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This	paper	presents	the	design	and	the	implementation	results	of	a	CLILproject	in	the	context	
of	Greek	primary	education.	CLIL	approach	has	been	practiced	across	Europe	for	the	last	two	
decades,	 with	 proven	 positive	 effects	 on	 the	 language	 skills	 of	 foreign	 language	 learners	
(Korosidou	&	Griva,	2013;	Lasagabaster,	2008).	The	present	project	was	piloted	in	a	6th	grade	
classroom	of	18	students	in	Rethymno,	Crete.	The	topic	of	the	project	was	“Let	me	introduce	
you	to	Crete”.	The	present	project	was	 introduced	to	serve	the	aim	of	developing	students’	
EFL	 (English	 as	 a	 Foreign	 Language)	 receptive	 and	 productive	 skills	 (reading,	 listening,	
speaking,	 writing)	 through	 a	 project	 focusing	 on	 Cretan	 history	 and	 culture.	 The	 thematic	
areas	consisting	the	core	of	the	project	were	the	following:	1)	Geographical	 features	of	the	
Cretan	districts,	 2)	History	and	 culture	 in	Crete,	 3)	 Traditional	Cretan	products	and	diet,	 4)	
Cretan	music	and	dance	tradition	and	5)	Tourism	in	Crete.	Language	learning	was	integrated	
with	 the	 specific	 subject	 matters	 of	 Geography,	 History	 and	 culture	 and	 Art.	 For	 the	
evaluation	of	the	project,	the	following	basic	tools	were	used:	a)	journals	kept	by	the	teacher	
and	 b)	 interviews	with	 the	 students.	 The	 findings	 of	 project	 evaluation	 indicated	 students’	
improvement	regarding	both	their	receptive	and	productive	skills	in	the	target	language,	and	
the	development	of	 children’s	 cultural	 awareness	and	 their	 sensitivity	and	 respect	 towards	
local	history.		
	

�	
	
Η	 παρούσα	 εργασία	 παρουσιάζει	 το	 σχεδιασμό	 και	 τα	 αποτελέσματα	 μιας	 πιλοτικής	
εφαρμογής	 ενός	 διαθεματικού	 project	 με	 θέμα	 «Επιτρέψετε	 μου	 να	 σας	 ξεναγήσω	 στην	
Κρήτη»	 με	 τη	 μέθοδο	 Ολοκληρωμένης	 Εκμάθησης	 Περιεχομένου	 και	 Γλώσσας	 (CLIL)	 στην	
τάξη	εκμάθησης	της	Αγγλικής	ως	 ξένης	γλώσσας.	Στη	συγκεκριμένη	διδακτική	πρόταση	18	
μαθητές	 της	 Στ’	 τάξης	 Δημοτικού	 Σχολείου	 του	 Ρεθύμνου	 συμμετείχαν	 σε	 ποικίλες	
δραστηριότητες	μέσα	σε	ένα	πολυτροπικό	και	πολυαισθητηριακό	περιβάλλον	μάθησης,	με	
τη	 χρήση	 οπτικών	 κειμένων,	 ποστερ,	 βίντεο	 και	 ψηφιακών	 χαρτών.	 Ο	 στόχος	 της	
παρέμβασης	ήταν	διττός:	α)	να	ενισχυθούν	οι	παραγωγικές	δεξιότητες	των	μαθητών	στη	Γ2	
μέσα	 από	 ένα	 project	 που	 εστιάζει	 στην	 Κρητική	 ιστορία,	 καθώς	 και	 β)	 να	 αποτιμηθεί	 η	
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επίδραση	 της	 παρέμβασης	 αναφορικά	 με	 τις	 επιδόσεις	 των	 μαθητών	 στη	 Γ2.	 Τα	
αποτελέσματα	 της	 παρέμβασης	 κατέδειξαν	 ότι	 η	 επίδραση	 του	 project	 ήταν	 ιδιαίτερα	
θετική,	 με	 σημαντικές	 βελτιώσεις	 στις	 παραγωγικές	 δεξιότητες	 των	 μαθητών	 στη	 γλώσσα	
στόχο.	Παράλληλα,	παρατηρήθηκε	ότι	βελτιώθηκαν	σημαντικά	οι	γνώσεις	 των	παιδιών	σε	
ζητήματα	τοπικής	ιστορίας	και	πολιτισμού.	
	
Keywords:	CLIL	approach,	foreign	language	learning,	young	learners,	cross	curricular	project.	
	
	
	
	
1.	Introduction	
	
According	to	recent	studies,	Content	and	Language	 Integrated	Learning	(CLIL)	 is	defined	as	
“a	 dual-focused	 educational	 approach	 in	 which	 an	 additional	 language	 is	 used	 for	 the	
learning	and	 teaching	of	both	 content	and	 language”	 (Coyle	et	al.	2010,	1;	Mehisto	et	 al.,	
2008,	 p.	 9).	 Marsh	 and	 Langé	 also	 claim	 that	 CLIL	 as	 a	 generic	 term	 “refers	 to	 any	
educational	 situation	 in	 which	 an	 additional	 language	 […]	 is	 used	 for	 the	 teaching	 and	
learning	of	subjects	other	than	the	language	itself”	(Marsh	&	Langé,	2000,	p.	iii).	With	regard	
to	CLIL	 implementation	Marsh	 (2000)	 explains	 that,	when	 implementing	CLIL,	 the	 learning	
process	 focuses	 on	 both	 the	 development	 of	 the	 specific	 content	 knowledge	 and	 the	
communicative	 ability	 in	 the	 foreign	 language	 to	 express	 ideas	 and	 aspects	 related	 to	 the	
subject	(Marsh,	2000).		
	
More	 specifically,	 Coyle	 et	 al.	 (2010	 )	 maintain	 that	 CLIL	 is	 “not	 simply	 education	 in	 an	
additional	 language;	 it	 is	 education	 through	 an	 additional	 language”	 integrating	 four	
interrelated	 principles	 for	 effective	 classroom	 practice:	 1)	 ‘content’,	 referring	 to	 subject	
matter,	2)	‘communication’,	focusing	on	language	learning	and	language	use,	3)	‘cognition’,	
related	to	the	development	of	learning	and	thinking	processes	and	4)	‘culture’,	focusing	on	
the	 development	 of	 intercultural	 understanding	 and	 global	 citizenship	 (Coyle	 et	 al.,	 2010,	
p.12).	The	abovementioned,	also	known	as	“The	4Cs	Framework”,	suggest	that	it	is	through	
progression	 in	 knowledge,	 skills	 and	 understanding	 of	 the	 content,	 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.		
	
CLIL	 is	 proposed	 as	 an	 innovative,	 integrated	 educational	 approach,	 aiming	 to	 promote	
multilingualism	and	multiculturalism	in	Europe	(Järvinen,	2007).	According	to	Gimeno,	et	al.	
(2013),	 introducing	 CLIL	 can	 be	 advantageous	 as	 i)	 it	 builds	 intercultural	 knowledge	 and	
understanding,	 ii)	 improves	 language	 competence	 and	 oral	 communication	 skills,	 iii)	
develops	 multilingual	 interests	 and	 attitudes,	 iv)	 provides	 opportunities	 to	 study	 content	
through	different	perspectives,	v)	allows	learners	more	contact	with	the	target	language,	vi)	
does	 not	 require	 extra	 teaching	 hours,	 vii)	 complements	 other	 subjects	 rather	 than	
competes	with	them,	viii)	diversifies	methods	and	forms	of	classroom	practice,	ix)	increases	
learners’	motivation	and	confidence	in	both	the	language	and	the	subject	being	taught”.		
	
In	addition,	as	Troncale	(2002)	indicates,	CLIL	approach	provides	learners	with	opportunities	
for	 being	 exposed	 in	 a	 natural	 learning	 environment,	 therefore	 enabling	 them	 to	 improve	
their	 speaking	skills.	Research	shows	 that	CLIL	 students	seemed	to	display	greater	 fluency,	
quantity	 and	 creativity	 and	 gradually	 use	 foreign	 language	 spontaneously	 for	 face-to-face	



Korosidou	and	Deligianni	/	Research	Papers	in	Language	Teaching	and	Learning	8/2	(2017)	35-50	

	

37	

interaction	(Dalton-Puffer,	2007).	Furthermore,	CLIL	is	proven	to	be	advantageous	in	relation	
to	 the	 lexicon,	as	 learners	 seem	to	have	 improved	general	and	 subject	 specific	 vocabulary	
(Dalton-Puffer	 &	 Smit,	 2007;	 Lasagabaster,	 2008;	 Mattheoudakis,	 Alexiou	 &	 Laskaridou,	
2014).	Vallbona	(2009)	also	examined	the	effects	of	CLIL	on	overall	 language	proficiency	 in	
primary	education.	 It	was	 indicated	that	CLIL	 learners	 in	grade	5	and	6	outperformed	their	
peers	 in	the	non-CLIL	group	 in	 fluency	and	 lexical	diversity.	Moreover,	students’	compared	
competence	in	listening,	reading	and	writing	of	CLIL	and	non-CLIL	primary	school	students	in	
grades	 5	 and	6	 showed	higher	 performance	 in	 favor	 of	 CLIL	 learners	 (Victori	 et	 al.,	 2010).	
CLIL	 approach	 is	 also	 related	 to	 expanding	 students’	 cognitive	 skills	 and	 enhancing	 their	
reading	comprehension	and	critical	thinking	ability	(Tsai	&	Shang,	2010),	as	well	as	enriching	
a	 learner’s	understanding	and	association	of	different	 concepts,	 therefore	enabling	him	 to	
achieve	 a	 more	 sophisticated	 level	 of	 learning	 in	 general	 (Marsh,	 2000).	 Moreover,	 CLIL	
seems	to	be	beneficial	in	terms	of	developing	cultural	awareness	and	sensitivity	(Korosidou	
&	Griva,	2014;	Papadopoulos	&	Griva,	2014).	

	
It	 is,	 therefore,	clear	that	the	CLIL	approach	aims	at	overcoming	the	 limitations	created	by	
the	traditional	curriculum,	where	each	content	is	taught	separately.	CLIL	actually	succeeds	in	
integrating	various	contents	with	learning	the	target	language.	In	such	a	content,	planning	a	
CLIL	lesson	focuses	on	activating	students’	content	schemata,	with	the	goal	of	acquiring	new	
content	knowledge	and	developing	foreign	 language	skills.	 It	was	found	that	brainstorming	
ideas	 as	 well	 as	 presenting	 information	 in	 a	multisensory	 way	 and	multimodal	 classroom	
environment	 (Griva	 &	 Semoglou,	 2013),	 mostly	 by	 using	 the	 new	 technologies	 for	
educational	 purposes	 such	 as	 video	 clips,	 power	 point	 presentations	 and	 interactive	
material,	 could	 provide	 students	 with	 ample	 and	 stimulating	 input.	 Instruction	 includes	
inquiry-based	learning	activities,	where	students	are	provided	with	opportunities	to	develop	
their	 higher	 order	 thinking	 skills	 in	 a	 curricular	 context	 by	 processing	 and	 using	 context	
specific	 language	 and	 participation	 in	 problem-solving	 activities	 enables	 learners	 to	 use	
language	for	communication,	negotiating	meaning	and	interacting	in	order	to	make	choices	
and	decisions.	Working	in	class	includes	interaction	in	pairs	or	groups	in	order	to	accomplish	
tasks,	 such	 as	 to	 role	 play	 dialogues,	 take	 part	 in	 dramatizations,	 produce	 written	 texts,	
make	posters	and	power	point	presentations,	which	they	consequently	present	 in	class.	As	
Kelner	 (1993)	points	 out,	 role	play	 can	be	 an	enjoyable	way	of	 ‘informal’	 assessment	 that	
could	be	used	effectively	within	a	content-based	curriculum.	Finally,	 learners	are	evaluated	
by	demonstrating	their	knowledge	of	language	and	content.	Language	is	assessed	for	a	real	
purpose	 in	 a	 real	 context,	 mainly	 focusing	 on	 students’	 communicative	 competence.	
Assessment	also	includes	engaging	learners	in	self	and	peer	assessment	processes,	aiming	to	
enhance	their	metacognition	and	their	longer	-	term	learning	potential.		
	
	
2.	The	project		
	
2.1.	Purpose	and	objectives	of	the	project		
	
Focus	was	equally	placed	on	English	language	and	content	development.	Therefore,	gains	in	
content-based	knowledge	as	far	as	the	island	of	Crete	is	concerned	were	also	estimated.	For	
the	purpose	of	 the	project,	 a	mini-syllabus	on	Cretan	history	was	designed,	with	 tradition	
and	 culture	 being	 at	 the	 core	 of	 the	 project.	 It	 is	 worth	 mentioning	 that	 one	 of	 the	
researchers	was	also	the	English	language	teacher	of	the	class.	The	main	goal	of	the	project	
was	 to	develop	 the	 students’	 receptive	and	productive	 skills	 in	EFL.	There	were	also	 some	
further	 objectives,	 more	 specifically	 a)	 to	 develop	 their	 cognitive	 skills	 by	 engaging	 in	
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problem-solving	situations	and	participating	 in	 inquiry	 -	based	activities	and	b)	 to	enhance	
their	 cultural	 awareness,	 by	 becoming	 acquainted	 with	 Cretan	 history,	 tradition	 and	
geography,	therefore	developing	their	respect	regarding	local	history	issues.		

	
	

2.2.	Sample	of	the	study	
	
The	CLIL	project	was	piloted	with	6th	primary	school	grade	students	(mean	age	11.5	years)	in	
the	 school	 year	 2014-2015	 in	 the	 city	 of	 Rethymnon,	 Crete.	 In	 the	 specific	 context,	 the	
content	was	used	 in	a	 foreign	 language-learning	class.	Eighteen	students,	 (12	boys,	6	girls)	
were	 the	 sample	 of	 this	 pilot	 study.	 All	 students	 were	 Greek-speaking	 and	 their	 EFL	
competency	 level	 was	 A2+	 (Elementary	 Level)	 according	 to	 the	 CEFR	 (Common	 European	
Framework	of	Reference	for	languages).	They	had	been	taught	EFL	as	a	compulsory	subject	
for	five	years,	according	to	the	Greek	pilot	primary	school	curriculum.		
	
	
3.	Project	Procedure	

	
The	CLIL	project	 lasted	for	almost	 four	months,	February	to	May,	2015.	About	40	teaching	
sessions	took	place.	Students	were	taught	English	as	a	FL	in	a	CLIL	framework	for	3	hours	per	
week.	 A	 mini	 syllabus	 was	 designed	 after	 having	 taken	 into	 consideration	 the	 students’	
perceived	needs	(Moon,	2000).	The	experimental	CLIL	syllabus	was	developed	on	the	basis	
of	criteria	 for	providing	successful	CLIL	 teaching	and	 learning,	as	suggested	by	Coyle’s	4Cs-
Framework,	while	 content,	 communication,	 cognition	 and	 culture	were	 inextricably	 linked	
(Coyle	et	al.,	2010).	Researchers	observe	that	implementing	a	CLIL	project	can	be	challenging	
for	 children,	 especially	 at	 the	 beginning	 of	 the	 learning	 process,	 presupposing	 support,	
appropriate	materials,	scaffolding	depending	on	the	various	subjects,	authentic	environment	
and	constructive	feedback	on	the	part	of	the	teacher	(Gudjons,	2007).	Drawing	attention	to	
the	research	data,	scaffolding	learning	to	help	students	cope	with	input	of	all	sorts	received	
particular	attention	during	the	present	small	scale	pilot	intervention.	Furthermore,	language	
learning	strategies	training,	along	with	promoting	the	development	of	higher	order	thinking	
skills	 –	 understanding,	 inferring,	 connecting	 new	 information	 to	 already	 known	 facts	 and	
concepts,	 categorizing,	 as	well	 as	 applying	new	 information	 to	 find	 solutions	 to	problems-	
were	put	at	the	core	of	the	intervention.	Therefore,	they	were	engaged	in	numerous	inquiry-
based	activities,	where	they	were	actively	involved	in	problem-solving	activities	and	decision	
making	processes.		
	
Students	were	 provided	with	 opportunities	 to	 express	 themselves	 both	 verbally	 and	 non-
verbally	and	participate	in	a	variety	of	creative	activities	in	a	multimodal	teaching	context.	In	
addition,	 the	 provision	 of	 multimodal	 input	 allowed	 for	 the	 production	 of	 highly	
differentiated	materials	to	accommodate	different	learning	styles.	All	in	all,	the	project	was	
implemented	in	a	task-based	language	learning	(TBL)	context,	where	participants	were	given	
opportunities	 to	 role	 play	 and	present	 their	 creative	work	 in	 class,	 producing	 several	 final	
products.	 In	 such	 a	 learning	 framework	 game-like	 activities	 were	 also	 utilized	 as	 learning	
tools,	 as	 learners	 seem	 to	 learn	 more	 easily	 in	 a	 “relaxed”	 and	 pleasant	 learning	
environment,	 where	 they	 can	 express	 themselves	 creatively	 (Duong	 2008;	 Griva	 &	
Semoglou,	 2013;	 Luong	 2009,).	 Portfolios	 containing	 students’	 creative	 and	 written	 work	
were	also	kept	throughout	the	project	(Little	&	Perclová,	2001).	
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3.1.	The	mini	syllabus		
	
The	 mini-syllabus	 designed	 consisted	 of	 five	 broad	 thematic	 areas,	 while	 each	 of	 the	
thematic	areas	consisted	of	several	units,	as	shown	below,	which	learners	processed	in	pairs	
or	groups.		
	
a)	Geographical	features	of	the	Cretan	districts	

Cretan	Districts	
Points	of	interest	
Mountains,	Beaches,	Lakes	

b)	History	and	culture	in	Crete	
Historical	events	
Great	Cretan	historical	personalities	
Cultures	developed	on	the	island	
Museums	and	archaeological	sites	

c)	Traditional	Cretan	products	and	diet	
Cretan	herbs	and	plants		
Cretan	products	
Cretan	recipes	

c)	Cretan	music	and	dance	tradition		
Cretan	musical	instruments		
Cretan	musicians		
Cretan	traditional	songs	

d)	Tourism	in	Crete	
Touristic	areas	
Touristic	activities	
The	importance	of	tourism	for	the	island.	

	
3.2.	Implementation	of	the	project	
	
The	project	procedure	went	through	the	following	basic	stages,	implemented	for	each	of	the	
units	of	the	broad	thematic	areas	mentioned	above:	
	
(a)	Pre-stage	
	
The	 basic	 purpose	 of	 this	 stage	 was	 to	 activate	 students’	 background	 knowledge	 and	 to	
introduce	them	to	the	topic	and	task	in	a	multisensory	learning	environment.	The	students	
were	engaged	in	activities	related	to	the	specific	vocabulary	of	the	topic	and	the	content	of	
the	 reading	 text	 in	 a	multisensory	 context.	 Dörnyei	 (2001)	 emphasizes	 the	 importance	 of	
presenting	a	task	in	a	way	that	motivates	learners	and	he	also	suggests	that	task	preparation	
should	 involve	 strategies	 for	 whetting	 students’	 appetite	 to	 perform	 the	 task.	 Therefore,	
multimodal	 material	 was	 used	 to	 arouse	 their	 interest	 (PowerPoint	 presentations,	
audiovisual	material,	 PCs,	 digital	maps,	 interactive	whiteboard).	Moreover,	 it	was	 used	 to	
create	a	framework	where	students	could	enhance	their	interest	and	participation,	practice	
the	target	language	and	learn	the	content	-	aspects	of	Cretan	history,	tradition	and	culture	in	
a	natural	way	(Short	et	al.,	1996).	
	
In	the	present	project,	students	were	encouraged	to	watch	relevant	videos,	pictures,	maps,	
guide	 books,	 tourist	 brochures	 etc.	 containing	 information	 in	 the	 target	 language.	 Thus,	 a	
multimodal	 and	 multisensory	 environment	 was	 created,	 where	 learners	 were	 invited	 to	
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work	in	groups	in	order	to	brainstorm	ideas	and	take	notes	regarding	the	topic	of	each	unit.	
Therefore,	 content	 specific	 vocabulary	 to	 be	 learned	was	 introduced,	 usually	 through	 in	 -	
group	exchange	of	ideas,	negotiation	of	meaning	and	whole	class	discussion,	where	students	
familiarized	with	content-specific	vocabulary.	Scaffolding	on	the	part	of	teacher	was	aimed	
at	enabling	students	to	express	themselves	in	the	target	language.		

	
(b)	Task-cycle		
	
In	 the	main	 stage	 of	 the	 session	 students	 were	 given	 opportunities	 to	 communicate	 and	
interact	 in	 order	 to	 process	 multimodal	 material	 by	 working	 in	 groups	 accomplishing	 a	
common	 task.	 They	 were	 encouraged	 to	 help	 each	 other,	 interact	 and	 cooperate	 during	
problem-solving,	 with	 the	 aim	 of	 maximizing	 opportunities	 for	 meaningful	 interaction	
though	 cooperation	 and	 inquiry	 -	 based	 learning	 (Scott	 &	 Ytreberg,	 1994).	 Emphasis	 was	
placed	 on	 enabling	 them	 to	 learn	 and	 use	 the	 FL	 indirectly	 through	 having	 fun	 and	
communicating	 in	 it.	 In	 addition,	 their	 oral	 and	 written	 works	 were	 the	 product	 of	 their	
group	cooperation	and	interaction.		
	
By	taking	turns,	negotiating	meaning	and	learning	how	to	cooperate	and	communicate	in	a	
group,	they	became	able	to	perform	a	wide	range	of	 language	functions,	through	agreeing	
and	 disagreeing,	 asking	 for,	 giving	 or	 repeating	 information,	 discussing,	 reviewing,	making	
comparisons,	 as	 well	 as	 suggesting	 solutions	 to	 problems.	 In	 that	 way	 they	 gradually	
employed	 a	 number	 of	 cognitive	 and	 metacognitive	 strategies.	 As	 Willis	 (1996)	 suggests	
there	should	be	a	“natural	conclusion	of	the	task	cycle”,	where	children	are	encouraged	to	
orally	 present	 a	 report	 on	 how	 they	 performed	 the	 task	 or	 on	 how	 they	 solved	 the	
‘problem’.		
	
On	 the	 part	 of	 the	 teacher	 attention	 was	 paid	 to	 support	 learners	 in	 using	 language	 for	
authentic	and	communicative	purposes.	After	 the	completion	of	 the	 task,	 the	members	of	
each	group	reported	on	their	work	and	presented	it	in	class,	explaining	the	various	aspects	
of	it	in	the	target	language.	The	teacher	also	encouraged	learners	to	reflect	on	their	work,	to	
monitor	and	evaluate	their	learning,	therefore	enhancing	their	metacognition	and	motivated	
them	 to	 reflect	 on	 how	 they	 can	 improve	 their	 performance.	 All	 in	 all,	 the	 teacher	 -	
researcher	was	the	facilitator	and	coordinator	of	students’	work,	creating	opportunities	for	
students’	 active	 participation	 in	 a	 relaxed	 and	 playful	 learning	 environment	 and	 helping	
them	overcome	problems	arising	during	group	work	(Griva	&	Semoglou,	2013).		

	
In	the	present	project	the	participants	managed	to	create	and	present	a	variety	of	products.	
A	representative	sample	of	their	work	contains	the	following:	
	

- posters	and	brochures	made	of	paper	(pictures	1,	2)	
- a	foam	map	of	Crete,	containing	points	of	interest	(picture	3)	
- short	written	traditional	Cretan	songs		
- a	guide	book	(picture	4)	
- mosaics	(pictures	5,6).		
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Pictures	1	and	2:	Maps,	brochures	and	posters	made	of	paper.	
	
	

	
	

Picture	3:	A	foam	map	of	Crete.	
	
	

	
	

Picture	4:	“Pages”	from	the	students’	guide	book.	
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Pictures	5,	6:	The	Minotaur	and	Minoan	earrings	mosaics.	
	

	
(c)	the	Language	Focus	and	Feedback	Stage	
	
During	that	stage	students	presented	their	group	work	in	class.	In	that	way	they	were	given	
opportunities	 to	 further	 practise	 their	 oral	 skills	 and	 use	 the	 vocabulary	 acquired.	 They	
exchanged	views,	discussed	what	 their	 classmates	presented,	 communicated	 their	 feelings	
and	ideas.	Furthermore,	they	participated	in	a	variety	of	physical	activities	and	games,	such	
as:	
	

- Role	play	games	between	groups,	where	a	group	of	students-tourists	meet	another	
group	of	locals;		

- Planting	plants	and	herbs	in	the	school’s	yard	(picture	7);	
- Simulation	 games	 during	 visits	 to	 some	 of	 the	 island’s	 folklore	 and	 archaeological	

museums	(picture	8).		
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Picture	7:	Planting	plants	and	herbs	in	the	school’s	yard.	
	
	

	
	

Picture	8:	Visiting	a	Folklore	Museum.	
	
	
Regarding	visits	to	places	outside	school,	such	as	museums	and	sites,	students	were	engaged	
in	 experiential	 learning	 activities	 and	 used	 foreign	 language	 for	 authentic	 and	
communicative	 purposes,	while	 interacting	 and	 cooperating	with	 peers	 (Scott	&	 Ytreberg,	
1994).	Learners	were	asked	to	fill	in	task	sheets	after	their	out	of	school	activities	and	then	
present	 the	 information	 in	 class	 and	 share	 their	 records	 and	 experiences	 with	 the	 other	
groups,	both	orally	and	in	written	speech,	and	in	general	to	reflect	on	their	learning	and	the	
learning	process.		

	
During	 that	 stage,	 the	 teacher	 gave	 feedback	 on	 the	 content	 and	 reviewed	 what	 was	
presented.	 Learners	 were	 also	 assessed	 by	 the	 teacher	 through	 their	 participation	 and	
language	competence	during	activities.	In	addition,	participants	were	also	asked	to	evaluate	
peers	 as	 well	 as	 themselves,	 becoming	 acquainted	with	 alternative	 assessment	 processes	
such	 as	 peer/self-assessment.	 As	 researchers	 observe,	 peer/self	 -	 assessment	 provides	
teacher	 with	 accurate	 judgments	 of	 students'	 linguistic	 abilities,	 weaknesses	 and	
improvement	(McNamara	&	Deane,	1995).	Students	portfolios	and	the	presentation	of	their	
work	in	class	facilitated	the	recording	of	their	progress.	This	procedure,	which	was	done	with	
the	 teacher’s	 support,	motivated	 learners	 to	 set	 and	 achieve	 their	 personal	 learning	 goals	
together	with	the	accomplishment	of	the	group’s	goals.		

	
3.3.	Evaluation	of	the	project	
	
An	evaluation	process,	both	summative	and	formative	with	a	major	focus	on	the	formative	
process,	 was	 conducted	 in	 order	 to	 record	 the	 feasibility	 of	 the	 project.	 The	 instruments	
used	were	a)	a	teacher-researcher’s	journal	and	b)	students’	interviews.	Since	journal	is	easy	
to	be	used	and	allows	 for	great	 flexibility	 in	 the	process	of	documenting	classroom	events	
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and	 teaching	 situations	 (Mackey	&	Gass,	 2005),	 journal	 entries	were	 kept	 by	 the	 teacher-
researcher	 after	 the	 completion	 of	 every	 one	 of	 the	 project’s	 sessions.	 Moreover,	 the	
structured	 interviews	 offered	 insights	 into	 the	 students’	 attitudes	 towards	 the	
implementation	of	the	CLIL	project	upon	its	completion.		
	
3.3.1.	Teacher/	researcher	journal	records	
	
The	 journals	 kept	 were	 thought	 to	 be	 central	 in	monitoring	 the	 interventions	 in	 the	 CLIL	
classroom.	Concerning	 the	 form	of	 the	researcher’s	 journal,	 it	was	based	on	the	questions	
for	 journal	 keeping	 offered	 by	 Richards	 and	 Lockhart	 (1994),	 and	 it	 was	 designed	 around	
three	axes	of	questions	related	to:	a)	the	teaching	process,	b)	children’s	behavior	during	the	
project	and	c)	the	researcher’s	reflection	on	the	project.		
	
The	qualitative	analysis	of	 the	 journal	entries	 resulted	 into	 four	 typologies,	namely	a)	CLIL	
Procedure,	 b)	 TBL	 framework,	 c)	 teacher’s	 role	 and	 students’	 attitude	 and	 d)	 overall	
reflection	on	the	project,	each	one	encompassing	a	number	of	categories	and	subcategories	
(Table	1),	as	presented	below:		

	
	
Typologies	 Categories	 Subcategories	
CLIL	Procedure	 Teaching	context		 i.Task-based	framework	

ii.Game-based	framework	
iii.Multimodal/multisensory	
environment	

Methods	and	activities	 i.Brainstorming	

ii.Whole	class	discussion	
iii.Creative	activities		
iv.	Games	and	physical	activities	
v.	Presentations	

	i.	Posters,	maps,	guide	books	
Aids	 ii.	Information	Technologies	

i.	Pair/group	work	
ii.Individual	work	

Τask-based	framework		 Ways	of	working		 iii.Intergroup	 cooperation	 and	
interaction	
iv.	Cooperation	between		
teacher-class	
i.Code	switching	L1/FL	
ii.Mainly	FL	use	

Language	 of	
Communication	
	

iii.Nonverbal	communication	

i.Effective	 cooperation	 in	 game-like/	
physical	activities	

	
Cooperation	 and	
interaction	

ii.Effective	 cooperation	 in	 creative	
activities	
iii.	Exchanging	ideas	in	finding	solutions		
iv.	Negotiating	meaning	
v.	Elaborating	on	their	view	
i.	Encouragement	
ii.Scaffolding	

Teacher’s	 Role	 and	 Provision	of	 iii.Guidance	
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Students’	Attitude	
	
	

Assistance	 iv.	Organizing	students’		
work	according	to	their	interests		
i.Interest	 in	 group	 interaction	 and	
cooperation	
ii.Resolving	conflicts	in	a	group	

Students’	
Behavior	

iii.	Respect	of	turn	taking	

	 	 iv.Interest	in	games	
v.Interest	in	participating	in		
experiential	activities	
	
i.	 Students’	 difficulty	 in	 specific	
vocabulary		
ii.Students’	 difficulty	 in	 understanding	
certain	concepts		
iii.	Students’	difficulty	in	
receptive	skills		

Overall	 reflection	 on	 the	
project	

Problems	
Encountered	

iv.	Students’	difficulty	in		
productive	skills		

	

i.	Use	of	target	language	for	
communication		
ii.	Social	skills	development	
iii.	Acquiring		
content	-specific	vocabulary	

Learning	Outcomes	 iv.Developing	 content-specific	
knowledge	
v.	Pleasurable	learning		

	
Table	1:	Typologies,	categories	and	subcategories	of	journal	entries.	

	
The	 results	 from	 the	 teacher-researcher’s	 journals	 indicated	 that	 the	 students	 had	 the	
opportunity	 to	work	 in	a	variety	of	 teaching	contexts	and	engage	 in	a	number	of	different	
types	 of	 interaction,	 using	 the	 FL	 for	 authentic	 communication.	 The	 learning	 environment	
created	 was	 multimodal,	 stimulating	 students’	 interest	 in	 acquiring	 both	 the	 FL	 and	 the	
content	specific	knowledge.	Students	 learned	and	consolidated	content	specific	vocabulary	
through	 purposeful	 communication	 in	 class.	 During	 the	 creative,	 physical	 and	 experiential	
activities	they	were	given	opportunities	to	interact	both	verbally	and	non-verbally	and	group	
work	 was	 enhanced.	 Finally,	 they	 developed	 a	 positive	 attitude	 towards	 the	 FL	 and	 their	
local	history	as	well.	
	

Regarding	 the	 teacher-researcher,	 she	worked	as	 a	 facilitator	 of	 students’	work,	providing	
and	 organizing	meaningful	 activities	 assuming	 the	 role	 of	 a	mediator	 (Williams	&	 Burden,	
1997).Concerning	students’	behavior,	 they	seemed	to	experience	 learning	as	a	pleasurable	
process	 because	 in	 this	 TBL	 context,	 FL	 operated	 as	 a	 means	 of	 communication	 in	 a	
meaningful	 and	 purposeful	 way	 and	 not	 as	 a	 separate	 subject	 in	 the	 school	 curriculum.	
Therefore	 students	 had	 fun	 combined	 with	 learning	 at	 the	 same	 time,	 as	 they	 actively	
participated	in	experiential	and	game-like	learning	activities.		
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Concerning	 problems	 encountered,	 children	 seemed	 to	 have	 some	 problems	 in	
understanding	 specific	 vocabulary	 or	 certain	 contexts	 but	 they	 eventually	 managed	 to	
acquire	content-specific	vocabulary	and	develop	content-specific	knowledge.		

	
3.3.2.	Students’	interviews		
	
Structured	 interviews	 were	 conducted	 to	 collect	 information	 about	 the	 participants’	
attitudes	in	relation	to	the	CLIL	project	implementation.	The	researchers	aimed	at	identifying	
the	 extent	 to	 which	 the	 interventions	 responded	 to	 students’	 interests	 and	 expectations.	
The	students	were	encouraged	to	answer	the	following	categories	of	questions:		

	
• What	did	you	like	most	about	the	project?	
• What	were	the	main	difficulties	you	encountered	during	the	project?	
• What	could	have	been	done	in	a	different	way?		
• What	did	you	learn	that	was	new?	

	
The	qualitative	analysis	of	the	student	interview	data	revealed	a	generally	positive	attitude	
towards	the	CLIL	project.	Students’	views	are	summarized	below.		
	
Question:	What	did	you	like	most	about	the	project?	
	
The	great	majority	of	the	students	declared	that	working	on	a	CLIL	project	was	a	pleasurable	
learning	 process.	 They	 mostly	 liked	 having	 learnt	 about	 the	 culture	 and	 history	 of	 their	
island.	Specifically,	one	of	them	stated:	“I	liked	learning	about	Crete	in	English….It	was	fun!”	
A	 great	 number	 of	 students	 showed	 preference	 to	 the	 game-like	 activities	 as	 well	 as	 the	
experiential	activities	as	stated	by	two	of	them:	“I	liked	playing	games	in	class.	I	have	never	
done	 this	 before	 in	 an	 English	 class”;	 “I	 liked	 visiting	 the	 Folklore	 Museum	 ...	 It	 was	
interesting	and	I	could	talk	about	this	in	English”.		
	
Moreover,	most	 of	 the	 students	 showed	 particular	 preference	 to	 doing	 artworks,	 such	 as	
maps,	creations	of	posters,	mosaics.	Three	students	commented	on	this	aspect	as	follows:	“I	
have	never	learnt	English	in	that	way	before.	I	liked	working	in	a	group	and	learning	together	
with	my	classmates	and	friends...”;	“I	learnt	a	lot	of	new	vocabulary..	My	classmates	helped	
me	 understand	 some	words	 and	we	worked	 together,	 I	 liked	 that,	 it	 was	 easier	 for	me”;	
“Now	I	know	some	new	and	useful	vocabulary	that	I	can	use.”	
	
Question:	What	were	the	main	difficulties	you	encountered	during	the	project?	
	
Concerning	the	difficulties	children	encountered	during	the	CLIL	project,	they	reported	that	
that	 they	 faced	 particular	 problems	 with	 the	 vocabulary	 in	 the	 authentic	 texts	 that	 they	
processed.	This	becomes	clear	 in	 this	 selection	of	 three	 students’	 comments:	 “There	were	
many	words	that	I	didn’t	know	when	I	searched	for	information	online	…”;	“Some	texts	were	
long	 and	 difficult…the	 words	 were	 difficult	 and	 unknown”;	 “It	 was	 difficult	 because	
information	was	too	much	and	I	had	to	be	very	critical”.	
	
Question:	What	could	have	been	done	in	a	different	way?	
	
The	great	majority	of	 the	participants	expressed	 their	 satisfaction	with	 the	project.	 This	 is	
presented	in	the	following	student’s	comment:	“I	liked	project	work.	It	was	amazing.	I	would	
like	to	participate	in	such	a	project	again	next	year”.	
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A	small	number	of	children	declared	 that	 they	would	 like	 to	participate	 in	more	game-like	
activities.	
	
Question:	What	did	you	learn	that	was	new?	
	
Most	of	the	children	mentioned	that	they	learned	how	to	cooperate	in	a	group	and	how	to	
use	 the	 FL	 for	 in	 group	 interaction.	 Three	 of	 them	 reported	 that:	 “I	 took	 part	 in	 group	
activities	…	I	learned	how	to	cooperate”;	“What	was	different	was	that	I	could	have	fun	and	
learn	 English	 in	my	 group”;	 “We	were	 doing	 together	 posters	 and	mosaics..	 I	 liked	 being	
creative	together	with	my	friends”.	
	
Learning	about	Cretan	traditions	and	culture	was	also	commented	positive	by	a	number	of	
students	 as	 presented	by	one	of	 them:	 “I	 learned	a	 lot	 of	 things	 about	Crete	 that	 I	 didn't	
know….It	was	very	interesting	and	useful	to	have	learnt	all	this	new	stuff”.		
	
4.	Discussion		
	
The	 findings	 of	 the	 current	 study,	 coming	 to	 agreement	with	 previous	 research	 (Mehisto,	
Marsh	&	 Frigols,	 2008),	 showed	 a	 significant	 improvement	 of	 the	 students’	 FL	 productive	
skills,	as	well	as	the	enhancement	of	their	content	knowledge.	In	other	words,	the	students	
benefited	from	being	provided	with	a	multi	modal	environment	to	work	in.	In	addition,	multi	
modal	material	in	the	CLIL	class	stimulated	students’	interest	and	helped	the	teacher	in	her	
effort	 to	 cater	 for	 the	 needs	 of	 students	 with	 multiple	 intelligences	 (Amstrong,	 1994;	
Gardner,	1999).		

	
It	was	 recorded	 that	 students	mainly	 used	 the	 target	 language	 for	 communication	 during	
their	interactions	and	the	presentations	of	their	work	in	class.	Students’	oral	skills	seemed	to	
be	 enhanced,	 by	 participating	 in	 a	 variety	 of	 inquiry-based,	 creative	 and	 interactive-	
cooperative	 activities.	 More	 precisely,	 they	 became	 more	 confident	 regarding	
communicating	 in	 the	target	 language.	These	data	are	 in	 line	with	the	 findings	of	previous	
studies	 having	 revealed	 CLIL	 student’s	 higher	 performance	 in	 the	 target	 language	 skills	
(Dalton-Puffer	 &	 Smit,	 2007;	 Korosidou	 &	 Griva,	 2013)	 confirming	 that	 content-based	
projects	 help	 to	 foster	 students’	 positive	 attitudes	 towards	 FL	 learning	 (Kemp,	 2003;	
Lasagabaster	 &	 Sierra	 2009).	 Additionally,	 they	 seem	 to	 motivate	 students	 to	 learn	 the	
target	language	in	real-life	settings	(Naves,	2009).		

	
Creative	and	experiential	activities	were	at	the	core	of	the	CLIL	project,	making	the	learning	
process	 more	 pleasurable	 and	 simultaneously	 offering	 opportunities	 for	 cooperation.	
Students	 used	 language	 for	 purposeful	 communication,	 taking	 part	 in	 role-plays,	 in	 group	
discussions	and	had	ample	opportunities	to	negotiate	meaning	 in	order	to	solve	problems.	
This	 group	 interaction	 contributed	 to	 their	 social	 skills	 development	 (Cameron,	 2001).	
Furthermore	 previous	 studies	 also	 indicated	 that	 activity	 -	 based	 learning	 favors	 learners’	
communicative	ability	as	argued	by	Gower,	Phillips	and	Walters	(1995).		
	
The	 analysis	 of	 journal	 entries	 as	 well	 as	 the	 interview	 records	 showed	 that	 multimodal	
material	and	information	technologies	used	in	the	learning	process	motivated	learners	and	
enhanced	their	positive	attitude	towards	both	the	target	language	and	issues	of	local	history	
and	tradition.	It	has	been	also	reported	in	previous	studies	that	using	a	variety	of	activities	
and	 focusing	 on	 different	 topics	 can	 foster	 different	 learning	 styles	 and	 allow	 for	
differentiated	 learning	 (Enright	 &	 McCloskey,	 1988).	 Students	 were	 also	 reinforced	 to	
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employ	and	develop	a	number	of	helpful	strategies,	useful	both	for	their	active	participation	
in	the	CLIL	project	and	their	lifelong	learning.		

	
In	conclusion,	the	findings	provided	support	for	the	efficacy	of	CLIL	and	suggest	that	such	a	
project	 could	 be	 extensively	 introduced	 in	 the	 context	 of	 primary	 education.	 Therefore,	
launching	this	CLIL	project	on	a	wider	scale	and	for	a	longer	time	could	possibly	contribute	to	
further	developing	children’s	FL	skills.	Thus,	there	 is	the	need	for	the	specific	project	to	be	
continued	 in	 the	 future,	 involving	a	wider	sample	of	 students	and	multi	modal	material	 to	
confirm	the	results	obtained.	
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