this research were 287 secondary students from four
different Basque schools, divided into two age groups: Third-year secondary
education students (SE3) who were 14-15 years old (116), and fourth-year
secondary education students (SE4) who were 15-16 years old (172). These are
the last two years of compulsory education in Spain. The groups were further
divided into 115 receiving traditional EFL instruction (these are referred to as the
control group), and 172 receiving CLIL based instruction (these are referred to as
the experimental group). Lastly, 40.3% were male and 59.7% were female.
(Lasagabaster and Sierra, 2009: 4)
According to the findings, Lasagabaster and Sierra (2009) reported that in
terms of attitudes towards English as a foreign language, in both SE3 and SE4
students, there was a significantly higher level of positive attitudes towards learning
a foreign language in those receiving CLIL based instructions, when compared with
those receiving traditional EFL instruction. They tended to score learning English
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as a foreign language as “necessary” and “interesting”, while the control group
were more likely to rate it as “unnecessary” and “dull”. It was also found that
gender had a significant difference in both EFL and CLIL groups, with female
students having significantly more positive attitudes towards learning a foreign
language than male students. Lastly, Lasagabaster and Sierra (2009) reported that
in terms of attitudes towards Basque and Spanish as the compulsory languages,
for those in the SE3 group, CLIL students had significantly more positive attitudes
towards Spanish, but not towards Basque, whereas in the SE4 group CLIL
students showed significantly more positive attitudes towards both languages.
Hence, it can be concluded that CLIL enhances a positive attitude towards
both the foreign language, and the other languages present in the curriculum.
Furthermore, females have a generally more positive attitude towards learning a
foreign language. This is useful for the present study in that it shows that applying
CLIL methodology will foster positive attitudes in participants; hence, have an
overall positive effect on their language learning experience. This is particularly
important due to the fact that the study is being carried out in underprivileged
areas, where the learning of a foreign language may not be seen as important or
necessary; therefore, it is necessary to apply a methodology which will foster
positive attitudes as much as possible.
Additionally, as the aim of the current study is to implement CLIL in a
dynamic bilingual education program to develop additive bilingualism, it is
necessary to analyse how the participants perceive the implementation process,
and the means for doing so will be reflective teaching.
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Several studies have included teacher’s reflections of different kind of
implementations, and it is relevant to explore how these reflective practices have
influenced teaching processes. Jaakkonen (2013) explored reflections on learning
and teaching in an English-medium CLIL teaching experiment. The aim of the
study was to support students’ English language studies and focus on a specific
part of it, namely music-related vocabulary and practical use of English as a
medium of learning, this means that the participants were exposed to subject
matter content and the means of access for it was English. For that reason, CLIL
implementation was evidenced and the process was analysed through reflections
and observations. These reflections were focused on English language use as the
medium of instruction and learning with the final aim of improving teaching
practices through CLIL.
The participants involved in this research were nine students whose first
language was different than English and who were enrolled in a music program
which had thirty lessons of forty-five minutes. The course implemented CLIL so the
participants could acquire specific music-related vocabulary in English and at the
same time improve their listening comprehension and also spoken language skills.
The results were drawn by conducting observations and field notes that were
focused on the use of English by the learners and the teacher during the CLIL
course, and which included further reflection that the researcher, who was the
teacher as well, could analyse and then modify his teaching practices according to
the aspects he considered that needed to improve or keep those that were
effective in each lesson.
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Jaakkonen (2013) concludes that the reflective practices included in this
study enable some modifications in methodology and teaching techniques, which
allowed students to manage to communicate, and to become more confident and
initiative over time. The author also highlights that an active use of a foreign
language is greatly influenced by a person’s motivation, internal or external, and he
as a teacher was able to be aware of this through the process while analysing the
reactions students had during the lesson and how he perceived the students’
progress as he was changing his teaching procedures.
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4. METHODOLOGY
The following section aims to explain to the reader all the information related
to how the study was conducted, stating the reasons for choosing those particular
methods, and also supporting those reasons with authoritative figures in the field.
Specifically, we explain the type of study that was done, the context and setting in
which it was done, the participants involved in the study. Furthermore, we explore
aspects such as the researchers’ roles in the study, the methods used to collect
data, and how said data was analysed. Finally, we briefly touch upon the ethical
considerations that were relevant to the study, and how they were taken into
consideration throughout its implementation.
4.1 TYPE OF STUDY
Taking into account the nature of this project, it is developed as a qualitative
research study in view of the fact that information will be gathered to understand
the world by describing, analysing and interpreting the data collected in terms of
perceptions, considerations and reflections, as described by Denzin and Lincoln
(2005), who also state that “qualitative researchers study things in their natural
settings, attempting to make sense of, or interpret, phenomena in terms of the
meanings people bring to them” (p.3); hence, as the type of data that the
researchers of this study collected from the teachers involved beliefs, thoughts,
considerations and perceptions for being analysed and interpreted in order to
understand events during class implementations, it is framed as qualitative
research.
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Additionally, this research project is a case study according to what Smith,
cited in Merriam (2009), defined: a case study is focused on and individual or small
groups of individuals whose experience in a specific setting is documented. The
author explains that this type of studies focus on a “bounded system”, which refers
to the existence of a limit in the number of people being involved, or the amount of
time for the investigation. According to Merriam (1988) “the case then, could be a
person such as a student, a teacher, a principal; a program, a group such as a
class, a school, a community; and so on” (p.27). In this sense, this research aimed
to explore how CLIL as dynamic bilingual education develops in two specific state
schools. Moreover, the schools were located in under privileged areas of the city of
Pereira; furthermore, it was only aimed at primary level teachers, and a small
number of secondary level teachers. In this sense, the researchers are aware that
this is only a sample of a broader phenomenon and does not intend to generalise
the results to others contexts.
Finally, it can also be stated that the type of case study presented in this
research project is interpretative, because, as stated by Merriam (2009) the
researchers analyse and interpret the data collected in order to understand the
phenomena being studied. This study requires the careful analysis and
interpretation of the teachers’ implementation of CLIL classes, as well as the
student response in these lessons. Based on Orlikowski and Baroudi (1991) the
role of the researchers in the interpretative study is to attempt to understand the
reality of the research, through analysing the meaning the participants give to it.
Based on this, the author means that depending on how the participants define the
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phenomenon, the researchers will have the starting point for the investigation.
Furthermore, our study is considered descriptive-interpretative research because it
requires elements from both methods, such as the interpretation of the participants’
perception of the study, and the collecting of the data to answer and describe
specific events.
4.2 CONTEXT
The following section aims to give general information about the place
where the study took place, including aspects such as location, type of schools,
grades, teachers, etc. In order to contextualise the reader, an explanation of the
broader situation of the two state schools in question, Hugo Angel Jaramillo and
Jaime Salazar Robledo, must be given. To begin with, these schools belong to an
institutional organisation called Red Alma Mater, created in September 2000. This
organisation is an integration of four public universities: Universidad de Caldas,
Universidad del Quindío, Universidad del Tolima, and Universidad Tecnológica de
Pereira. Red Alma Mater attempts to create social and educational projects in
order to improve the quality of life, particularly, in the coffee region. As a result, the
resources available at the school are provided by them such as updated libraries,
sports, musical and recreational facilities. In this sense, it is this support from local
public universities as well as funding from Red Alma Mater which allow for the
various educational and social projects to take place. The decision as to which
projects are carried out, or which are given priority is based upon the specific
needs of both school and its students.
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Consequently, one of the academic programs at the Universidad
Tecnológica de Pereira which is connected to the Red is the Licenciatura en
Lengua Inglesa. This program was asked to intervene at the schools by carrying
out a bilingualism project called Change. The aim of this project was to develop
and strengthen bilingualism practices and policies in these state schools in order to
establish them as bilingual institutions. In this sense, three components were
proposed in order to fulfil the development of the program: 1) Content teachers’
foreign language instruction, 2) Teachers’ professional development based on
CLIL, 3) Curriculum design. It must be stated that these three components were
not developed in isolation, but rather were intertwined throughout the whole
process.
At this point, it is necessary to mention that this project was carried out in
two phases. Since the project sought to implement a bilingual policy through the
primary in-service teachers from the schools, the first phase was focused on
teachers’ professional growth. Teachers’ professional development was designed
within the project with three main components: 1. English language instruction. 2.
CLIL instruction. 3. Empowerment program for English language teachers. The
second phase, however, shifted its focus from the professional development and
training of teachers to the actual implementation of bilingual classes through the
use of CLIL practices. In this sense, the present study was focused on this second
phase of the project – the implementation phase.
As mentioned above, the project was implemented at two state schools.
Firstly, Hugo Angel Jaramillo located in the neighbourhood of Malaga, Pereira –
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Risaralda, which was founded in 2011. It has around 1150 students; between 40
and 45 students per class, and 36 teachers. The institution includes 6.600 m 2 of
built area and around 6.300 m2 of exterior areas which provide areas for
recreational purposes. Malaga is surrounded by the neighbourhoods of Los
Angeles, Guadualito, Parque Industrial, Llano Grande, El Jordán and Comfamiliar.
This area is positioned in the “Triangulo del Café” and was founded in 2001, it is
well known for the production of coffee and yams. Arenas (2008) claims that the
majority of the inhabitants of this community are illiterate, in addition to coming
from displaced families, immigrants from the department of Choco, and single
mothers. The area was at first conceived as the industrial zone of the city;
however, it quickly became the home for several families who, due to displacement
and relocation situations, found a fresh start there.
Secondly, Jaime Salazar Robledo, located in the neighbourhood of Tokyo,
Pereira – Risaralda, which was founded in 2010 and has around 1800 and 60
teachers. It belongs to the commune of Villa Santana, to the southeast of the city of
Pereira with an extension of 453.980 m 2. The school has a library, computer room,
administrative area, sports area, and 36 classrooms distributed in the following
manner: 6 for pre-school education, 12 for elementary school, and 18 for high
school. Rivera (2006), a local journalist from the newspaper La Tarde describes
the neighbourhood in detail: he points out that the neighbourhood of Tokyo is
inhabited by 925 families with low socioeconomic status. 458 of these families
come from a different area called Bosque de Combia and Bosque del Otún, 314
from Brisitas, Danubio, and Heriberto Herrera. 153 of them are displaced families

70

from other departments of Colombia such as Chocó, Santander, Bolívar, Valle and
Risaralda. The institution possesses 7 lines of work in its PEI (Proyecto Educativo
Institucional), highlighting sciences, technology, innovation, and bilingualism. It
also pursues to articulate itself with the community with the view to provide support
for some of their different issues.
Due to the fact these schools are located in economically deprived areas, it
is evident that most students are under-privileged. This project was carried out at
these two schools due to the fact that both institutions are public, in order to
attempt to overcome the notion that only private institutions can be bilingual (Ada &
Baker 2001). Furthermore, these schools do not yet have a specialisation in which
they certify their students in a specific field, e.g. Bachiller académico con énfasis
en tecnología e informática. In this sense, one of the secondary objectives of the
project was to explore the potential of either schools being established as bilingual
institutions.
4.3 SETTING
The following section, describes the specific conditions under which
teachers at each school carry out their profession. For this reason, it has been
divided into information about each school separately.
4.3.1 Educational Institution: Hugo Angel Jaramillo
Located in La Ciudadela Del Café in the city of Pereira, the budget invested
for the construction of the school was $11,500.000.000 (COP) provided by the
Ministry of Education, the Fondo Financiero de Proyectos de Desarrollo (FONADE)
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and the city of Pereira. With a capacity of 1440 students, this “mega-school” has
financial

support

from

the

city

for

$1,100.000.000

(COP)

and

around

$2,400.000.000 (COP) from FONADE. The school offers several extracurricular
activities such as theatre, marching band, dance and music lessons, and
cinematography. Additionally, it supplies food safety to students under the age of
12 years old, and for those taking fast tracked educational courses.
There are a total of eight English teachers; three of whom have graduated
from an English Language Teaching degree, with the remaining five working as
classroom assistants helping the English teachers in their classes. Although this
project focused mainly primary education, it must be stated that children from all
grades (transition through to eleventh grade) take English classes. Before the
project was implemented, they were exposed to two hours a week of English
classes, but through the implementation of the project this was raised to six hours
per week.
4.3.2. Education Institution: Jaime Salazar Robledo
The school was founded on February 15th, 2010, and it was also labelled as
a “mega-school” due to its structure, which can hold up to 1500 students. The
school was named after an assassinated ex-congress man, founder of the Villa
Santana commune, which, before his intervention, was considered an illegal
invasion of territory. The school provides some students with some sustenance;
the students from high school receive 200 nutritive beverages, primary students
receive 200 breakfasts and 350 lunches, of which 7 people per classroom can
have access to. There is also transport allowance granted to students who live in
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areas far away from the school such as: Dosquebradas, Cuba, El Plumón and
Mejia Robledo.
The school provides education in early childhood, primary education and
secondary

education

with

an

average

of

40

students

per

classroom,

accommodating both male and female students. It has eleven English language
teachers; four of whom have graduated from an English Language Teaching
degree, with the remaining seven working as classroom assistants – it is relevant
to mention that some of these are still students of a language teaching degree.
Both schools offer English to all grades from pre-school to eleven grades.
As mentioned above for the previous school, the hourly exposure to English was
also raised to six hours a week, including one hour of Content and Language
Integrated Learning implementation. Furthermore, they both follow the standards
proposed by the government in their document “Formar en lenguas extranjeras:
inglés ¡El reto!” (2006).
4.4 PARTICIPANTS
This section aims to explain specific characteristics of the participants
involved, including information such as their academic background, and how and
why they were chosen.
The present research was originally commissioned by Alma Mater with the
purpose of implementing a bilingual program aimed at two specific existent
populations. According to Lodico et al. (2010), qualitative research involves a
purposeful sampling, in which participants who have key knowledge for the
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research are selected. Moreover, Merriam (1997) specifies the types of sampling
and includes the unique sample which “…is a unique, atypical, perhaps rare
attributes or occurrences of the phenomenon of interest (p. 62)”; therefore, it can
be said that this study had a unique purposeful sample due the fact they were
specifically chosen by Alma Mater for their attributions: the two populations of the
present study were teachers from two public schools: Hugo Angel Jaramillo and
Jaime Salazar. In total, there are sixty-two teachers: nineteen of whom are English
language teachers and the remaining forty-three are content teachers. All of them
have different roles in this project, but of equal importance. This is also a nonprobability sample due to the fact that the participants were purposely chosen by
Alma Mater, and, as defined by Honigmann, 1982, p.82, the researcher expected
to mainly use the data to solve qualitative problems, such as discovering what
occurred, the implications of what occurred, and the relationships linking
occurrences.
4.4.1. English language teachers
First of all, there are nineteen English language teachers who are involved
in this project; eight from “Hugo Angel Jaramillo” and eleven from “Jaime Salazar”.
It is important to clarify that these English language teachers teach English at
primary and secondary levels in these schools. Throughout the project, they were
trained in a language empowerment program with the purpose of providing them
with the appropriate skills to be able to support content teachers when guiding their
classes. All of these teachers are Spanish native speakers, and their ages are
approximately between 22 and 48 years old. During the process of designing the
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bilingual curriculum, they were part of it by supporting teachers to incorporate the
English language into the content classes. During the implementation phase, they
designed and carried out their own content and language integrated lessons as
well.
4.4.2. Content teachers
The other participants of the present research were forty-three content
teachers; twenty-one from Hugo Angel Jaramillo and twenty-two from Jaime
Salazar Robledo. In the first stage of the Change project the aim was to design the
bilingual curriculum, and to provide both groups of teachers with the correct
training to be able to implement it. The second stage aimed to start the
implementation of the bilingual curriculum from kindergarten to seventh grade,
where these teachers began to carry out CLIL lesson.
Most of the content teachers from both schools are graduates from different
university programs such as: Pedagogía infantil, educación física, recreación y
deportes, comunicación educativa, and other education related programs. Those
who did not have at least a bachelor’s degree, graduated from an “Escuela
Normal” which is an institution that aims to educate students to be teachers.
The following charts show the maximum type of certification that the various
content teachers have according to school:
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Type of Certification: Jaime Salazar Robledo
0%
6%
Degree
22%

Masters Degree
Technician

0%

Normalista
72%

Other

Figure 10: Maximum type of qualification held by content teachers at Jaime Salazar Robledo

Type of Certification Hugo Angel Jaramillo
7%

7%
Degree
Masters Degree

20%

Technician
53%

Normalista
Other

13%

Figure 11: Maximum type of qualification held by content teachers at Hugo Angel Jaramillo

.

Before starting the professional development training course in the English
language, it was necessary to conduct a placement test in order to diagnose the
teachers’ levels. This test was the Oxford Online placement test. According to the
results provided by this test, 43 % of the content teachers were placed at an A1
level (very basic), 56% were placed at an A0 level, and just 1% reached a B1 level.
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Given the low language proficiency, it was necessary to train the teachers in a
professional development course in the English language in which the teachers not
only learned language, but also methodologies related to how to teach it. The
second stage, being the present study, aimed to continue this training, but with a
greater emphasis on the fact that the teachers would then begin to actually
implement the dynamic bilingual program in their classrooms through the use of
CLIL.

Results from Oxford Placement Test
A2
2%

B1
3%

A0
50%

A1
45%

Figure 12: Results from Oxford Placement Test carried out at the beginning of the project

4.5. RESEARCHER ROLES:
Here, we explore the role, we as researchers, took during the
implementation of this project. Due to the fact that the main focus of the present
study was the second phase of the project – the implementation – the main role of
both researchers was complete observers. According to Frankel and Wallen (2003)
when you are a complete observer you observe the activities of a group without in
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any way becoming a participant of those activities. The subjects may or may not
realise why they are being observed.
In our case, we were there to observe the implementations of the teachers
in order to keep a record of what was happening through different data collection
methods that are going to be described in the following section. Moreover, we were
also involved in some design of material for supporting teachers’ planning of
lessons, but we are still defined as complete observers as we did not intervene in
the actual implementations.

4.6 DATA COLLECTION METHODS

In this section, we present the different instruments used in order to collect our
data, and attempt to make it clear to the reader how they were used.
Since in this phase of the investigation the focus is shifted from professional
development training and an empowerment course to the actual implementation of
CLIL lessons, the data collection methods are used to collect data regarding
teachers’ believes, attitudes, and perceptions towards the lessons they
implemented. Consequently, to obtain the data needed, the instruments used
were: observations, teachers' reflective logs and interviews.
4.6.1 Observation
According to Merriam (2009), observation is a research method which
consists of a detailed analysis of people’s behaviours, attitudes, reactions, and
assumptions that are necessary to obtain data from the subject that is being
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researched. It implies that observation provides the opportunity to interpret the
phenomenon being investigated based on those behaviours, believes, and
assumptions already perceived. The observations that were carried out were
focused on in-services teachers’ implementation of CLIL lessons. This was
conducted through taking field-notes as well as carrying out structured observation
formats in order to document their performance. Three observation formats per
lesson were used for a total of fifteen implementations carried out by both English
and content teachers of both schools. The formats included information regarding
the aspects that need to be covered when implementing a CLIL lesson, and the
spaces to write in detail teachers’ actions during these implementations. It should
be noted that these observations were carried through either being physically
present in the classroom, or from videos provided by the teachers. (See appendix
1; appendix 2; appendix 3)
4.6.2. Reflective logs
Given the fact that most data collection procedures involve only the
perception of reality gathered by the researchers, it is necessary to include
reflective logs as a method for perceiving what cannot be simply detected by
observations. Reflective logs allowed the researchers to collect feelings, thoughts,
perceptions, and views through a reflective practice that required teachers to
answer several questions related to their learning and teaching process.
Spalding (2004) argues that “reflective thinking is essential to identifying,
analysing, and solving the complex problems that characterise classroom thinking”
(p. 1394), which means that reflective logs enabled the researchers to understand
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classroom issues as perceived by the teachers and will allow us to draw
conclusions that would be less biased. For this research project, reflective logs
were carried out after every CLIL implementation with the objective of gathering
information about how they felt, what aspects they needed to improve and what
reactions the students had according to their own perceptions. The questions
allowed them to reflect on the issues they considered to be changed and how their
actions influenced in any way their students’ learning process. (See appendix 4;
appendix 5)
4.6.3. Interviews
Dexter (1970) cited by Merriam (2009), states that interviews are common
means of collecting qualitative data, and they are implemented when it is not
possible for the researcher to observe behaviours, feelings or how people interpret
the world around them. In other words, interviews are done in order to complement
and obtain information that is not easy to observe so that it can serve as a bridge
to fill the gaps of the data gathered through observations.
In this sense, interviews were carried out after the implementation process
had finished. The purpose of this interview was to get an insight into the teachers’
experience through the implementation period, how they felt and what they would
suggest in order to improve the project. It has to be clarified that not all the
participants involved in this research project were interviewed, since a total of six
teachers (two English teachers and four content teachers) were taken into
consideration according to their attitudes of commitment towards the project, as
well as their level of reflection demonstrated after carrying out the reflective logs.
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The questions included in the interview were categorised in four sections: CLIL
considerations, CLIL application, students’ reactions and language role. (See
appendix 6)
4.7 DATA ANALYSIS
For this research project, three instruments for data collection were used:
observations, reflective logs, and interviews. This information gathered is
systematically analysed in order to allow researchers to develop a theory of a
phenomenon. This methodology is called Grounded Theory and it was proposed
and defined by Glaser and Strauss (1967), who stated in “Developing grounded
theory” that current research mostly verifies or develops theory by logical
deduction, and it allows guiding research on behaviour. The authors propose a set
of procedures in order to develop a grounded theory, which is an option for
qualitative studies analysis; furthermore, Glaser and Strauss state that coding and
analysis need to be combined to help build grounded theory. This combination is
called The Constant Comparative Method of Qualitative Analysis, and it involves
four stages: comparing incidents applicable to each category, integrating
categories and their properties, delimiting the theory, and writing the theory. These
stages were not strictly followed in the same order for analysing the data of this
project as they had to be adapted according to the emerging theory. The data
analysis for this research followed this sequence:
1. Transcription: The information gathered through reflective logs and
observations was at first collected in a hand written way, and interviews’
answers were audio recorded. For this reason, it was necessary to digitally
81

transcribe the data in order for it to be easily coded, grouped, edited and
shared.
2. Comparing incidents applicable to each category: As stated by Glaser and
Strauss (1967), the data collected is coded into different categories that are
defined according to the information being found, and then more information
that fits is added in an existing category. After transcribing the information
collected through observations, reflective logs, and interviews, it was read
and grouped into categories according to similarities in reflection, subject or
conclusion. Each piece of information being grouped needed to be assigned
a code so researchers could have a reference of its origin in case it was
necessary to be checked at a later stage.
The assigned codes for the data included information about the
participant’s first and last name (initials), the data collection method, the
number of the instrument (if there was more than one), differentiation
between content or English teacher, and the item number (question, for
example). For reflective logs, the obtained codes had this format:
“RL1JCET4”; here, “RL” stands for type of the data collection method
“Reflective log”; “1” refers to the first format of reflective log that was
carried out (there were two different formats); “J” is the initial of
participant’s first name “Jorge”; “C” is his last name “Castiblanco”, “ET”
stands for “English teacher”; and “4” refers to the number of the question in
which this piece of information is found. It has to be added that for the
implementation of this project reflection was also evidenced through
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meetings that were known as “reflection sessions” and which were
recorded and also transcribed. For this reason, some codes for evidence
will start with “V”, which means “Video”, or “R” that refers to “Reflection”.
Interviews were coded in a similar way: “ICBCT6” where “I” means
“interview”; “C”, “Carlos; “B”, “Bustos”; “CT”, “Content Teacher”; and “6” is
the number of the question. Finally, observations were assigned the
following structure

of

code: “OFSCT1.10”. Here, “O” stands for

“Observation”; “F” means “Floralba”; “S”, “Santana”; “CT”, “Content
teacher”; “1” the observation format implemented (three different formats
were carried out for each observation); and “.10” is the number of the
specific item inside the observation format.
3. Integrating categories and their properties: Glaser and Strauss (1967)
explain this stage as the constant comparative method that evolves by
comparing incidents to focus on emergent properties of the category. Here,
the categories were assigned a title which described a general idea of what
that category was about, so it was easier for researchers to continue
assigning the information to the existing categories if they fitted according to
its similar characteristics. If an emergent incident did not fit in any of the
existent categories, a new one had to be created hoping to find new
incidents to support the category. When a group did not contain enough
incidents, it was deleted. During the grouping process it was necessary to
change the titles to fit the categories better, and those that were similar had
to be combined and defined in more detail.
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4. Delimiting the theory: At this stage, the researchers continue to compare
incidents and the theory solidifies as each time there are fewer changes to
make to the theory. It becomes necessary to take out irrelevant properties of
the categories, and integrate details of properties for reducing the number of
categories. The theory is delimited with a set of higher level concepts, and
then it is generalised when researchers start to make constant comparisons
against it.
5. Writing theory: “When the researcher is convinced that his analytic
framework forms a systematic substantive theory, that there is a reasonably
accurate statement of the matters studied and that it is couched in a form
that others going into the same field could use -- then he can publish his
results with confidence" (p. 113). The titles assigned to the categories and
their definitions will allow the researchers to write their grounded theory
based on the data previously analysed; hence, it can be stated that it is an
inductive rather than deductive approach. In this sense, it was aimed to
directly answer the research questions using this type of data analysis.

4.8 ETHICAL CONSIDERATIONS
In view of the fact that the present study involved working with teachers,
students, and schools, there are some important ethical aspects which were
considered during the planning, execution, and final analysis of the data. First of
all, in terms of access to the schools, this was done through an alliance between
the Red Alma Mater, Licenciatura en Lengua Inglesa from Universidad
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Tecnológica de Pereira, and both schools involved – Hugo Angel Jaramillo and
Jaime Salazar Robledo. Due to the fact that the present study focused on the
second phase of a project, this process of access to the schools had been
previously done; therefore, researchers were not involved in it. After access was
granted to the schools, it was necessary to obtain informed consent from those
involved at the different stages. In our case, data was collected through the means
of three instruments: observations, reflective logs, and interviews. For each of
these, a format was included in order to explain to participants what they were
about to be involved in, asking whether they gave their permission to use the data
collected, and how the data would be used. This ranged from asking for permission
to observe, tape, or video record either classes, meetings, interviews, etc.
depending on the data collection instrument.
Additional ethical considerations were taken into account when analysing
data and drawing conclusions. The first aspect considered was the anonymity of
our participants. This was taken into account when transcribing raw data by giving
every participant a “code”, rather than using their actual name. Further
considerations of confidentiality were taken by not allowing anyone, other than the
researchers, access the raw data collected, only they had access to reflective logs,
observation and interview recordings. In terms of the actual analysis of the data,
researchers had the responsibility to ensure to be objective, not allowing personal
bias to be involved in the process; making the findings both valid, and reliable. This
was achieved by using three different forms of data collection, and analysing them
through the use of grounded theory (as explained in the methodology section).
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Lastly, it is appropriate to mention all participants were debriefed at the end
of the process, explaining to them what was found and how their involvement
contributed to the development of the process. This was done through a formal
ceremony done as the closure of the project, where all participants were awarded
with a certificate. Furthermore, the official analysis of the data will was published as
a public document, which is available to all those involved, as well as the general
public in both English and Spanish.
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5. FINDINGS AND DISCUSSION
In this section, eight findings categorised into three sections which aim at
developing and answering the main research questions and its three sub-questions
are going to be presented. Each finding will be described and supported with
evidence and data which provided the researchers with insights to explore CLIL
implementation as dynamic bilingual education in two state schools in Pereira.

5.1 CHALLENGES IN A DYNAMIC BILINGUAL CLIL IMPLEMENTATION
PROGRAM
During the implementation process teachers expressed a positive attitude
towards being part of a CLIL program due to the fact that they believed that it
positively altered the way the English language is taught in a foreign context, giving
them a much wider spectrum from which to teach English, meaning that they were
provided with a methodology that aims to develop content as a goal and to use
language as a resource for achieving it, which is different from what they knew
regarding foreign language teaching.

This was evidenced through several

classroom observations, teacher’s reflections and interviews carried out. An
example of this is the following excerpt from an interview regarding teacher’s
perception of the program in general:
ICBCT1: Las consideraciones que pude observar en la metodología fue que nos
permitieron generar una visión alternativa de la enseñanza de la lengua inglesa, utilizando
diferentes métodos, medios y utilizando también contenidos de otras asignaturas para
generar habilidades lingüísticas y habilidades para la lengua inglesa.
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This participant is a content teacher who expressed the usefulness of such
a course to be involved in their classroom practices, and explains the many
different aspects of the methodology which provided them with a different
perspective for teaching with both linguistic and content objectives. This was the
general perception evidenced in the participants involved; however, there was a
common reaction regarding the lack of training in CLIL methodology in order to
carry out successful implementations, as evidenced in the following extract from a
teacher’s reflective log when asked about what they felt they needed to improve:
RL1DAET2: Al ser AICLE (CLIL) una nueva tendencia en educación bilingüe, quiere decir
que no estamos familiarizados y por esta misma razón que al momento de implementar la
sesión nos es difícil tener clases 100% exitosas.

This lack of training was further differentiated into two aspects related to
CLIL methodology: a lack of training in L2 for content teachers, and a lack of
training in the content for L2 teachers. These factors were crucial throughout the
implementations carried out by the teachers, which also affected a key aspect for
the dynamic bilingual model proposed by the project – translanguaging. In this
sense, this finding has been divided into the following three sub-categories:

5.1.1 Content teachers required more second language training in order to
successfully carry out CLIL implementations
The CLIL methodology is based around an appropriate integration of both
subject matter content and the second language attempted to be taught. In this
sense, the training of teachers in the second language is seen as a fundamental
part of said methodology. Through the collection of data it was found that when it
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came to implementing an appropriate CLIL session, the content teachers felt that if
they had a higher level of proficiency in the second language, they would have a
better command over the methodology, and therefore, a more successful
implementation overall. This point is supported by the following reflection from a
content teacher when being asked about what they could improve in their
implementations:
RL1EECT2: Pronunciación y vocabulario sobre todo, pues con estos elementos se puede
estar más seguro en las clases y de esta manera hacer una mejor implementación donde
los estudiantes comprendan mejor.

Here, the participant gives insight towards the implementation by stating that
they would have felt more secure if they had had a deeper knowledge of the
language, making it difficult for them to carry out their implementation to a
satisfactory level. This is further supported by the following reflection of a content
teacher:
RL1ENCT1: La asesoría con los docentes ha sido muy buena, pero yo aún me siento con
un conocimiento muy bajo del inglés lo que me ha hecho insegura al aplicar las clases
aunque sí las preparo y las diseño.

This evidence shows that, in general, content teachers required a higher
level of L2 training in order to be able to transfer their content knowledge. This is
related to the concept of Cognitive Academic Language Proficiency (CALP), which
according to Cummins (2000) requires the ability to create complex meanings
explicit through the use of language itself. This implies that in order for teachers to
be able to explicitly explain their area knowledge in the second language, they
require a much deeper knowledge and proficiency in the language itself. As stated
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by the teachers themselves; first of all, they expressed that if they had had a
greater level of training they would have felt more prepared for their
implementation in order to integrate their content matter with the second language.
It can be inferred that although they had support for planning the CLIL lessons,
content teachers did not perceive their implementation of the CLIL model as
satisfactory due to the fact that language instruction is a central aspect of it, and
they felt they needed a deeper training in the English language. This is exemplified
by an absence of the use of L2 in the classroom, which could be a possible
consequence for their lack of CALP as it was evidenced during classroom
observations of content teachers, which is supported by the following entry on one
of the observation formats:
OFSCT1.10: The whole lesson was conducted in Spanish, and the few words presented in
English were the relevant concepts of the lesson. These words in English were immediately
translated into Spanish (orally).

Garcia (2009), states some of the challenges of CLIL implementation, and
describes the lack of specific training in both content-matter and the second
language as one of the challenges of CLIL programs in Europe; however, it is
highlighted how teachers have overcome this and learnt how to deal with the job,
which helped them support their professional development process (p.213).
Having explored this idea, however, it was further found that although
content teachers felt they had a lack of knowledge in the L2, they became aware of
the fact that they did not exactly need to have a native level of speech in order to
have successful implementations. They expressed that they wished to have a
sufficiently high level; however, never was it stated that they thought that they had
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to be completely fluent in the second language in order to implement the
methodology. These ideas are supported by the following section from a teacher’s
reflection regarding the second language during CLIL implementations:
V1JMET77: …although, it is not necessary to have a great level in second language
because when you have the necessary words for dealing with the subject you can have a
correct class and with the correct understanding of the subject for the students.

This participant refers to having “the necessary words” in the second
language, clearly stating that the proficiency level does not necessarily have to be
very high, on the contrary, a basic command of the language use in the content
matter is sufficient, especially in terms of vocabulary. This idea that the basic
command of the second language in the content matter is crucial was further
supported by a content teacher’s interview response when asked about the main
challenges they faced during the implementation period:
ICBCT2: Entonces a veces se quería transmitir una idea de un conocimiento, por ejemplo
en este caso con la química, y a veces era muy complicado hacer ese del español al inglés
para poder explicar esa metodología.

This, therefore, shows that teachers felt limited or restricted by the language
when attempting to teach specific knowledge related to their area, which shows
that the difficulty does not necessarily lie in the teacher’s general knowledge of the
language, but rather language specific to their area. As explained by Cummins
(2000) a person can have the ability to communicate freely in contexts which are
not cognitively demanding, and also have a rich contextual environment; however,
this is not transferred to a situation where an individual is expected to use the
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second language in a cognitively demanding situation, which is lacking in
contextual cues, as was the case for the participants in the present study.
Therefore, this illustrates that when teachers are prepared sufficiently in the
use of the second language for the specific purpose of the content they are
attempting to convey, they can have a successful implementing experience. Here,
we make emphasis on the idea of using English for specific purposes. According to
Belcher (2009), it is not necessary for a teacher of specific content to be
completely knowledgeable in the subject in the second language, but rather to
have a general grasp in order to be successful. It became evident throughout the
development of the project that, although it was noticeable that most participants
had a lack of communicative competence in the L2, this could be overcome
through the training process. However, the application of English in their specific
content areas was the actual concern perceived. As participant ICBCT2 stated in
the above excerpt, it was very difficult for him to explain specific parts of the
content topic in the L2. In this sense, it raises the question as to whether content
teacher’s training in the second language should not only focus on the
development of communicative skills, but also more specifically on how they will
use those language competences in order to teach their subject matter content to
their students. The study has demonstrated that while the level of English used in
the implementations can be quite low, it is more important for the teachers to know
the content in the second language themselves, in order to teach it to their
students. As supported by Cummins (2009), a person requires a deep knowledge
of the language itself in order to be able to interact with cognitively demanding
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content, which has important implications for the training of teachers in this type of
program.
While this point states the need for content teachers to be trained in English
for their specific areas, it must be stated that this project was carried out through a
restriction of training time. Furthermore, it cannot be ignored that teachers from all
content areas were being trained together, meaning that unless personal training
sessions were carried out, this would be almost impossible. In this sense, it is
interpreted that there are certain responsibilities which can be given to the content
teachers who agreed to take part in this project, one of them being to instruct
themselves in the second language vocabulary they require for their particular
content matter. This is an idea explored by Vieira (1999), using the term “pedagogy
for autonomy”, which makes reference to the attitude of inquiry teachers and
learners should develop towards knowledge and the social context in which it takes
place, as well as the necessity for a teacher reflection approach in order to assume
a transformative role in society.
Overall, it was found that content teachers have a lack of proficiency in the
L2, which is unquestionably important when it came to CLIL implementation. This
is a factor which teachers perceive to have a negative impact on their
implementations, since it was claimed they would have felt more confident if they
had a higher level in the English language. On the other hand, teachers expressed
that this lack of proficiency did not need to be addressed in its entirety; in other
words, they felt that they did not have to be native speakers in order to carry out
successful implementations, but that they needed just a little more linguistic
93

training in order to feel more comfortable and confident when carrying out their
lessons. Furthermore, it was found that the biggest gap in linguistic knowledge
appeared when it came to explaining certain topics in the L2. This shows that in
order to achieve an accurate application of CLIL methodology, it is necessary for
teachers to be trained firstly of all in planning, but also in how to apply the L2 to
their specific content areas, and not simply focus on increasing that individual’s
proficiency level in the language. Consequently, it is suggested that content
teachers be encouraged to become more autonomous in terms of their second
language development and research the language items they personally require in
order to implement CLIL classes.

5.1.2 English teachers required more training in content in order to
successfully carry out CLIL implementations
CLIL methodology requires teachers to carry out implementations that
include content and language objectives. In this project, two sides of the process
could be evidenced which defined what the challenges are when applying the
methodology: as explained in the previous sub-category: content teachers have
knowledge about their subject matter but they lack an appropriate level of
proficiency in L2 in order to carry out the lessons; while English teachers, on the
other hand, are proficient in L2 but lack training in subject matter for them to
establish –and reach- content objectives in their lessons. Now, it is pertinent to
present what the implementations and the different reflections about them show in
terms of a content training need as expressed by the English teachers involved in
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this project. Firstly, it was evident that teachers were aware that they needed to
have knowledge in content for the CLIL lessons, as expressed by an English
teacher in the following excerpt from a reflection session:
V1JMET77: I can say that trying to adapt a matter or content into the English class is an
option that has arisen the need of handling other subjects. This is sometimes difficult
because those matters are not well handled for me, and it has been necessary to acquire
that knowledge. The proper knowledge of these subjects is fundamental in this type of
CLIL.

This participant has identified the knowledge of content to be taught as
necessary to carry out a CLIL lesson, and admitted that he did not have the
sufficient content proficiency which made it difficult for him to implement the lesson;
he also recognised that content knowledge is important when teaching a lesson
using this methodology. The need of being proficient in content has been
generalised amongst English teachers, who have consistently expressed that they
needed to be trained in subject matter content, not just the methodology itself, so
that they could carry out CLIL lessons in an easier way; this is demonstrated by the
following extract from a reflective log when answering a question regarding what
recommendations teachers had about the project:
RL1JCET5: La capacitación a docentes de lengua inglesa en asignaturas básicas del
conocimiento para ir desarrollando estas habilidades y en el futuro sea más fácil generar
conocimientos de contenido en lengua inglesa.

However, the training stage was carried out with all teachers and it involved
several samples of CLIL lessons which highlighted the steps to be taken into
account in order to carry out CLIL classes. This provided teachers with training
about how CLIL works and how to adapt content to have this type of lessons; it
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would not have been practical to train English teachers in all content areas due to
the fact that there is an evident lack of time to do so. Additionally, it was inquired
through interviews what aspects they had taken into account during the
implementation process and English teachers expressed that it was necessary to
articulate content with L2, but it was not easy for them to achieve:
IJSET4: Lo primero sería definir objetivos en cuanto al contenido y que vayan muy ligados
de la competencia comunicativa. Entonces es duro articular un contenido con un estándar
de la guía 22, esto sería lo principal.

With this statement, the English teacher expressed how difficult it was to
adapt the linguistic objectives that he was used to following, which are set in the
Colombian standardised guide for teaching a foreign language (Guía 22), with
subject matter content, and he showed awareness of how important it was to have
objectives that aimed at developing the communicative competence. Furthermore,
during the observations conducted by the researchers and using format #1 (see
appendix 1); a lack of well-established content objectives could be evidenced for
the CLIL lesson, which rather aimed at practicing linguistic structured items. This is
illustrated by the following excerpt:
ONVET1.30: The main activity assessed them on their knowledge of passive voice, which
was the only language objective of the class. Since there were no content objectives, these
could not be assessed.

Activity presented in the lesson:
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Figure 13: Activity sample carried out in implementation

This item from the observation shows that although the text chosen for the
activity included chemistry concepts, students were only required to focus on the
linguistic features of the text, rather than on the actual content it entailed. However,
it has to be mentioned that this exercise was carried out by an English teacher in
one lesson, and the chosen chemistry topic was being taught along by a content
teacher, who was actually focusing on the content objectives in his lesson. This
does not necessarily make reference to the fact that the teachers did not have
knowledge about the topic, but it rather illustrates that an articulation of English and
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content teachers might support the development of language and subject matter
objectives in CLIL lessons, which, as Garcia (2009) states, marks the difference
between foreign language education and bilingual education.
What the evidence presented shows is that, the fact that teachers
recognised content knowledge as fundamental, demonstrates that they had been
instructed in CLIL methodology, and they were aware that content and language
objectives are equally important, as specifically illustrated in this quote from a
reflective log when expressing challenges in the implementation process:
RL1DAET4: Yo diría que es un solo desafío, y el desafío es que los profesores de lengua
puedan ser competentes en ambas: el dominio del idioma y el contenido que se enseña a
través del idioma.

Therefore, teachers knew how the methodology is structured and they were
aware of the need of being trained more appropriately to carry out the lessons.
However, the fact that they did not know how to articulate content and language
objectives, as it was specifically mentioned in IJSET4, and demonstrated in the
activity sample, shows that English teachers did not evidence pedagogy for
autonomy as described by Vieira (1999) and which has relevant importance for
implementing this kind of project; especially what the author defines as
pedagogical role, and which involves a personal construction of contextual
knowledge –that it is not received from an authority-(p.223). In this sense, English
teachers are responsible for coping with the content itself and how it could be
articulated with the linguistic objectives they were used to presenting. Taking into
account that the information collected through observations was recorded in
formats that inquired about specific items that the lesson should contain, there is
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not any record to demonstrate how much knowledge teachers had about the
content; hence, according to the information gathered regarding content objectives,
activities and assessment, English teachers mostly included lesson procedures
that aimed at developing linguistic objectives using subject matter content rather
than using L2 for teaching concepts, or for equally developing both language and
content objectives.
5.1.3 There is a misconception regarding the role of L1 and L2 during CLIL
implementations
This project aimed at developing dynamic bilingual education through CLIL
methodology, and what actually makes bilingual education “dynamic” is the fact
that both L1 and L2 are used in the classroom at specific moments in a lesson, in
order to construct knowledge that helps to develop content and second language
objectives. This is a heteroglossic bilingual education framework according to what
Garcia (2009) defines, in which both languages are co-dependant for developing
the content knowledge. The data collected during the implementations show a
misconception in the use of both languages and the perceptions teachers had
about the inclusion of both L1 and L2 in the implementations: Information collected
through observations provided evidence about how they actually used the
languages in the lessons; reflective logs, interviews and reflective sessions
illustrate teachers’ perceptions about the inclusion of L1 and L2 and how they
would have liked their lessons to have been regarding languages use.
Firstly, some of the teachers agreed on the fact that including both
languages at specific moments of the lesson with different purposes was
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beneficial, and it supported the achievement of both content and language
objectives. This is illustrated by the following excerpts from interviews, in which it
was inquired about the perceptions of both languages’ roles:
ICBCT7: …se pudo evidenciar que ellos [students] obviamente pudieron desarrollar las
actividades porque no toda la clase era en inglés: en ciertos momentos se hablaba en
español y en ciertos momentos se hablaba en inglés.
IJLET10: Es muy importante usar español pero en el momento indicado; es recomendado
después de explicaciones del tema en inglés para usted verificar que ellos [estudiantes] sí
entendieron el tema principal que usted está tratando de decir.

The former participant defines the use of both languages as helpful, since it
supported students’ performance in the activities proposed in the lesson. The latter
defines it as important in view of the fact that it allows the teacher to check how
much students had understood about concept explanations. Furthermore, through
observations it could be evidenced that the teachers actually attempted to use both
languages at different moments with particular purposes:
OJLET1.5: The content was presented in L2 by the teacher and it was understandable and
appropriate for Ss’ level. The concepts that were difficult for them to understand were
explained in detail by the teacher but they were not translated.
OJLET1.11: Most instructions were given in English but supported by body language and
repetition for students to understand. In the last activity, with the worksheet, the teacher
provided the instructions in Spanish.

The participant’s implementation included both languages at different
moments of the lesson: L2 was used when presenting the content and when
providing most instructions and L1 supported the instructions for the last activity.
This is also supported by another participant who expressed his considerations
about the use of languages in the classroom through the interview:
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ICBCT10: Al principio sí fue un desafío porque cuando uno aprende inglés realmente uno
no puede mezclar el español, no se puede pensar en español y tratar de hablar en inglés
porque se forma una confusión. Entonces al principio fue un desafío, era un poco escéptico
de que pudieran utilizar ambas lenguas dentro de la clase, pero fue muy interesante ver
que los estudiantes comprendían el concepto en las dos lenguas.

What this information shows has to do with a certain change in the
perception about the usefulness of using both languages, and how their inclusion
in the implementation process allowed the participant to have a positive attitude
towards them as well as positive responses by students.
In contrast, some language teachers perceived the inclusion of L1 in CLIL
implementations as a mistake that had to be completely avoided, and expressed
that although it is very difficult to carry out a whole lesson in L2, it is necessary in
order to have a successful implementation. This can be exemplified by the
following extract from an interview:
INJCT10: Yo pienso que no es útil usar los dos, tiene que ser la clase totalmente en inglés
y en la medida de lo posible pues yo trataba de que así fuera, porque si no, no tiene
sentido… si yo les voy a hablar en inglés y les traduzco, ellos no van a sentir la necesidad
de escuchar y de estar atentos.

This teacher considered that it was totally necessary to immerse students in
L2 in order to have them exposed to the language and to create the necessity in
them of understanding by using other techniques; she did not see L1 as a support
of knowledge construction and comprehension.
Garcia (2009) explains that a dynamic bilingual model intends to develop
both L1 and L2 creating spaces in the classroom that allow students to use the
information they have in their strongest language (Spanish) to support the learning
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of the second one (English). It can be inferred from the evidence presented that the
different

teachers’

perceptions

and

languages

actually

used

during

implementations are due to a misconception about the methodology and the type
of bilingualism intended to be developed in the project. The fact that some teachers
perceived that the lesson had to be completely conducted in L2 (substractive
bilingual education), while others saw the inclusion of L1 as a support for content
and linguistic goals achievement (dynamic bilingual education), demonstrates a
general misunderstanding about the CLIL methodology which leads to a
misconception of the use of language for CLIL implementation.
5.2 TEACHER’S PERCEPTIONS REGARDING THE PREVIOUS KNOWLEDGE
OF STUDENTS
Due to the fact that the methodology implemented in the present study was
new and innovative in the context it was done, some important light was shed over
the response the students had towards it, and some inferences can be made into
what the possible causes of these responses may have been. It is highlighted,
however, that all the data presented in the following finding was collected from the
viewpoint of the teachers implementing CLIL methodology, not from the students
themselves. Firstly, it should be noted that there was a generally positive reception
of the methodology from the students, as stated in the following abstract from a
reflection made by an in-service teacher:
RL2JSET1: El método tiende a ser realmente atractivo para los estudiantes al involucrar
temáticas de contenido en lengua extranjera. La autenticidad del material contribuye a la
motivación de la mayoría de los estudiantes.

102

This participant expresses that there is a positive reaction to the
implementation of CLIL in their classrooms due to the fact that students find the
inclusion of content as attractive, which in turn, fosters a positive attitude;
furthermore, it supports the idea that the use of authentic material fosters this
further. This could imply that students’ attention was caught from the start due to
the fact that they knew that they would be involved in a lesson that included
content, which may have implied that they came with a positive predisposition to
their CLIL lessons. On the other hand, it was further stated by the teachers
involved in the study that there was a difficulty presented in terms of students’
behaviour in the lesson. However, this was mainly attributed to two main factors:
on one hand, the large amount of students per classroom, and on the other hand
the fact that a sense of apathy was present among some students, which could be
either attributed to either the English language in general, or the class itself, as
stated in an interview by the following participants:
INJCT2: Otro desafío es que le llegue a todos los estudiantes por lo que aquí manejamos
grupos de 40 chicos, entonces es un poquito dispendioso que el aprendizaje les llegue a
todos
ICBCT2: Al comienzo hay mucha apatía ya que se observa cierta apatía sobre el inglés,
entonces al principio no generó mucha expectativa en los estudiantes.

As stated by the former participant, a big challenge was the large amount of
students in their classroom, and the difficulty that brought in terms of ensuring that
what they were attempting to implement reached every single student. However,
the latter participant goes further in stating that this problem was made worse due
to the fact that students have a general negative attitude towards second language
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learning, before entering the classroom. In synthesis, participants have stated the
fact that due to a contextual limitation, that being the large amount of students in
the classroom, it becomes difficult to reach every student. Furthermore, not only
are classes too large, but the majority of these students come to the second
language classroom negatively predisposed to learning the language.
It is this point that we now shift focus to the point at which students are in
the classroom, ready to learn. According to the teachers implementing the
methodology, there were two major factors which affected the students’ process of
learning during their CLIL classes: previous knowledge in the second language,
and previous knowledge in the content.
5.2.1 Students need previous knowledge in the second language in order to
enhance the process
According to the teachers, one of the challenges they faced was that
students had a low level in the second language, and they expressed that a
minimum level of the language in the students was required for their CLIL classes
to be successful due to the fact that they required a certain level of production from
the students. Throughout the training process, focus was always placed on the
teachers and what elements they required in order to carry out a successful
implementation. However, little attention was given to what the students needed in
order to be successful receptors of the methodology. This point is argued by Patel
(2009) who states “suddenly being taught a subject in another language can bring
about phenomenal change. On an individual level a student could go from being an
expert to lacking confidence simply because their competence in the new language
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is not very good”1. This was evidenced in the following reflection made by an
English teacher:
R1JQET: Yo ahí el problema que de pronto noté, es como la producción escrita de ellos,
que bueno, vi que esa parte fue como la mayor limitación de ellos al momento de ejecutar
las actividades porque ellos no tienen un background knowledge muy amplio… pienso que
sí, que con un proceso como más concreto si podría funcionar. O más constante, sí, más
constante.

Here, it can be interpreted that one of the challenges faced was students’
written production, specifically attributing this to the lack of “background
knowledge” the students had. This background knowledge the participant makes
reference to is previous knowledge of the second language; he states that it is
difficult for them to carry out the activities he proposes due to this gap in their
knowledge. As Vyas and Patel (2009) points out, if the students do not have that
linguistic knowledge, they may not feel confident in showing their knowledge of the
content itself. Students’ production in the second language is further mentioned in
the following reflection made by an in-service teacher regarding student oral
production during the implementations:
RL2RGET5: Por el otro lado, el desempeño de los alumnos en inglés es muy poco
porque aunque se les da oportunidades de producir ellos insisten en usar L1.

This participant acknowledges the fact that student production, this time oral
production is being highlighted, is limited. Reference is made to the fact that they
are given opportunities to produce orally, yet they are reluctant to do so and
instead insist on turning to their mother tongue. This technique, however, can be
seen as a positive and what may have been expected to happen. As stated by
1

Taken from: The CLIL Debate, IATEFL Conference, Cardiff, 2 April 2009
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Garcia (2009) students presented with a dynamic bilingual model of education will
use many strategies in order to cope with the situation. One of these, the author
states, is translanguaging, which refers to the predetermined use of a mixture of L1
and L2 in the classroom in order to compensate for that gap in their knowledge.
This predetermined usage is planned ahead by the teacher who has to decide,
according to her knowledge of the class, at what points they can be expected to
produce in either language.
Finally, the fact that there was limited production due to a lack of
background knowledge in the second language does not imply that students did
not have a positive experience through the implementation process, but rather that
it could have been improved if they had had a wider previous knowledge of the
second language. As stated in an interview by an English teacher, this was
compensated by the fact that there was another element which allowed students to
make sense of their CLIL lessons, even if their linguistic skills in the second
language were limited:
ICBET7: …ellos pudieron ver que a pesar de que ellos no tenían las herramientas
suficientes en inglés, ellos podían entender y podían relacionar lo que vieron en la clase de
química y lo que yo les intentaba enseñar en inglés. Entonces ellos se pudieron dar cuenta
que no necesariamente se tiene que saber mucho, no tener mucho conocimiento
lingüístico del inglés para poder entender y para lograr los objetivos.

This participant acknowledges that the students were aware, themselves, of
the fact that they had limited linguistic resources, and that this is what impaired
them from understanding everything that was presented to them. However, they
had another resource in order to understand what was presented to them – their
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previous knowledge in the content itself. This was evidenced throughout teachers’
implementations, as supported by the following observation format entry made by
the researchers:
OJLET1.10-8: The type of language the teacher used during the lesson was
understandable and adapted to students’ proficiency. They were eight graders and didn’t
look confused when the teacher was explaining in English… This was a topic that the
students had already seen in L1. For this reason, they associated what they were learning
to the concepts that they already knew. Reinforcement could be evidenced.

Here, it can be stated that although it is possible that students did not
linguistically understand everything that was presented to them in the second
language, they were able to make assertive inferences as to their meaning due to
the fact that they could relate them to something that they already knew in the
mother tongue, something that they had been previously exposed to in another
subject. This is an example of the use of code-switching as a strategy for
understanding, rather than Translanguaging, as stated by Garcia (2009). According
to the author, translanguaging occurs when students change back and forth in their
language use on purpose, whereas here the students may have been doing it due
to the fact that they were lacking in linguistic competences.
Overall, participants highlighted the fact that students required a minimum
level of knowledge in the second language in order to ensure that they could
successfully carry out the activities proposed by them, and this was one of the
challenges faced during the implementation process – students did not have this
minimum level of second language knowledge. However, participants also stated
that although there was this lack of knowledge, the fact that students had been
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previously exposed to the content in their mother tongue allowed them to infer and
relate what was presented to them in the second language to knowledge they had
previously acquired; hence, making sense of the CLIL lessons. In this sense, we
now shift focus to the importance of background content knowledge during CLIL
lessons.
5.2.2 Students need previous knowledge in the content in order to enhance
the process
In this study, teachers reflected on what the students required for carrying
out a lesson in which both content and linguistic objectives were achieved.
Generally, they agree on the fact that students needed a basic command in L2 for
them to have a better understanding of the content being presented. Moreover,
they stated that when students had previous knowledge of the subject matter in L2,
it was not only easier for them to achieve the content goals, but also the lesson
became more appealing and they were likely to feel engaged with it. This is
supported by the following excerpt of a reflection session, in which an English
teacher was sharing their students’ reactions towards the CLIL lesson:
V1JLET22: …a ellos les gusta, ellos como ya han visto eso en español, ellos se sienten
como digamos más cómodos cuando lo están viendo en inglés, entonces de alguna u otra
manera como que se interesan más, pues como ya lo saben entonces les causa como
curiosidad saberlo en otra lengua.

This teacher makes reference to the fact that students felt interested and
curious about the CLIL lesson because the same content had been already seen in
their native language. It also has to be highlighted that this is a characteristic that is
allowed in the bilingual education framework developed in the current study; as
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stated by Garcia (2009), in a dynamic bilingual education, the lack of knowledge in
L2 is compensated by the use of L1 and both languages develop content
knowledge. This means that students get to simultaneously acquire the same
content in two different languages; in this case, students were exposed to the
content on their regular subjects, and then they were presented with the same
content in L2. This is supported by the following extract of an interview, in which a
content teacher refers to how prior knowledge in Spanish supported students’
understanding of the lesson in English:
ICBCT11: Era muy necesario porque el nivel del inglés de los estudiantes en el colegio no
permite que uno de la clase, todos los 90 minutos, en inglés, o que uno los introduzca a un
tema nuevo solamente con la clase de inglés. Para lograr el objetivo, para lograr que ellos
pudieran entender, tuve que haber dado primero la clase en español y después ellos
relacionaban lo que yo les había dicho con inglés. Entonces a pesar de que el nivel no es
muy bueno, ellos gramaticalmente y por el vocabulario, pudieron conectarse con lo que ya
habíamos visto.

It is explained that due to students’ lack of second language proficiency,
there has to exist a support for the content taught, which is given by the previous
knowledge in L1 for that content. The chemistry teacher highlights that he had
already taught the lesson in Spanish so students could relate the content with what
was being presented in English; in this way, he concludes that students can
overcome linguistic challenges by supporting the new lesson with prior knowledge
in Spanish. This is also illustrated by an observation of a content teacher, in which
reference is made to students’ prior knowledge:
ONJCT1.3: The children were between 9 and 11 years old and they had already been
exposed to the topic in Spanish [It was explicitly mentioned by the teacher]. For this reason,
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they were engaged and had some ideas of the concepts as they participated actively when
the concepts were mentioned or there was a kind of elicitation of information.

This researchers’ observation record shows some of the students’ reactions
to the lesson influenced by a previous knowledge on the content presented, as
they seem to recognise and respond to the teacher’s elicitation. Now, it can be
inferred that students’ comprehension of subject matter content is supported by
their previous knowledge in L1; however, there is also evidence regarding their
linguistic production and understanding: while some teachers state that students
insist to produce in Spanish despite they understand the lesson, others explain that
they feel more comfortable when it comes to use the L2. This is supported by
Marsh (1994) who states that CLIL offers opportunities to use the second language
naturally through the knowledge of content. The following teachers expressed
through reflective logs the acceptance students had, and their linguistic production:
RL1JCET1: Los estudiantes fueron receptivos, ya que el tema lo habían visto en la clase
regular. Aunque sus aportes fueron 80% en español, comprendían lo que se explicó en
inglés.
RL2RGET3: En términos generales hubo aceptación. Esto se debe a que los alumnos
estaban familiarizados con el tema y ya conocían algunas estructuras. Sin embargo,
seguían usando L1.

The former teacher makes reference to how receptive students were
towards the lesson due to the fact that they had already seen the topic presented,
which also allowed them to understand the content in L2; but he also mentions that
students insist to use Spanish during the lesson. The latter agrees by stating that
students react positively to the lesson as they knew the content, but they kept
using L1. Koki (2010), who conducted a study regarding students’ interaction
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during an immersion program, explains that students tend to use strategies to get a
better understanding of the content, and in this case, to use the L1 with their peers
or when participating in class, allow them to assure they were actually
understanding what they were learning, which comes to be a positive starting point
before they produce in L2.
On the other hand, other teachers expressed that due to the previous
knowledge in L1 of the same content being taught, students felt more comfortable
when using the L2 during the lessons. This is illustrated by the following excerpt of
an interview, in which an English teacher was being asked about the general
students’ reactions towards the CLIL implementation:
IJLET7: Es una reacción muy buena porque como ellos ya tienen su conocimiento previo
en español entonces ellos se sienten más confiados y seguros en el momento de atreverse
a utilizar el inglés, porque ya tienen un concepto claro en español, entonces no sienten
tanto miedo a expresarse y a utilizar la segunda lengua.

The teacher states that students gained confidence when attempting to
produce in English since they already had seen the same concepts in Spanish.
The actual production of students was evident during the observations, and it can
been illustrated by the following extract of an observation format, filled out based
on a content teacher implementation:
OMGCT1.21: Students could practice orally how to read mathematical operations in
English. Then, they could actually solve them orally and write them in the worksheet.

The lesson about mathematical operations was carried out with fifth graders
who had already learned how to make additions and subtractions in Spanish, and
then they were provided with the concepts in English which they were able to refer
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to in that second language. The fact that students demonstrate they can actually
produce the same content in two languages might be interpreted as a positive
response to the CLIL methodology, as it was concluded in the study conducted by
Varkuti (2010), in which two groups were compared regarding linguistic production
and cognitive performance: one received CLIL instruction and the other one was
exposed to a regular English programme. The author explained that those students
involved in the CLIL lesson obtained better results when it came to produce
conversational English than the ones attending the regular course; as for the
cognitive response, CLIL students performed significantly better in demanding
academic concepts. Although for this study there is no reference made to the use
of L1 in the CLIL classroom, it is perceived that in this case the use of Spanish
compensates the lack of linguistic resources in the second language for achieving
the content goals, as it is the foundation for this methodology.
Finally, students felt more interested and engaged with a lesson that
contained concepts they already knew in Spanish, as it was easier for them to
understand those parts of the lesson carried out in English. So as for the linguistic
development, two different perceptions were evidenced amongst teachers: while
one group perceived that students felt more confident to produce in L2, the others
saw that students actually understand English better, but they did not produce the
concepts being learned in that second language. Generally, they all agreed on the
fact that prior knowledge of the content in Spanish compensated a lack of second
language proficiency in students, as it is one foundation of the dynamic bilingual
education framework explained by Garcia (2009).
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5.3 TEACHERS’ CONSIDERATIONS REGARDING THE IMPLEMENTATION
PROCESS
Upon reflecting on their experiences through the implementation period of
this research study, participants pointed out several aspects which they considered
somehow affected the process, and are now highlighted as implications of
attempting to carry out a bilingual education program of this type. The first relates
to the necessity of having appropriate materials as well as resources which are
seen as fundamental in the implementation process; secondly, the students’
reactions to being active receptors of this methodology and what those reactions
implied for the development of the project, and finally the tool which teachers used
in order to overcome challenges and problems throughout their experience –
lesson planning. In this sense, we now turn focus to the first sub-finding which
deals with the necessity of materials and resources in the classroom.

5.3.1 Materials and resources are needed for a successful implementation of
CLIL lessons
One of the most common challenges presented by the participants
throughout the implementation process was the lack of materials for their CLIL
lessons. This is something that became evident right from the beginning of the
project due to the fact that teachers were told that they would have to develop their
own material for classes. This is supported by the following reflection of an English
teacher when questioned about what recommendations they would give to the
project in terms of their own experience:
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RL1DAET5: Sería de gran ayuda para los profesores de lengua que tuviesen una especie
de capacitación en lo que tiene que ver con diseño y búsqueda de material para ser usado
en la clase ya que todo lo debemos crear nosotros mismos.

Here, the participant suggests that teachers should be trained in the design
of materials due to the fact that, in their personal experience, they have had to
create all the material used in class by themselves. However, it should be pointed
out that, as mentioned in the previous finding, there was a level of responsibility
and autonomy which was expected from the teachers in terms of their input for the
project; one of these aspects being the necessity to design some of the material
they required, something they did along with the help of the researchers as well as
other staff who were part of the project. Furthermore, one of the tools participants
had at hand to overcome this challenge was the use of the internet, as pointed in
an interview by the following participant:
IJLET2: Uno de los principales desafíos para nosotros los profesores de pronto
estaría en el material en que de pronto no hay material suficiente físico. Tendríamos que
hacer más uso de la web para adquirir el material puesto que nosotros, por ejemplo yo que
soy la profesora de inglés, debo de estudiar y mirar qué recursos puedo utilizar para mis
clases de contenido

This participant makes reference to the fact that there was not enough
material available to them, meaning that there was some, just not as much as they
either needed or expected. The reality in this case is that on top of having to study
the subjects they have to teach, the English teachers also had to design their own
material. This was also the case for the content teachers, who other than having to
study the language, also had to adapt any material they may normally use to teach
their subject to the English language. In this sense, participants generally
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expressed that one of the biggest challenges they faced was the lack of materials
available to them. This is something that became problematic, while at the same
time challenging to overcome due to the innovative aspect of this research project.
The reality right now, in our Colombian context, is that this type bilingual project is
rare in the sense that scarce research has been done into it; therefore, material
directed at this particular context is limited in quantity. While CLIL material can be
found for any subject, it has to be noted that most of it was designed for a
completely different, mostly ESL, context. This is something that we could see
happening throughout the planning of this research project, and as pointed out by
Garcia (2009), we were aware that one of the main challenges we were going to
face was the lack of materials. One of the ways we attempted to overcome this
was by aiding participants through providing them with ideas and some training
sessions, as well as constant feedback to any lesson plans, or ideas that they
presented to us.
Another consideration in regards to the implementation, as pointed out by
participants, was the lack of appropriate technological tools in the classrooms in
order to have more appealing and visually stimulating classes with the aim of
gaining and maintaining students’ attention. This was something that was
highlighted by the following participants through reflective sessions carried out,
when asked about some of the challenges they faced:
RL2JQCT1

Lamentablemente,

la

utilización

de

recursos

tecnológicos

para

la

implementación de mi clase fue muy limitada pero se logró relacionar el contenido con el
lenguaje de manera satisfactoria.

115

Here, the participant made reference to their attempt at being able to make
a connection between the content and language, as essential in CLIL
methodology, in spite of the fact that they “unfortunately” lacked technological
resources. This may imply that the participant feels that there could be a better
articulation between content and language through the aids of technology in the
classroom. Furthermore, participants make reference to specific resources which
they required as pointed out by the following reflective log extract, and interview
answer:
RL2JLET4 Los materiales, ya que no tenemos ni libros, ni herramientas tecnológicas (video
beam disponible o audiovisuales).
IJSET2…podríamos

hablar

obviamente de

materiales, de ayudas

audiovisuales,

llamémoslos video beam, llamémoslo materiales auténticos también…

These extracts demonstrate the range of materials teachers feel are
necessary in order to have successful CLIL implementations; the former
participants makes reference to both technological resources, as well as books as
being necessary, which they currently lack. While the latter, makes reference to
specific technology such as video beams, audio-visual devices (computers,
speakers, etc.) and authentic materials (as previously stated). As pointed out by
Marsh (2001), one important aspect for CLIL implementation is the use of both
visual and authentic material, which students find interesting and can relate to. The
researchers interpret Marsh’s ideas as meaning that it is not enough to show
students isolated content, simply because it incorporates the second language.
Likewise, it is necessary to show them material that is visually engaging and
attractive on a visual level, something which became challenging for the
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participants of this study. In this sense, one recommendation that arose through
the collection of data was that more technological resources should be made
available for teachers involved in this type of bilingual program.
Finally, participants highlighted the necessity of time as a resource, or rather
the lack of it, throughout their implementation process. As stated in the theoretical
framework used to back this study up, as well as previously mentioned through the
findings, one important aspect required for all involved was the amount of time
required throughout. Whether it was the content teachers investing time in learning
the second language; or the English teachers investing time in studying the subject
matter content they wished to articulate to their language lessons; or both groups
of teachers investing time in the design of materials, time was generally highlighted
as a scarce, yet important resource. This is supported by the following reflection
made by a content teacher regarding the time they had available to them in school:
RL1BVCT5 Además, algunas dificultades observadas han sido relacionadas con los
tiempos, pues en la institución se desarrollan otros proyectos además del inglés y por eso
a veces experimentamos dificultades

Here, the participant makes reference to the fact that the time available to
teachers during school hours is limited due to the fact that they have other
agreements and projects that they are a part of. It is important to highlight that his
is a norm within the Colombian education system – the fact that institutions create
or become involved in several educational projects which, inevitably, end up being
the responsibility of the teachers to ensure that the projects are completed to their
best ability. Even the present study itself is presented in terms of the school as a
project, another one of many projects they are involved with. In this sense, one of
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the aspects that several teachers pointed out was the fact that they found it difficult
to spend enough time on their preparation of lessons due to being involved in
several other institutional activities; furthermore, as stated above, this amount of
time required was significantly high due to the fact that preparing their English
lessons usually implied starting from scratch creating materials. This is explained
by the following interview extract from one of the Content Teachers:
INJCT4 Entonces es una clase que implica muchísimo tiempo en cuanto a la planeación:
buscar el material, apropiarse del vocabulario, ensayar, crear el material, mirar cómo los
estudiantes se van a vincular y que realmente aprendan y sí les llegue el mensaje de la
clase, en ese sentido es un poquito dispendioso. Planearla como si fuera la única clase
sería fenomenal, si fuera sólo inglés, pero como damos tantas clases, entonces en cierto
momento se vuelve una obligación más y requiere mucho más tiempo

Several aspects are touched upon by this interview entry; first of all, the
participants makes mention of the previously stated point that creating material is
very time consuming due to the fact that they have to either find it or create it
themselves. However, this participant has gone further by also mentioning the fact
that English is not the only class that they teach. English is just one of many
classes, as the participant states, if it were the only class they had to prepare then
it would be “phenomenal”; however, the reality is that they have many other
classes, and other responsibilities to attend to, not forgetting that they have to
study the language well enough to be able to teach their knowledge. The general
consensus was that the preparation time required for successful CLIL
implementation was extensive, perhaps even more than they actually had available
to them.

118

One final consideration made in regards to the implementation of this type of
project and time was in terms of the amount of actual class time dedicated to the
implementation of CLIL. Some teachers believe that in order for such a project to
be successful, a higher amount of time ought to be granted to it. As stated by the
following interview response:
IEMCT6…pero yo pienso que es ahí donde tiene que apuntar el proyecto, acompañar el
proceso para que las clases sean en la mayor asignaturas posibles y más cotidiana, no tan
eventual.

This particular participant explicitly says that the implementations were few,
and should be done more often. While the following participant’s reflective log
makes reference to the institutional aim of eventually becoming bilingual requires a
greater level of attention, some of which is actually given to other activities:
RL1SLCT5 Si dentro de la institución apunta a tener el inglés como segunda lengua debe
generase un porcentaje alto en dedicación, fueron muchos los compromisos que desviaron
este propósito.

In conclusion, several considerations were presented by the participants of
this study. First of all, a lack of materials made implementations challenging for
participants, though not impossible. A reasonable explanation for this could be that
due to the fact that this type of methodology has seldom been used in our
Colombian context, a small amount of materials exist. In this sense, it becomes the
responsibility of the teachers to create their own materials. While this can be seen
as time consuming, one cannot deny the advantages of investing time initially, in
order to eventually have a bank of material which other teachers can take from,
and begin to adapt and implement in the future. Secondly, a lack of resources
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which help in terms of visual and aural aids was expressed, something which is
valid in relation to an ideal implementing scenario. However, while these can be
used in order to “aid”, they are not completely essential, and an appropriate
implementation can be adapted without them. Finally, participants highlighted the
use of time as a resource in terms the fact that they required a great deal of time
for preparing their classes, as well as themselves in order to carry out a
satisfactory implementation, something which was at times challenging due to the
other academic activities that they had to devote time to. It was further mentioned
that a greater deal of time should be given to this type of program in order to
achieve the aim of truly becoming a bilingual institution, with English as its second
language.
5.3.2 Teachers consider that students react positively towards CLIL
implementation even when discipline problems are evidenced
In the second finding of this study, teachers’ perceptions towards students’
reactions were presented, stating the necessity for them to have previous
knowledge in L2 and the content in their L1 to compensate a second language low
level, and stating as well how positively students perceived CLIL implementation.
In this sub-finding, focus is shifted to what it implies to implement CLIL as a
dynamic

bilingual

model

according

to

the

teachers

and

researchers’

considerations. The first implication that influences CLIL lesson implementations
has to do with discipline and how it is affected by number of students in the
classroom and their predisposition towards the English language in general, and
the second refers to students’ reactions on the lessons themselves according to
the teachers’ considerations.
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Firstly, teachers agreed on the fact that students had a positive reception of
CLIL implementation even when there were discipline problems and a
predisposition towards the English language, as it is supported by the following
excerpts:
RL1DAET1: Una de mis impresiones al implementar la sesión fue la aceptación mostrada
por parte de los estudiantes, ya que se sentían familiarizados con el tema, lo segundo tiene
que ver un poco con la disciplina, muchos mostraban poco interés hacia el tema.

This first excerpt is taken from a reflective log carried out by an English
teacher, who states that students felt familiar with the topic and there was an
acceptance of the methodology, but it is also admitted that there were discipline
problems presented in class. The fact that students reacted positively to the
methodology can be attributed to their previous knowledge of the content as it was
explained by the teacher. On the other hand, discipline problems were perceived
but in this case there is no evidence to infer whether they are due to number of
students per classroom, their lack of understanding or interest on the lesson. In
addition, during the observations, the researchers could also identify the discipline
problems due to the amount of students and it was also evidenced that the
students who were not disruptive, were engaged and showed interest during the
CLIL lessons. In addition, the disruptive students seemed to behave the same way
not only during the CLIL implementation, which is also mentioned by a teacher who
points out that kind of behaviour as “normal”:
V1JMET24: el desorden ahí es claro, con ellos va a haber desorden y demás pero eso es
como muy natural en los niños, que se va a hacer, a uno les toca manejarlos.
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OJMET1.25 Ss were mostly engaged throughout the lesson; there were only a small
number of Ss who seemed distracted. It was apparent, however, that these Ss were like
that in most lessons, not just English.
OFBCT1.25 There were many students who were distracted during the lesson, but those
who were paying attention were engaged most of the time and were willing to participate.

It can be inferred then, that the discipline problems evidenced during
the lessons are “normal” if the amount of students is taken into account, and they
cannot be attributed to be an effect of CLIL implementation; moreover, teachers
claimed that students that usually misbehave during the CLIL lessons have the
same discipline problems in all subjects, and it is perceived as an issue that is due
to the large number of students in the classroom. On the other hand, teachers
perceived a lack of interest towards the English language, as presented by an
English teacher in the following extract of a reflection session:
R1JLET1: …decidimos trabajar en grupos y cada uno tenía que presentar la información
de un país. ¡Ay no! Eso ahí fue un caos, porque los de séptimo son más numerosos que
los de octavo y la disciplina es horrible entonces salí fue peleada con ellos. Porque ellos
decían que “ah, qué pereza hablar en inglés” entonces yo les dije que no, que eso nos
servía para mejorar la pronunciación.

In this English teacher’s reflection, she tells about her attempt to have
students work in groups to produce in English, and the problems she had due to
their reluctant attitude towards producing in English is evidenced and how the
teacher tries to motivate them. This is an issue Marsh (1994) makes reference to,
by staying that the student should be encouraged to use the language and feel
capable to do so in order for a successful learning process to take place, as well as
for CLIL to be effective since language use will have a positive effect on the
content being learned.
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Another implication for CLIL implementation according to teachers’
considerations has to do with students’ reactions towards the lesson. Teachers
expressed on their reflective logs and interviews how students reacted, and they
agree that there was an initial sceptical attitude when being involved in the
implementations. This can be evidenced in the following extracts:
RL1SLCT1 En un principio los estudiantes demostraron cierta prevención al ver otro
docente fuera del profesor de inglés tocando una temática en otro idioma. Luego se vio
mucha más aceptación frente a las actividades de inglés realizadas por la docente de
sociales.
IJSET7 La reacción generalizada es un poquito de sorpresa y un poquito como de
probablemente curiosidad porque ellos no están acostumbrados a recibir conocimientos de
contenidos en inglés, además personas de esta comunidades que tienen tantos
inconvenientes que están acostumbrados al inglés gramatical, ingles muy tradicionalista.
Entonces creo que la reacción generalizada es muy positiva y que toca hacerla más
frecuentemente.

The former is a content teacher who expresses in a reflective log how their
students were defensive about being taught English by a teacher different from
their language teacher, but then they accepted that their social education teacher
would also teach in English. The latter, an English teacher, states that students felt
surprised and curious as the general reaction at the beginning, since they are not
used to the methodology, but rather to a traditional English teaching approach and
that is why the teacher concludes that their reactions are positive and the
implementation of CLIL should be more frequent. Here, teachers consider that
students accepted the methodology as it was presented as innovative and different
from what they were used to, which leads them to have a positive attitude towards
the implementation. However, it has to be taken into account that students had
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never been exposed to CLIL methodology before, or any bilingual education model
and they were taught English as an additional subject in their curriculum; for this
reason, any methodology or approach different from CLIL

is

perceived

as

traditional.
In this sense, it is relevant to present teachers’ considerations regarding
how students were influenced by the implementation. However, it has to be
highlighted that the results presented here are based on what the teachers
expressed according to their experience and daily interaction with students,
reflecting on their learning process before and after the implementations. There
was not a quantitative measure directly related to students’ proficiency level.
Regarding linguistic knowledge, teachers consider that there was improvement on
students’ receptive and productive skills. As for the subject matter content
response, teachers report general positive results. This is supported by the
following excerpts:
ICBCT8 los estudiantes lograron una mejor compresión del tema, que en este caso fue
sobre las leyes de los gases. Pudieron aplicar lo que aprendieron en el contexto de ellos,
pudieron aplicar la teoría de gases al medio ambiente que los rodea, pudieron explicar
diferentes fenómenos biológicos y físicos con las leyes de los gases; cosas que no se
pudieron con otros grupos. El nivel de comprensión fue mucho mejor donde se aplicó la
metodología CLIL.
RL2JSET5 En términos de contenido se pudo evidenciar una comprensión del tema
fundamentada en procesos de pensamiento crítico-científico. En términos de L2 se nota un
avance en las habilidades de escucha principalmente.

The former is a content teacher who states that the students could have a
better understanding of a chemistry topic in comparison to other groups where
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CLIL was not implemented. It needs to be highlighted that the fact that a content
teacher

recognises

a

difference

on

students’

skills

development

and

comprehension of the topic shows a positive result regarding bilingual education
implementation at the schools. This can was also evidenced on Varkuti’s (2010)
study, in which CLIL students not only improved linguistically, but also developed
cognitive development in relation with a control group who was taught the same
contents using a different methodology. The latter is an English teacher who also
states that regarding the linguistic skills, students showed improvement on listening
skill. Other teachers also agree on linguistic improvement as demonstrated by the
following:
RL2JCET3: Ellos siempre generan primero en L1, pero se notó su interés y su motivación,
tanto que después de pasado un tiempo de la clase se hacía algo mecánico sus
respuestas o participación en inglés.
RL2LTET5: Sí. Los estudiantes utilizan el inglés para comunicarse cuando el concepto se
los facilita, asocian las imágenes con el vocabulario y han enriquecido su vocabulario en el
transcurso de las clases así como las formas de expresarse en la segunda lengua.
ONJCT1.25: Although there were many students, most of the time they were engaged to
the lesson. They answered questions in L2 and were very participative in all activities. They
also were encouraged to carry out a group activity.

The first teacher expresses that, although students began to produce in L1
at first, they felt interest and motivation towards CLIL implementation and started to
participate in English. The second teacher states that students can communicate in
English when they understand the content, as they can relate images and
vocabulary, which allowed them to find new ways of producing in the second
language. Finally, an observation extract shows how engaged students were on a
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lesson and their participation in L2 during the activities. Improvement on language
development and production through CLIL has been supported by several authors;
one of them is Jaakkonen (2013), who concluded that CLIL allowed students to
manage to communicate in L2, and to become more confident and initiative over
time.
Finally, this sub-finding exposes the implications for the implementation of
CLIL according to participants’ considerations which include first, the influence of
number of students and predisposition towards the English language on behaviour
during

classroom

activities,

and

second,

students’

acceptance

on

the

implementation as an innovative methodology, allowing them to, according to
teachers, improve on content-comprehension skills and second language
development. Now, the next sub-finding will be focused on lesson planning as a
strategy teachers used to overcome implementation challenges.
5.3.3 Lesson planning as a strategy to overcome CLIL implementation
challenges
It was evidenced that the main tool teachers used in order to overcome their
lack of language or content knowledge was thorough preparation of the lessons
which gave them the chance to research their doubts, and attempt to address them
before having to implement the lesson. This is something which, according to
Jensen (1991) helps teachers in order to be prepared and organised for the lesson
they are going to implement, which in this case, applies to being prepared in terms
of linguistic as well as content knowledge required for CLIL implementation.
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In this sense, as it can be expected, it was found that teachers attempted to
fill this gap in knowledge by thoroughly planning their lessons beforehand. They
generally expressed that due to their lack of knowledge in the L2, they required a
large amount of commitment and to spend time on lesson planning in order to feel
more secure and therefore implement their lessons efficiently. This is supported by
the following reflection made by a participant regarding their perception of the
project:

RL1LCCT1: “Es un proceso que implica mucha planeación, organización y realización de
material didáctico que acompaña y orienta los contenidos”.

It was this planning ahead which allowed them to clarify any doubts they
had by using their mother tongue in order to avoid its use during the
implementations, as stated by the following interview answer:
IBVCT12: “Cuando por ejemplo estaba planeando mi clase en inglés, sí, en muchos
momentos me tocaba remitir al español porque no tengo total dominio, pero ya en la clase
como tal, no.”

It was further stated that planning aided to overcome the language barrier
by allowing teachers to plan ahead different strategies they could use in the
classroom, rather than simply planning what they thought they may need to know
linguistically i.e. a type of script to follow:
IEMCT4: “…entonces no dejar de lado que también independientemente del grupo o de la
edad se pueden crear juegos, dinámicas chéveres, colores y utilizar la expresión corporal
para la planeación…”
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This makes reference to the many different techniques that can be planned
in order to make the implementation more interesting and meaningful for the
students, but also taking away from teachers a certain amount of pressure
regarding the linguistic input they have to provide themselves. In this sense, it can
be inferred that in order to help teachers bridge the gap between applying a
second language to their content knowledge, they should also be trained in the
many different options they have when presenting topics or concepts to their
students, meaning that they have much less to worry about linguistically, and they
can shift focus to the teaching of content subject matter. This importance of lesson
planning was explained by Jensen (1991) who argued that it is the responsibility of
teachers to be well prepared for their lessons in order to ensure a smooth flow;
furthermore, that the individual lesson plan is the final product after a long process
of curriculum and syllabus design. Implying that it is the single tool which allows
teachers to integrate their content knowledge to the second language they attempt
to convey. Murphy (2012) expanded on this point by adding that lessons should be
planned to be more personalised to students, which does not mean planning a
lesson for each individual student, but at least the most meaningful possible to the
whole class. This implies that for the present study, teachers should have planned
their lessons keeping in mind the content that students were already being
exposed to in their normal lessons, as well as presenting them with content which
they would find enriching in terms of academic growth.
Likewise, this tool was not only adapted by the content teachers who lacked
knowledge of the second language, but also by the language teachers who lacked
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knowledge of the content they attempted to explain during their CLIL
implementations. Data show that English teachers see a rigorous lesson planning
as necessary for carrying out CLIL lessons as a strategy to overcome the lack of
training in content, which can be related to the awareness of the need to develop
content objectives at the same time with L2 goals as it was previously stated. This
is illustrated by a participant through a reflective log when expressing general
considerations about the methodology:
RL2JLET1: “Al principio pensé que iba a tener dificultades ya que no tengo muchos
conocimientos en esa área, pero durante la preparación de la clase, mientras investigué
acerca del tema aprendí muchas cosas y en el momento de implementar me sentí muy
bien y segura de lo que estaba explicando”.

The English teacher stated that she did not feel very confident towards the
implementation as she lacked knowledge in content, but she turned to lesson
planning to compensate and to feel more comfortable during the lesson; moreover,
she perceives lesson planning as positive because she learnt concepts that she
did not know before. This is further supported by a reflective session in which
English teachers expressed how committed they should be when planning the
lessons and how it helps them to carry out successful CLIL implementations:
V1JLET15: “… digamos, si a nosotros nos tocara que enseñar química, la tabla periódica o
algo, nosotros no sabemos, pero si con el tiempo nosotros preparamos y revisamos y
tratamos de recordar, seríamos capaces de hacerlo”.
V1CHET48: “In order to implement this, we need to know those subjects; for example,
fractions, I can’t do it, because… well, I’d have to sit down and think about this and make a
lot of planning…”

These excerpts show that English teachers perceived preparation and
lesson planning as necessary in order to investigate and/or review the content to
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be taught, otherwise they would not have felt capable to carry out the lesson. They
also mentioned that this planning required a considerable amount of time, but it
helped them to have successful implementations. Moreover, during the
observations it could be evidenced that teachers had made some preparation; this
was demonstrated through mastery of the subject during explanations, the
materials used, and their responses to students’ doubts.
The evidence presented illustrates how essential lesson planning was when
it came to English teachers carrying out CLIL lessons. It was positively perceived
by them as it increased confidence towards the content and the class itself, and it
was fundamental for them to implement. It was concluded that due to the
awareness of the lack of training in content, English teacher perceived as
necessary and crucial to investigate about the content they were going to teach –
and that they were not instructed in- as a means to achieve the content objectives
which they knew needed to be included in the lesson. This planning ahead, as
stated by Belcher (2009) is crucial; however it does not have to be extremely deep.
According to the author, a teacher of specific content would often only need to
know a limited range of knowledge related to their area, keeping the specialist
knowledge demands at a manageable, not overwhelming level. This is indeed the
case for the present study due to the fact that it was the teacher’s choice what
topics they covered, and had the option to be aided by the normal content teacher
if further specialist knowledge was required. In this sense, it can be stated that their
classes focused on a limited range of specialist knowledge which could be covered
with some previous planning on their part.
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6. LIMITATIONS
This research study was conducted in a particular setting which inevitably
implies that it is limited to some degree. First of all, it must be mentioned that it was
conducted in a public school in the Coffee Region of Colombia, with a select
number of participants, mostly the primary school teachers, from said school. In
this sense, the findings from the study could not be generalised to other schools in
the area, let alone in the whole country, or even further; while some general
conclusions have been made, the findings are specific to this location.
Having stated that, there are further limitations which were stumbled upon
throughout the development of the study which may limit the application of the data
collected, even within this specific context. The first limitation was the time required
on part of the participants to carry out their CLIL implementations. Here, time refers
to everything from training sessions in both content and language, to planning, to
designing of material, to actual implementation sessions. This is something that
was limiting due to the fact that participants had several responsibilities to carry out
within the school, meaning that their training time was limited to certain sessions a
week; furthermore, the fact that they had a large work load outside of the project
meant that they could not dedicate a lot of time to developing the activities required
for the project, which in turn would have had an effect on their CLIL implementation
experience.
Another limitation observed by the researchers was participant’s negative
attitudes towards the project. As mentioned before, these teachers were part of
several other projects that were being held within the school at the same time.
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Most of these projects are implemented by school directives with the idea of
promoting or enriching their students’ experience at the school; however, they are
not generally optional for the teachers, meaning that they are told they must be
part of a certain project, something which they are not paid for, and cuts into their
free time while actually giving them extra work - on top of their normal teaching
hours. This implied that some teachers were present and carried out the activities
proposed to them simply because they knew they had to, not because they wanted
to, which had an effect on their development of the project. Furthermore, attitudinal
limitation perceived by the researchers was participant’s response to towards the
English language, in particular. A certain level of apathy was encountered amongst
certain content teachers, particularly the older participants; some stating at times
that English simply was not for them. This meant that, like those who were there
because they had to be, they did not manage to develop all the proposed activities
as expected, including their CLIL implementation sessions.
In a different line of thought, further limitations were found when it came to
the implementation sessions, as discussed in the findings section, related to the
availability of materials and resources. Firstly, it was challenging for the teachers to
find material for their chosen topics meaning that they often had to create the
material for themselves. This is something that may be due to the fact that such a
bilingual education program is not common in the context it was implemented, and
as a result not a lot of material has been created. Furthermore, the actual
resources available to the teachers at the schools such as TVs, computers, video
beams, speakers, etc. were limited; hence, limiting their options when
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implementing CLIL sessions. In this sense, it may be stated that the results found
are somewhat limited due to the lack of an ideal implementing context.
Finally, due to the fact that this is such an innovating type of program,
particularly in the context it was implemented, it was evidenced that it was a
challenging concept to accept for certain teachers who had been used to traditional
language instruction. In this sense, the project aimed to break the paradigm by
proposing a completely different model to follow, mixing language and content,
while including certain pedagogical strategies which differ greatly from the
traditional status of a language, or content teacher. This implied that some
teachers had to leave behind their preconceived ideas of what a language
classroom should look like, and adapt to the methodology being proposed to them.
This may have implied that there was a misconception in teachers according
to the methodology being used, and how to properly apply it. This means that the
data found could be further limited due to the fact that some teachers were not
clear on what they were supposed to do, meaning that they inevitably would have
done it wrong – according to what researchers expected from them.
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7. CONCLUSIONS
The current study aimed at exploring the challenges, perceptions and
implications of content and language integrated learning implementation as a
dynamic bilingual education model in two state schools in Pereira. As it was initially
stated through the research questions that guided this project, the research
process allowed the researchers to categorise the results into three sections as
they were being found. Taking into account the analysis of the data, it can be
concluded that CLIL implementation brings positive reactions towards their
inclusion in lessons. Furthermore, it was found that there exist three challenges
regarding the implementation process in these two schools in Pereira; these will be
explored in more detail throughout this section. The first one makes reference to
the fact that a more extensive training in both language and content is needed for
teachers to have successful implementations of

CLIL through

dynamic

bilingualism.
Firstly, content teachers expressed that they would have had a better
command over the methodology and perceived their class as “more successful” if
they had a higher level of proficiency in the English language since it would have
given them confidence and security when teaching their content area. This is a
topic explored by Belcher (2009) who argues that teachers do not need a
particularly profound knowledge of the language in order to be successful, but
rather need a manageable amount in their content area order to carry out bilingual
lessons. Furthermore, this makes reference to Cummins’ (2000) concept of CALP Content Academic Language Proficiency, which refers to knowledge specific to the
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teacher’s content area. Therefore, it is concluded that teachers do not need to
have a native like proficiency in English in order to carry out the lessons since they
can be provided with a basic command in L2 during a training process. Instead,
they need to know English more specifically to their areas, which, in terms of time,
it would be impossible to train teachers in L2 according to their individual content
knowledge before their implementations, and that is why the concept of “pedagogy
for autonomy” is seen an important aspect to be introduced and included in training
sessions so that teachers develop their ability to become more independent in
terms of their second language development and their researching skills for the
concepts they already know in Spanish.
The second challenge found is related to what English teachers expressed
in regard to their implementation. They perceived a disarticulation between content
and language since it was difficult for them to plan and carry out their lessons due
to the fact that they lacked sufficient content knowledge to adapt to their English
lessons. This is something that was further evidenced by the researchers during
observations of implementations as they mostly tended to include linguistic
objectives only. While there is awareness in terms of the methodological aspects to
be taken into account when it comes to implementing CLIL, there is a general
apathy due to the fact that they do not feel they should have to design all the
content material themselves. In this sense, teachers believe that in the training
process they ought to be provided with specialised lessons focused on content and
its articulation with language learning standards already designed. However, as
mentioned in the previous finding, it would be impractical to train
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each individual

teacher in the content they require, meaning that teachers are expected to apply
the concept of “pedagogy for autonomy” and research the content that they need
for their lessons. Furthermore, it should be highlighted that due to the fact that
these English teachers would have been exposed to all the same, or at least
similar, content through their high school careers, this is not too much to ask of
them.
The last challenge found in this study makes reference to a misconception
of the use of both languages in the classroom. The concept of translanguaging
defined by Garcia (2009) refers to the support of learning one language using
another at specific stages of the lessons. It was found that some teachers had
different perceptions towards the use of L1 and L2; while some of them pointed out
it was positive, others believed it needed to be totally avoided in implementations.
This suggests that specific information regarding the dynamic bilingual model to be
implemented was not properly explained or highlighted. Furthermore, this was also
due to the fact that some teachers joined the project at its second stage which was
focused on implementation; thus, they were not involved in the training stage in
which detailed information of the methodology to be implemented was shared. In
this sense, a continuous training for teachers to be informed and updated with the
process

should

be

guaranteed

in

such

a

way

any

possible

doubt,

misunderstanding or misconception can be avoided.
A second inquiry for this project aimed at exploring the perceptions towards
teachers’ implementation of CLIL lessons regarding students’ previous knowledge.
According to the teachers, students need to have previous knowledge in L2 and in
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the content in order to facilitate the implementation process. Firstly, there is a
necessity for students have a basic command of the target language in order for
them to feel confident enough to carry out the activities proposed by the teachers
and in this way, to evidence a bilingual classroom lesson development, and for
them to be successful receptors of the CLIL lesson. Furthermore, the use of
Spanish is a resource students use to cope with the situation of participation in
bilingual tasks and the demonstration of understanding as it was stated by Garcia
(2006), here, they are able to relate to concepts they have already been exposed
to in L1 and make the transition to L2. In this sense, it is concluded that students’
lack of proficiency in the second language is compensated by their previous
knowledge of the content they have already learned in their first language;
therefore, when students are exposed to content in English that they have already
seen in Spanish, they are more engaged with the lesson and able to support their
learning by relating concepts and, in this way, achieving language and content
objectives.
The third line of inquiry that guided this research related to teachers’
considerations about what CLIL implementation as a dynamic bilingual model
implies. These are divided into three different categories: the role of resources for
CLIL implementation, students’ reactions and influence of the methodology, and
lesson planning as a strategy to overcome challenges in the implementation
sessions. Firstly, different resources in terms of materials and time are needed for
implementing successful bilingual lessons. Materials such as workbooks, realia,
video beam, computers, speakers, etc., would allow students to have an authentic
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contact with the content articulated to the language, which according to Marsh
(2001) is an important aspect since students feel engaged, interested and are able
to relate the concepts. Additionally, there is awareness in reference to the use of
the internet to find available resources to be implemented, but teachers need to be
trained in researching such resources since it became difficult for them to find
appropriate material; in this way, for a dynamic bilingual project to be successful, it
is required that teachers are provided with the correct and necessary materials
such as workbooks and technology.
This leads to another important resource that teachers need in order to have
successful implementations: time. The implementation of CLIL requires teachers to
be trained in language, content, methodology, to plan and carry out their lessons
and to find and adapt material which is time consuming. Furthermore, it should be
taken into account that teachers are generally involved in other school projects,
curricula design, lesson planning, etc. Therefore, in order for this type of project to
be successful, enough time should be provided for everyone involved, at all stages
of the process. It is not deniable that investing time to find material –and being
previously instructed how to do so- would allow the schools to eventually have a
bank of resources that future teachers could have access to and use them for
implementing their lessons; moreover, a lot more time is required for the actual
implementations so that they can be done less spontaneously and with a more
rigorous follow up.
A second implication for the implementation of CLIL entails students’
reactions according to what the teachers perceived during their lessons. It is
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concluded that students have a generally positive reaction towards the CLIL
classes since they find them innovating and different from other methodologies
they have been exposed to. This is supported by Lasagabaster and Sierra’s (2003)
study which found that CLIL methodologies fostered a significantly high attitude in
students, when compared to students a traditional intensive English program.
However, it is also concluded that there are discipline problems due the large
number of students per classroom which made the implementation more difficult
for teachers to carry out. These disciplinary issues encountered were manifested
by disruptive students, which multiplied the larger the classes, as evidenced
through observations by the researchers; this is supported by the fact that when
implementations with fewer students were observed, it could be evidenced that
they were engaged, participative and interested. Therefore, discipline issues
cannot be attributed to CLIL implementation, but rather it is an aspect that needs to
be taken into account when applying the methodology in contexts that are similar
to this project’s where classes are large and students tend to have a generally
negative attitude to the English language due to having been exposed only to
traditional methodologies beforehand.
Additionally, in terms of students’ reactions, a general sense of apathy was
perceived at the beginning; however, this eventually changed as they felt curious,
interested and confident since the content they were being taught had already
been learnt in Spanish. This previous knowledge in L1 about the concepts studied
during the CLIL lessons for the integration of content and the second language
allows students to be more confident and interested which leads them to use the
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second language. Teachers also perceived that students improved their receptive
skills and understood concepts and language features throughout the CLIL
implementation; while for the productive skills, it was found that students tend to
produce first in Spanish while they start to feel confident with the second language
for them to demonstrate their knowledge and understanding on the concept, which
they did eventually in L2 as they felt more secure. This is supported by Jaakkonen
(2013) who stated that CLIL enables students to communicate in L2 over time as
they become more and more familiar with the language, and its use in the content
classroom.
Lastly, a final implication refers to lesson planning as a strategy teachers
adopted for coping with CLIL challenges related to the need of knowledge in L2
and content. Preparation of the lessons gives teachers the opportunity to identify
their doubts in language and content and in this way to research them in order to
feel more confident during the implementation period. It has to be mentioned that
this planning ahead requires dedicating time for the inclusion of both language and
content objectives and to research on the concepts that are going to be addressed.
Belcher (2009) states that lesson planning does not necessarily have to be
overwhelming or time consuming since it actually allows the teacher to select the
specific lesson contents that they feel they lack knowledge in, which is something
that is always limited to a particular range of knowledge in the area i.e. what is to
be taught in that lesson. In this sense, it is concluded that lesson planning is an
important resource and teachers ought to be aware of just how valuable it is.
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8. RESEARCH AND PEDAGOGICAL IMPLICATIONS
This study allowed the researchers to evidence real implementations of CLIL
as a dynamic bilingual education model in real Colombian contexts as part of the
project “CHANGE”, which takes place in two state schools. Throughout the
process, the opportunity of being involved in the process was evident, as they
participated in reflection sessions and helped teacher to analyse the lesson plans
they were designing to make suggestions and give recommendations about the
CLIL lessons. Moreover, the observations of teachers’ implementations, reflective
logs application and interviewing process were also researchers’ participation in
the study. Such involvement was enriching for them, as they could evidence the
challenges that arise when it comes to implement this methodology regarding lack
of content and language proficiency and materials; also, how they drew upon
lesson planning as a strategy to overcome those challenges. Additionally, after
exploring teachers’ perceptions, the implications of CLIL lessons and the
perceptions regarding students’ needs, reactions and considerations could also be
analysed.
What the researchers intend to share through this research is a study
applied on the Colombian context, which allows the readers to have insights
regarding the implications of CLIL implementation and the application of a bilingual
education model, specifically a heteroglossic, dynamic model as proposed by
Garcia (2009), in terms of reception, challenges, resources, analysis and
reflections of content and language teachers. However, due to the limitations of
this study, which were explained previously, there is still research that can be done
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in the same terms of this investigation. Firstly, the training process of teachers in
methodology and second language should be continued while the project is being
implemented, as well as tests for measuring teachers’ level so they can have a
physical evidence of their improvement. Secondly, there has to exist an articulation
between

content

and

English

teachers

for

guarantying

a

continuous

implementation of the methodology according to the contents proposed for each
grade’s study plan. Finally, as the implementation of this project directly influences
students, they should be taken into account as participants of the research project,
and their abilities should be measured at the beginning and the end of the process
to report any changes.
Similarly, there are several pedagogical implications which must be
considered as a result of this research study. In the first place, the most obvious
implication is that through the success of this study, it has been shown that it is
possible to implement a bilingual program in underprivileged areas, and that
second language learning is not only for the higher classes, as explained in the
statement of our problem. This study has shown that through the correct training of
teachers in both language and content to be taught, it is possible to reach a level of
bilingualism. In this sense, it can be regarded as a program that can be applied in
several contexts, and perhaps expanded. It could be integrated more thoroughly in
the school curriculum, rather than only with some of the teachers, who were free to
teach whatever content they wanted. This way, specific topics and language
aspects could be taught at specific, previously planned, moments throughout the
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school curriculum. This level of organization and connection between the different
areas could mean an even more successful implementation of the program.
In order for this to be carried out, it is necessary for teachers to get together
and plan a curriculum which they would follow, integrating each other’s subject
areas. Once this is done, it is important to make them aware of the uses of lesson
planning for their implementations. This research has shown that lesson planning
is an invaluable tool available for teachers, which they rely on for successful CLIL
implementation. In this sense, when this type of program is applied elsewhere, it
would be necessary to train teachers in the correct steps for planning a CLIL
lesson. This is an aspect which brings up further elements, including materials, and
time required to carry it out, as explained below:
Firstly, as mentioned, another implication the study has could be related to
the development of authentic material for CLIL lessons in the Colombian context.
This could take place as a type of professional development course where real
teachers come together to plan and design CLIL material according to their
personal experiences, in this way creating a bank of material which could be
further used and developed by other teachers.
Something closely related to this is the fact that for this type of bilingual
program to be successful, the study has shown that teachers need to have
sufficient time in order to fulfill all their duties which include, as mentioned above,
designing material, time within the curriculum itself to be able to implement several
CLIL lessons, etc. Finally, the results of the study shed light on the lack of training
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in both content and language teachers to teach content in a foreign language. It
could be proposed that teacher training degrees, whatever the subject they are
aiming to teach, should have several courses or modules dedicated to training
teachers to be on how to teach their subject matter in a foreign language; similarly,
pre-service English teachers could be trained in how to teach certain contents
using their second language by applying CLIL methodology in their classrooms.
This is something that would imply training them in how to appropriately use L1 in
their classrooms, and how it would be incorporated into their second
language/content teaching. As shown in this study, L1 has a vital role in the CLIL
classroom as a resource which bridges the gap in second language knowledge for
both teachers and students. This correct usage of L1 makes teachers’
implementations more successful; hence, they should be properly trained in its
usage.
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10. APPENDICES
APPENDIX 1 Observation format 1
Observation format based on The Sheltered Instruction Observation Protocol
(SIOP) by Echevarria, Vogt, & Short, 2000; 2004; 2008
Observer(s): _________________________________ Teacher:
___________________________________
Date:
_________
Grade:
_______________________________
ESL Level: _____
Single-day

____

Class topic: __________________ Lesson: Multi-day

PREPARATION
1
Content objectives clearly defined, displayed, and
reviewed with students
2
3

Language objectives Clearly defined, displayed,
and reviewed with students
Content concepts appropriate for age and
educational background level of students.

4
Supplementary materials used to a high degree,
making the lesson clear and meaningful (e.g.,
computer programs, graphs, models, visuals)
5
Adaptation of content (e.g., text, assignment) to
all levels of student proficiency.
6

School:

Meaningful activities that integrate lesson
concepts (e.g., surveys, letter writing, simulations,
and constructing models) with language practice
opportunities for reading, writing, listening, and/or
speaking.
BUILDING BACKGROUND

7
Concepts explicitly linked to students’
background experiences
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8

Links explicitly made between past learning and
new concepts

9
Key vocabulary emphasised (e.g., introduced,
written, repeated, and highlighted for students to
see)
COMPREHENSIBLE INPUT
1
0

1
1

1
2

1
3
1
4
1
5

1
6

1
7
1
8
1
9

2

Speech appropriate for students’ proficiency level
(e.g., slower rate, enunciation, and simple sentence
structure for beginners)

Clear explanation of academic tasks

A variety of techniques used to make content
concepts clear (e.g., modelling, visuals, hands-on
activities, demonstrations, gestures, body
language)
STRATEGIES
Ample opportunities provided for students to use
learning strategies
Scaffolding techniques consistently used
assisting and supporting student understanding
(e.g., think-alouds)
A variety of questions or tasks that promote
higher-order thinking skills (e.g., literal,
analytical, and interpretative questions)
INTERACTION
Frequent opportunities for interaction and
discussion between teacher/student and among
students, which encourage elaborated responses
about lesson concepts
Grouping configurations support language and
content objectives of the lesson
Sufficient wait time for student responses
consistently provided
Ample opportunities for students to clarify key
concepts in L1 as needed with aide, peer, or L1
text
PRACTICE/APPLICATION
Hands-on materials and/or manipulatives
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0
2
1

2
2
2
3
2
4
2
5
2
6
2
7
2
8
2
9
3
0

provided for students to practice using new content
knowledge
Activities provided for students to apply content
and language knowledge in the classroom
Activities integrate all language skills (i.e.,
reading, writing, listening, and speaking)
LESSON DELIVERY
Content objectives clearly supported by lesson
delivery
Language objectives clearly supported by lesson
delivery
Students engaged approximately 90% to 100% of
the period
Pacing of the lesson appropriate to students’ ability
level
REVIEW/ASSESSMENT
Comprehensive review of key vocabulary
Comprehensive review of key content concepts
Regular feedback provided to students on their
output (e.g., language, content, work)
Assessment of students comprehension and
learning of all lesson objectives (e.g., spot
checking, group response) throughout the lesson
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APPENDIX 2 Observation format 2

Evaluation Rubric
Unacceptable (1)
Content objectives do not show
the content that Els are
Content Objectives 1
expected to learn in each
lesson.
Content objectives do not show
Content Objectives 2
how Els will demonstrate this
knowledge.
Language objectives do not
show the academic language
Language Objectives 1
that Els are expected to learn in
each lesson.
Language objectives do not
Language Objectives 2
show how Els will demonstrate
this knowledge.
Teacher does not include a
warm-up activity or the warmWarm-up 1
up activity does not connect the
point of the lesson to the Els’
background knowledge.
Teacher rarely or never
Warm-up 2
modifies the warm-up activity to
make it accessible to Els.
Teacher leaves out many key
vocabulary words or does not
Vocabulary instruction 1
include a list of relevant key
terms and vocabulary in the

Acceptable (2)
Most content objectives show
the content that Els are
expected to learn in each
lesson.
Most content objectives show
how Els will demonstrate this
knowledge.
Most language objectives show
the academic language that Els
are expected to learn in each
lesson.
Most language objectives do
not show how Els will
demonstrate this knowledge.
Teacher includes a warm-up
activity that somewhat
connects the point of the lesson
to the Els’ background
knowledge.
Teacher almost always modifies
the warm-up activity to make it
accessible to Els.
Teacher includes a list of most
key terms and vocabulary words
for the lesson.

Exemplary (3)
All content objectives clearly
show the content that Els are
expected to learn in each
lesson.
All content objectives clearly
show how Els will demonstrate
this knowledge.
All language objectives clearly
show the academic language
that Els are expected to learn in
each lesson.
All Language objectives clearly
show how Els will demonstrate
this knowledge.
Teacher includes a warm-up
activity that strongly connects
the point of the lesson to the
Els’ background knowledge.
Teacher always modifies the
warm-up activity to make it
accessible to Els.
Teacher includes a list of all the
key terms and the vocabulary
words for the lesson.

#

lesson.
Teacher does not include
activities for Els to interact
Vocabulary instruction 2 with/learn the new vocabulary.

Interactive activity

Questioning Strategies

Modelling Language

Assessment

Articulation and
Balance of Lesson
Design

Teacher does not include a
grouping strategy for Els to
work.
Teacher does not show
awareness of Els’ language
proficiency level and does not
adapt the questions and
requests to the students.
Teacher does not include any
way of modelling language in
the materials.
Teacher does not include an
assessment activity to get
information on whether
students met lesson content
and language objectives.
The lesson appears
unarticulated in its objectives
and activities.

Teacher includes activities for
Els to interact with/learn the
new vocabulary, but the
activities could be more
relevant or appealing.
Teacher includes a grouping
strategy for Els to work with
peers.
Teacher almost always
demonstrates awareness of Els’
language proficiency level by
often adapting questions and
requests to the proficiency level
of students.
Teacher includes one way of
modelling language in materials.
Teacher includes an assessment
activity that yields information
on almost all content and
language objectives.
The lesson appears almost
always articulated in its
objectives and activities.
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Teacher includes activities for
Els to interact with/learn the
new vocabulary, and the
activities are relevant and
interesting.
Teacher includes an articulate
grouping strategy for Els to
work.
Teacher always demonstrates
being highly aware of Els’
language proficiency level by
always adapting questions and
requests to the proficiency level
of students.
Teacher includes two different
ways of modelling language in
materials.
Teacher includes an assessment
activity that yields information
on all content and language
objectives.
The lesson is very articulated in
its objectives and activities.

APPENDIX 3 Observation format 3
Debriefing Your Experience Learning Academic Content in a Language Other than English
Did the teacher…
Yes (How?)
…present content and language objectives to Ss?
…include a meaningful warm-up to activate the Ss background
knowledge?
…introduce key words for the lesson?
…provide opportunities for practice and application of the vocabulary
through a vocabulary activity?
…provide opportunities for interaction to practice the language of the
lesson?
…use questioning strategies for Ss to understand what they asked?
…provide language models for Ss to be able to participate and to
express understanding?
…assess whether or not the Ss reached the content and language
objectives?
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No

APPENDIX 4 Reflective log 1
PROYECTO CHANGE
GRUPO DE INVESTIGACION EN LINGUISTICA APLICADA
REFLECTIVE LOG #1
NOMBRE: _______________________________ FECHA: ___________

Este instrumento hace parte del proceso de recolección de datos para el
proyecto CHANGE, el cual se enmarca con la propuesta de aprendizaje integrado
de contenido y lengua extranjera (AICLE). Es fundamental recoger sus
percepciones sobre los procesos de implementación usando esta metodología.
L@ invitamos a que plasme sus opiniones y consideraciones al respecto. Estas
percepciones no serán reveladas y serán de único manejo del grupo de
investigación. Agradecemos su participación.
GILA
1) ¿Cuáles fueron sus impresiones al aplicar la sesión AICLE?
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
____________________________________
2) ¿Considera que tienes aspectos por mejorar en la implementación?
Sí_____ No_____ ¿Cuáles? __________________________________________
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
_____________________________________________________________
3) ¿Considera que necesita otras habilidades de enseñanza para implementar AIC
LE?
Sí_____ No_____ ¿Cuáles? __________________________________________

__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
_____________________________________________________________
4) ¿Cuáles son los desafíos en el proceso de AICLE en las instituciones?
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
____________________________________

5) Recomendaciones (el proyecto es guiado por usted mismo; sus aportes son im
portantes)
¿Qué considera debería tenerse en cuenta en el desarrollo del proyecto?
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
____________________________________
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APPENDIX 5 Reflective log 2
PROYECTO CHANGE
GRUPO DE INVESTIGACION EN LINGUISTICA APLICADA
REFLECTIVE LOG #2
NOMBRE: __________________________FECHA: ______________
Este instrumento hace parte del proceso de recolección de datos para el pro
yecto CHANGE, el cual se enmarca con la propuesta de aprendizaje integrado de
contenido y lengua extranjera (AICLE). Es fundamental recoger sus percepciones
sobre los procesos de
implementación usando esta metodología. L@ invita
mos a que
plasme sus opiniones y consideraciones al respecto. Estas
percepciones no serán reveladas y serán de único manejo del grupo de investigaci
ón. Agradecemos su participación.
GILA
1) ¿Cuáles fueron sus impresiones al aplicar la sesión AICLE?
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
____________________________________
2) ¿Considera que tiene aspectos por mejorar en la implementación?
Sí_____ No_____ ¿Cuáles? __________________________________________
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
_____________________________________________________________
3) ¿Cuál fue la respuesta de los estudiantes respecto a su implementación AICLE
? ¿Cómo fue el desempeño de éstos en cuánto al
lenguaje (L2)?
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_________________________________________________________________
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
____________________________________________________________
4) ¿Cuáles son los desafíos en el proceso de AICLE en las instituciones?
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
____________________________________
5) ¿Ha notado usted progreso en el desempeño de los estudiantes respecto al con
tenido y el lenguaje (L2)?
Sí ______ No _____ ¿Cómo?
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
____________________________________
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APPENDIX 6 Interview questions
Protocolo de entrevista semi-estructurada
Este instrumento hace parte del proceso de recolección de datos para el proyecto
CHANGE, el cual se enmarca con la propuesta de aprendizaje integrado de conte
nido y lengua extranjera (AICLE). Es fundamental recoger sus percepciones sobre
los procesos de implementación usando esta metodología. L@ invitamos a que pla
sme sus opiniones y consideraciones al respecto. Si no entiende alguna pregunta,
no dude en decirnos.
Las respuestas no serán reveladas y serán de único manejo del grupo de investiga
ción.
Agradecemos su participación.
GILA

Consideraciones de AICLE
1. ¿Qué consideraciones tiene de la metodología AICLE?
2. ¿Cuáles son los desafíos de la implementación AICLE?
3. ¿Ha influenciado la implementación AICLE en usted de alguna manera?

La metodología AICLE y su aplicación
1. ¿Qué aspectos tomó en consideración para planear la lección AICLE?
(tiempo, materiales, conocimientos, etc.)
2. ¿Qué factores son indispensables para tomar en cuenta al momento de
implementar?
3. ¿Qué tan confiable/efectiva percibe esta metodología AICLE? ¿Por qué?

Proceso de los estudiantes
1. ¿Cuál es la reacción de los estudiantes en general frente a la
implementación?
2. ¿Qué cambio ha percibido en el desempeño de los estudiantes en
general?
3. ¿Cómo ha sido el desarrollo de la segunda lengua en los estudiantes
durante el proceso?
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Rol de la lengua
1. ¿Cómo percibe el uso de las dos lenguas (español e inglés) en las
implementaciones?
2. ¿Qué tan necesario es el conocimiento previo de contenido en la lengua
materna para entender la lección AICLE? ¿Por qué?
3. ¿Qué tanto recurrió a la lengua materna como apoyo durante la
implementación? ¿En qué momentos?
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