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Much	 of	 what	 language	 educators	 do	 is	 particularly	 relevant	 to	 the	 21st	 century	 labour	
market,	particularly	when	CLIL	and	plurilingualism	are	considered	as	an	integrated	approach	
in	 instructional	contexts.	Ngũgĩ	Wa	Thiong’o’s	analysis	of	 language	as	the	 language	of	real	
life	 and	 language	 as	 carrier	 of	 culture	 (1986)	 provides	 further	 insight	 into	 a	 rationale	 for	
integrating	plurilingualism	into	CLIL,	 thereby	addressing	the	unresolved	 issue	of	the	Culture	
dimension	 in	 CLIL	 classrooms.	 Reports	 on	 an	 ECML	 project	 ConBaT+	 (2008-2011)	 are	
presented	 to	 support	 an	 educational	 reform	 based	 on	 intercultural	 understanding	 as	 we	
consider	the	diversity	of	the	classroom.	In	essence	this	languageS-sensitive	pedagogy	is	both	
a	means	and	an	end	in	achieving	pluricultural	awareness.		
	

�	
	
Πολλές	 από	 τις	 μεθόδους	 που	 ακολουθούν	 οι	 εκπαιδευτικοί	 της	 γλώσσας	 στη	 διδακτική	
πράξη	σχετίζονται	με	την	αγορά	εργασίας	του	21ου	αιώνα,	 ιδιαίτερα	όταν	η	μέθοδος	CLIL	
και	 η	 πολυγλωσσία	 θεωρούνται	 ως	 μια	 ολοκληρωμένη	 προσέγγιση	 σε	 διδακτικά	
περιβάλλοντα.	 Η	 ανάλυση	 του	 Ngũgĩ	 Wa	 Thiong’o	 για	 τη	 γλώσσα	 ως	 η	 γλώσσα	 της	
πραγματικής	ζωής	και	η	γλώσσα	ως	φορέας	πολιτισμού	(1986)	σχετίζεται	περισσότερο	με	τη	
λογική	 της	 ενσωμάτωσης	 της	 πολυγλωσσίας	 στη	 μέθοδο	 CLIL,	 ενισχύοντας	 έτσι	 την	
πολιτισμική	 διάσταση	 σε	 τάξεις	 που	 ακολουθούν	 τη	 μέθοδο	 CLIL.	 Στη	 συγκεκριμένη	
εργασία,	παρουσιάζονται	τα	έγγραφα	του	πρότζεκτ	ECML	έργο	ConBaT	+(2008-2011)	για	να	
υποστηριχθεί	 μια	 εκπαιδευτική	 μεταρρύθμιση	 που	 στηρίζεται	 στη	 διαπολιτισμική	
κατανόηση,	 καθώς	 λαμβάνουμε	 υπόψη	 την	 ποικιλομορφία	 της	 τάξης.	 Στην	 ουσία	 αυτή	 η	
παιδαγωγική	 της	 ευαισθητοποίησης	 στη/στις	 γλώσσα/γλώσσες	 αποτελεί	 ταυτόχρονα	 ένα	
μέσο	και	έναν	σκοπό	για	την	επίτευξη	της	πολυπολυτισμικής	επίγνωσης.	
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1.	Language	use:	CLIL	as	a	plurilingual	approach	
	
The	context	 for	 this	paper	 is	 the	21st	century	 in	a	global	world,	where	time	and	places	are	
marked	by	new	definitions	of	identity	not	conceived	as	one	and	fixed,	but	rather	as	diverse,	
plural	 and	 constantly	 evolving.	 This	 new	 understanding	 of	 identity	 is	 brought	 about	 by	
increased	diversity	in	society	as	well	as	the	complexity	of	solutions	required	to	solve	global	
challenges.	 In	educational	contexts	 this	 is	 reflected	by	 renewed	calls	 for	 interdisciplinarity,	
encouraging	 learners	 and	 educationalists	 to	 think	 ….	 across	 the	 boundaries	 of	 their	
disciplines,	 and	 to	 interact	with	more	 and	more	 interlocutors	 from	 diverse	 environments,	
thereby	challenging	us	to	be	….	across	socio-cultural	boundaries.	 Inevitably,	many	of	 these	
cognitive,	communicative	and	attitudinal	processes	are	channeled	through	language,	that	is,	
language	use.	
	
The	 Council	 of	 Europe	 language	 policy	 through	 the	 Common	 European	 Framework	 of	
Reference	for	Languages	(CEFR,	2001)	places	particular	emphasis	on	the	notion	of	language	
use;	 specifically,	 language	 activities	 are	 not	 conceived	 in	 isolation	 from	 other	 human	
activities	but	are	integrated	into	a	wider	social	context	in	order	to	achieve	full	meaning	and,	
ultimately,	 to	transform	the	 language	 learner	 into	a	 language	user.	 In	this	perspective,	 the	
learner/user	is	defined	as	a	social	agent:	
	

“Language	use,	embracing	language	learning,	comprises	the	actions	performed	by	
persons	who	as	individuals	and	as	social	agents	develop	a	range	of	competences,	
both	 general	 and	 in	 particular	 communicative	 language	 competences...”	 (CEFR,	
2001,	p.9).	

	
The	text	further	defines	words	such	as	competences,	whether	general	or	 language–related	
in	 terms	 of	 action:	 ‘competences….	 allow	 a	 person	 to	 perform	 actions’,	 ‘communicative	
language	 competences….	 empower	 a	 person	 to	 act….’	 within	 a	 variety	 of	 socio-culturally	
defined	contexts	and	domains	 including	the	educational,	occupational,	public	and	personal	
domains	(pp.9-10).		
		
The	 underlying	 principle	 of	 these	 definitions	 is	 that	 language,	 when	 used,	 is	 inextricably	
inherent	 to	 human	 activity,	 i.e,	 doing	 and	 making	 things,	 taking	 action,	 in	 ways	 that	 are	
particular	to	the	sociocultural	values,	beliefs	and	behaviours	transmitted	by	the	language	in	
use.	It	is	against	this	background	that	this	paper	proposes	an	initial	analysis	of	language	use	
taking	two	dimensions	 into	account:	the	 language	of	 real	 life	–	 the	 language	we	use	to	do	
things	–	and	 the	 language	as	 carrier	of	 culture	 –	 the	particular	ways	 in	which	we	 learn	 to	
achieve	these	things	(Ngũgĩ	Wa	Thiong’o,	1986).	In	addition,	language	is	also	used	to	acquire	
and	create	knowledge.		
	
However,	another	aspect	needs	 to	be	considered:	 the	notion	of	 spaces	 in-between.	These	
become	manifest	when	boundaries	 are	 crossed,	 e.g.	 the	boundaries	of	 a	discipline	and/or	
socio-cultural	 boundaries	 as	 already	mentioned.	 Bhabha	 (1994)	 describes	 these	 spaces	 as	
follows:	
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“The	‘in-between’	spaces	provide	the	terrain	for	elaborating	strategies	of	selfhood	
–singular	and	communal	–	that	initiate	new	signs	of	identity,	and	innovative	sites	
of	 collaboration,	 and	 contestation	 in	 the	 act	 of	 defining	 society	 itself.”	 (Bhabha	
1994,	pp.1-2)	

	
On	this	basis,	we	ought	to	seek	avenues	for	language	learning	and	language	use	in	the	21st	
century	 that	 provide	 ‘innovative	 sites	 of	 collaboration’	 to	 transform	 the	 language	 learner	
into	 a	 language	 user;	 consequently	 the	 language	 user	 –through	 action	 -	 becomes	 a	 social	
agent	–through	engagement	and	communication	with	others.	We	propose	that	a	plurilingual	
approach	 to	 Content	 and	 Language	 Integrated	 Learning	 (CLIL)	 through	 cross	 disciplinary	
activity	and	use	of	 languages	not	only	 reflects	 the	 reality	of	our	 times	and	our	classrooms	
but	 just	 as	 importantly,	 provides	 an	 educational	 opportunity	 for	 children	 to	 grow	 and	
acquire	 the	 attitudes,	 skills	 and	 knowledge,	 that	 are	 required	 from	 them.	 Following	 an	
overview	of	Ngũgĩ	Wa	Thiong’o’s	 (1986)	 analysis	 of	 language,	 parallels	will	 be	drawn	with	
more	contemporary	publications	by	the	British	Council;	although	these	parallels	may	seem	
ironical	-	Ngũgĩ	Wa	Thiong’o’s	Decolonising	the	Mind	represents	his	last	publication	through	
the	medium	of	English	-,	these	are	drawn	to	emphasise	the	value	placed	on	the	specificity	of	
languages	 in	 language	 use	 when	 socio-cultural	 and	 economic	 interests	 are	 considered;	
results	 of	 a	 survey	 investigating	 teachers’	 and	 students’	 attitudes	 towards	 CLIL	 and	
plurilingualism	will	be	reported	(Bernaus	et	al.	2012).	Moreover,	examples	of	a	plurilingual	
approach	to	CLIL	derived	from	the	work	of	teachers	across	Europe	who	took	part	in	a	project	
entitled	ConBaT+	(Bernaus,	Furlong,	Jonckheere	&	Kervran,	2011),	at	the	European	Centre	of	
Modern	Languages	will	also	be	presented.		
	
2.	The	language	of	real	life	
	
This	aspect	of	language	is	basic	to	the	origin	and	development	of	language	and	here,	Ngũgĩ	
Wa	Thiong’o	borrows	Marx’s	 terminology,	 i.e.,	 the	 language	of	 real	 life.	 It	 is	 the	means	of	
communication	 humans	 initially	 created	 to	 enable	 work	 and	 production	 for	 their	 own	
survival;	 this	 included	 ways	 of	 acquiring	 and	 producing	 food,	 shelter,	 clothing,	 etc.)	 to	
subsequently	 fuel	 the	 creation	 and	 control	 of	 wealth.	 In	 Ngũgĩ	 Wa	 Thiong’o’s	 words:	
‘production	 is	 co-operation,	 is	 communication,	 is	 language,	 is	 expression	 of	 a	 relation	
between	human	beings….’	(1986,	p.13).		
	
On	 this	 view,	 speech	 mirrors	 the	 language	 of	 real	 life	 because	 it	 is	 communication	 in	
production;	therefore,	production	is	only	made	possible	when	language	develops	as	a	shared	
system	of	verbal	signposts.	The	spoken	word	mediates	between	human	beings	in	the	same	
way	as	the	hand	or	the	tool	mediates	between	human	beings	and	nature.	Similarly,	through	
the	 evolution	 of	 human	 communication,	 the	 written	 word	 developed	 its	 own	 system	
reflecting	 the	 interaction	 of	 men	 between	 themselves	 and	 between	 nature.	 This	 type	 of	
communication	echoes	 the	human	 lived	experience	of	 those	who	 share	 this	 language	and	
Ngũgĩ	 Wa	 Thiong’o	 argues	 that	 when	 the	 language	 of	 real	 life,	 i.e.	 communication	 in	
production,	 combined	with	 speech	 and	written	 signs	 reflects	 the	 reality	 of	 those	who	use	
these	 signs,	 then	 there	 is	 ‘broad	 harmony	 for	 a	 child	 between	 these	 three	 aspects	 of	
communication’	(1986,	p.14).	However,	the	evolution	of	a	language	is	also	a	function	of	the	
evolution	 of	 the	 culture	 that	 created	 the	 language;	 the	 culture	 is	 the	 sum	 of	 actions,	
directions	 and	 decisions	 taken	 in	 the	 act	 of	 production	 over	 time.	 It	 is	 simply	 how	we	do	
things	and	why	we	do	them	in	certain	ways,	 in	a	continual	evolution	as	we	progress	 in	the	
world.		
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3.	Language	as	carrier	of	culture	
	
As	 mentioned	 above,	 language	 in	 use	 contains	 all	 that	 we	 need	 to	 help	 us	 to	 produce	
(something);	 it	 also	 holds	 all	 of	 our	 experiences	 acquired	 in	 particular	 contexts	 and	 over	
time.	In	itself,	language	holds	a	way	of	life	with	the	values	that	define,	for	example,	people’s	
perceptions	of	what	is	right	or	wrong,	acceptable	or	not	acceptable,	beautiful	or	ugly.	These	
values	 are	 the	 building	 blocks	 of	 individuals’	 identities	 within	 particular	 communities	 and	
these	values	are	transmitted	through	language.	It	is	in	this	manner	that	language	is	also	the	
carrier	of	culture.	Ngũgĩ	Wa	Thiong’o	proposes	three	dimensions	to	this	particular	aspect	of	
language.	The	first	aspect	is	that	culture	mirrors	the	communication	between	human	beings	
in	 their	 endeavor	 to	 produce	 and	 control	 wealth.	 One	 can	 assume	 that	 at	 the	 heart	 of	
production	and	control	of	wealth	lies	the	communication	that	takes	place	to	establish	trust	
and	principles	of	exchange	through	engagement.	 Interestingly	and	more	recently,	this	type	
of	 targeted	 communication	has	 also	 been	described	 as	 soft	 power,	 a	 term	defined	by	 the	
British	Council	in	a	publication	entitled	Influence	and	Attraction:	Culture	and	the	race	for	soft	
power	in	the	21st	century:		
	

“[Soft	power	 is	nations’]	 ability	 to	achieve	 their	 international	objectives	 through	
attraction	and	co-option	 rather	 than	 coercion	–	 in	an	effort	 to	promote	 cultural	
understanding	 and	 avoid	 cultural	 misunderstanding….	 [Where]	 ….	 cultural	
relations	 activities	 …	 move	 beyond	 simple	 cultural	 ‘projection’	 and	 towards	
mutuality,	 together	 with	 increasing	 innovation	 and	 a	 recognition	 of	 the	 role	 of	
cultural	actors	as	agents	of	social	change.”	(2013,	p.3)	

	
Moreover,	 soft	 power	 through	 cultural	 engagement	 and	 as	 a	means	 to	 achieve	 economic	
and	political	growth,	in	the	21st	century,	now	extends	beyond	the	action	of	governements	as	
the	 then	 Secretary	 of	 State	 for	 Foreign	 and	 Commonwealth	 Affairs,	 William	 Hague	
comments:	

	
“Foreign	policy	 today	 is	 no	 longer	 the	preserve	of	 governments.	 There	 is	 now	a	
mass	 of	 connections	 between	 individuals,	 civil	 society,	 businesses,	 pressure	
groups	and	charitable	organisations	which	are	also	part	of	the	relations	between	
nations.”	(British	Council,	2013,	p.2).	

	
It	 is	through	these	relations	within	and	more	so	now	across	specific	cultures	that	 language	
as	 carrier	 of	 culture	 shapes	 culture-mediated	 images	 in	 the	 human	mind	 and	 defines	 the	
extent	to	which	these	images	reflect	or	distort	reality;	these	images	shape	our	conception	of	
nature	and	nurture	and	ultimately	of	ourselves	among	others.	The	principal	vehicle	for	the	
culture-mediated	 images	 in	 our	 minds	 is	 language.	 This	 second	 aspect	 of	 language	 is	
significant	in	shaping	our	worldview.	Today,	we	operate	in	multicultural	settings	where	the	
mutuality	of	these	perceptions	becomes	crucial	in	our	successful	interaction	with	others.	
	
The	 third	 aspect	 of	 language	 as	 carrier	 of	 culture	 is	 its	 cultural	 specificity.	 While	 the	
universal	qualities	of	language	as	a	human	capacity	to	order	and	give	meaning	to	sounds	and	
words	are	acknowledged,	they	do	not	transmit	a	specific	culture.	Hence,	according	to	Ngũgĩ	
Wa	Thiong	“a	specific	culture	is	not	transmitted	through	language	in	its	universality	but	in	its	
particularity	as	the	language	of	a	specific	community	with	a	specific	history”	(1986,	p.15).	

	
In	this	regard,	UNESCO’s	world	report	on	cultural	diversity	and	intercultural	dialogue	states:	
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“Languages	mediate	our	experiences,	our	 intellectual	and	cultural	environments,	
our	modes	of	encounter	with	human	groups,	our	value	systems,	social	codes	and	
sense	of	belonging,	both	collectively	and	personally.	 […]	 In	 this	sense,	 languages	
are	not	 just	a	means	of	communication	but	 represent	 the	very	 fabric	of	cultural	
expressions,	the	carriers	of	identity,	values	and	worldviews.”	(2009,	p.12)		

	
Engaging	with	the	cultural	specificity	of	the	language	(its	sounds,	its	grammar,	its	words,	its	
style)	is	not	only	seen	as	an	embodiment	of	the	culture	that	produces	and	uses	this	language	
but	 also	 becomes	 the	 gateway	 to	 the	 establishment	 of	 trust	 between	 people.	 The	 British	
Council’s	aptly	named	Trust	Pays	report	shows	that	the	strongest	predictor	of	trust	in	the	UK	
on	the	part	of	interviewees	from	10	different	countries	is	their	ability	to	speak	English.	Two	
additional	 factors	 are	 also	mentioned:	 the	 ability	 to	make	 friends	 in	 or	 from	 the	 UK	 and	
personal	visits	to	the	UK	(2012,	p.16).	Trust	 in	this	context	 is	seen	as	key	to	economic	and	
business	benefits	(2012,	p.16).	In	this	light,	although	not	mentioned	in	this	report,	the	school	
setting	represents	the	ideal	and	obvious	terrain	for	the	development	relationships	and	trust,	
through	 language	use,	 that	 is	 languageS	of	 real	 life	 and	 languageS	as	 carrier	of	 culture,	 in	
their	specificity.	
	
To	sum	up,	so	far	we	have	seen	that	two	dimensions	characterise	language:	(1)	the	language	
of	real	life	associated	with	human	activity	to	create	and	produce;	(2)	language	use	as	carrier	
of	 culture	 guiding	 the	direction	of	 this	human	activity,	which	 in	 turn	helps	 to	 shape	 socio-
cultural	 values,	 ultimately	 becoming	 a	 composite	 of	 the	 identity	 of	 the	 language	 user.	
However,	 when	 the	 language	 of	 real	 life	 does	 not	 connect	 with	 language	 as	 carrier	 of	
culture,	 the	 context	 for	 language	 use	 becomes	 somewhat	 dysfunctional.	 As	 we	 consider	
Irish,	a	recent	report	on	the	usage	of	Irish	in	the	Gaeltacht	suggests	that	‘the	Irish	language	
has	 contracted	 as	 a	 community	 language	 in	 the	 Gaeltacht,	 especially	 in	 the	 strongest	
Gaeltacht	areas’	(2015).	Moreover,	the	report	predicts	that	Irish,	as	a	community	language,	
will	not	be	used	as	the	primary	medium	of	communication	by	the	next	decade.	The	report	
also	notes	that	Irish	will	be	confined	to	school	settings	and	academia.	This	is	confirmed	by	a	
recent	Economic	and	Social	Research	 Institute	publication	 (August	2015)	 showing	 that	 the	
Irish	medium	sector	in	education	is	consistently	growing	in	the	Republic	of	Ireland	(p.24)	and	
in	Northern	Ireland	(p.39).	
	
Without	underestimating	 the	challenges	 facing	 Irish	usage	 in	 the	wider	community,	 school	
settings	are	also	places	of	communities	at	work,	carrying	particular	value	systems	(see	also	
Darmody	 &	 Daly,	 2015).	 In	 other	 words,	 both	 the	 language	 of	 real	 life	 and	 language	 as	
carrier	 of	 culture	 are	 used	 and	 define	 these	 particular	 environments;	 hence,	 there	 is	 no	
reason	why	 languages	 in	 their	 specificity,	 combined	with	 their	 communicative	 and	 value-
making	attributes	cannot	be	used	to	enhance	communication	in	production	to	carry	out	the	
work	of	a	multi-faceted	learning	community.	In	this	regard,	much	has	been	done	to	address	
this	 question	 through	 Content	 and	 Language	 Integrated	 Learning	 (CLIL)	 as	 well	 as	
Plurilingualism.	 The	 combination	 of	 the	 two	 approaches	 advocates	 the	 learning	 of	 school	
subjects	through	languages	other	than	the	dominant	language	of	the	school	or	even	of	the	
wider	 community.	 In	 other	 words,	 by	 using	 spaces	 in-between	 created	 as	 a	 result	 of	 the	
segregation	 of	 academic	 subjects,	 e.g.	 science	 -	 Irish	 or	 Geography	 -	 French	 ,	 new	 and	
innovative	learning/working	contexts	emerge:	thinking	and	being	across	boundaries	become	
tangible	and	relevant	as	the	gap	between	the	language	of	real	life	and	language	as	carrier	of	
culture	is	meaningfully	bridged.		
	
Such	an	approach	also	addresses	 the	question	of	 the	 integration	of	Culture	 in	a	CLIL	class;	
many	CLIL	advocates	do	not	perceive	an	automatic	place	for	culture	in	CLIL	and	this	in	spite	
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of	Culture	being	acknowleged	as	one	of	 the	pillars	of	a	successful	CLIL	experience;	Dalton-
Puffer	 (2009,	 p.211)	 proposes	 that	 “a	 learning	 space	 for	 intercultural	 competence	 is	 not	
automatically	present	in	CLIL	classrooms”,	Coyle	(2009,	p.122)	describes	the	potential	of	CLIL	
to	add	value	to	 intercultural	 learning	and	Ball	and	Lindsay	(2010)	state	that	CLIL	 is	not	the	
purveyor	 of	 culture	 (October	 2010,	 Factworld	 forum).	 However,	 as	 explained	 above,	
language	 as	 communication	 and	 as	 culture	 are	 products	 of	 each	 other,	 therefore,	
communication	creates	culture	and	culture	becomes	a	means	of	communication	(Ngũgĩ	Wa	
Thiong’o,	 1986,	 p.15).	 In	 this	 light,	 any	 subject	 may	 introduce	 not	 just	 a	 bilingual	 but	 a	
plurilingual	aspect	to	the	content.		
	
4.	A	European	plurilingual	CLIL	project	
	
In	 concrete	 terms,	 learning	 and	 teaching	 applications	 of	 plurilingual	 CLIL	 have	 been	
developed	principally	in	European	contexts	through	the	work	of	several	projects,	sponsored	
by	the	European	Centre	of	Modern	Languages,	such	as	Language	Educator	Awareness	(LEA	
2004-2007)	and	Content	Based	Teaching	and	Plurilingualism	(ConBaT+	2008-2011).		
	
The	overarching	aims	of	these	projects	were:	
	

• To	create	materials	for	language	teacher	training,	aiming	to	build	up	language	and	
cultural	awareness;	

• To	raise	awareness	of	diversity	as	a	key	element	of	society;	
• To	 develop	 positive	 attitudes	 among	 language	 teachers	 &	 trainees	 towards	 all	

other	languages	as	well	as	their	speakers;	
• To	enrich	 language	 teacher	 education	with	 the	potential	 to	 exploit	 linguistic	 and	

cultural	diversity	at	individual	and	social	levels;	
• To	facilitate	curricular	changes	aimed	at	incorporating	plurilingual	and	pluricultural	

awareness	into	language	classes.	
	

More	 specifically,	 plurilingual	 competence	 among	 teachers	 and	 their	 pupils	 was	 targeted.	
The	teaching	materials	considered	all	language	skills	so	as	to	enable	learners	and	teachers	to	
access	content	as	well	as	use	language/s	in	a	meaningful	way.	Language	learning	strategies	
were	 activated	and	 included	 reading	 strategies,	writing	 strategies,	 speaking	 strategies	 and	
listening	strategies.	This	plurilingual	approach	offers	additional	cognitive	challenges	to	those	
normally	 associated	 with	 content	 alone	 while	 learners	 are	 encouraged	 to	 become	
autonomous	and	inquisitive.	
	
Teachers	 were	 also	 empowered	 to	 create	 quality	 cross-curricular	 materials	 in	 English,	
French,	and	Spanish,	as	an	L2,	 for	primary	and	secondary	 school	 learners.	These	materials	
allow	 pupils	 to	 experience	 the	 language	 differently	 as	 well	 as	 view	 the	 content	 from	 a	
different	 perspective.	 Moreover,	 the	 student	 grows	 from	 being	 a	 language	 learner	 to	
becoming	a	 language	user	which	makes	learning	the	content	and	the	language	much	more	
attractive	and	motivating.	
	
The	 languages	 and	 cultures	 present	 in	 the	 classroom	 were	 integrated	 into	 a	 number	 of	
subjects	 because	 the	 linguistic	 and	 cultural	 diversity	 that	 exists	 in	 our	 classrooms	 can	 no	
longer	be	ignored	by	educational	practitioners.	Therefore,	the	impact	of	teachers	providing	
opportunities	for	this	diversity	to	be	heard	by	all	cannot	be	overestimated;	 in	this	context,	
the	materials	of	ConBaT+	provide	teachers	with	the	opportunity	to	use	other	languages	and	
empower	the	practitioner	to	 introduce	and	use	the	 languages	of	 the	class.	When	 learners’	
linguistic	repertoires	are	encouraged	in	the	classroom,	the	linguistic	and	cultural	experiences	



Furlong	and	Bernaus	/	Research	Papers	in	Language	Teaching	and	Learning	8/1	(2017)	34-43	

	

40	

of	each	and	everyone	emerge	naturally.	 In	 this	 light,	plurilingualism	 is	a	useful	 instrument	
for	 the	 initiation	 of	 intercultural	 dialogue	 and	 the	 development	 of	 language	 learning	
strategies.	 Finally,	 plurilingualism	 creates	 a	 forum	 for	 the	 languages	 of	 the	 class	 that,	 so	
often,	remain	unheard	and	unknown	by	the	school	community.	
	
In	ConBaT+,	teachers	were	also	motivated	to	 impact	on	a	reform	of	 language	 learning	and	
teaching.	Ólöf	Olafsdóttir	(2011),	states	that:		
	

“to	 impact	on	a	 reform	every	 teacher	needs	 to	have	 the	 transversal	knowledge,	
skills	and	attitudes	that	enable	him	or	her	to	become	a	“facilitator”	or	a	“guide”	
who	 can	 steer	 the	 learning	 process	 of	 his	 or	 her	 students.	 Teachers	 need	 to	
encourage	learners’	independence,	their	creativity,	self-reliance	and	self-criticism,	
help	 them	to	 learn	 to	debate	and	negotiate	and	 to	 take	part	 in	decision-making	
processes.	For	education	is	not	only	about	knowing,	it	is	also	about	knowing	how	
to	 be	 and	 knowing	 what	 to	 do.	 Our	 education	 systems	 continue	 to	 reproduce	
patterns	 in	 education	 that	 focus	 mostly	 on	 the	 transmission	 of	 knowledge	 and	
preparation	 for	 employment,	 forgetting	 that	 the	 aims	 of	 education	 are	 also	
preparation	for	life	as	active	citizens,	personal	development	and	the	maintenance,	
in	a	lifelong	perspective,	of	a	broad	and	advanced	knowledge	base.”	(p.	7-8).		

	
Those	recommendations	should	be	taken	into	consideration	by	teachers,	administrators	and	
educational	 authorities	 in	 order	 to	 impact	 on	 a	 real	 reform	 of	 language	 learning	 and	
teaching.	
	
4.1	Survey	Results	
	
As	part	of	 the	CONBAT+	project,	a	 survey	was	developed	 to	 study	 teachers’	and	students’	
attitudes	 toward	 content-based	 teaching	 and	 plurlingualism.	 The	 survey	 has	 32	 items	 and	
was	 administered	 in	 12	 countries	 (Armenia,	 Belgium,	 Bulgaria,	 Czech	 Republic,	 France,	
Finland,	 Greece,	 Netherlands,	 Poland,	 Romania,	 Spain,	 and	 Sweden).	 The	 data	 were	
gathered	from	74	teachers	and	558	students.		
	
The	pilot	survey	shows	that	three	factors	underlie	the	items	in	the	questionnaire:	Attitudes	
toward	CONBAT+,	Acceptance	of	 its	approach,	and	Satisfaction	with	the	schools	where	the	
program	 materials	 were	 developed.	 Both	 students	 and	 teachers	 expressed	 positive	
attitudes,	 acceptance	 and	 satisfaction.	 There	 was	 a	 slight	 tendency	 for	 boys	 to	 be	 less	
positive	 than	girls	and	 teachers	might	wish	 to	consider	 the	differences	between	boys’	and	
girls’	reactions	to	the	program	materials.	If	there	is	an	overall	conclusion	emerging	from	the	
data	 analysis,	 it	 is	 that	 attitudes	 toward	 content-based	 and	 plurilingual	 approaches	 to	
learning	 are	 positive,	 among	 both	 students	 and	 teachers.	 Therefore,	 we	 believe	 that	
students	and	teachers	will	be	receptive	to	the	CONBAT+	materials.	
	
5.	Plurilingual	cross-curricular	materials	
	
Several	applications	of	 the	development	of	plurilingual	competence,	 in	 the	 form	of	quality	
cross-curricular	materials	in	order	to	impact	on	educational	reform	of	language	learning	and	
teaching	 can	 be	 found	 below.	 The	 tasks	 proposed	 represent	 the	 three	 main	 education	
sectors	and	were	developed	by	teachers	and	project	coordinators	in	the	ConBaT+	initiative:	
	
The	 first	 example	 comes	 from	 the	 primary	 education	 sector	 and	 focuses	 on	 language	
awareness	and	the	origin	of	the	following	words	in	a	Geography	class:	
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Look	for	the	meaning	of	these	words	in	a	dictionary	and	try	to	guess	
the	language	they	are	borrowed	from:	
	

n avalanche:	…………………………	
n canyon:	…………………………	
n fjord:	…………………………	
n geyser:	…………………………	
n golf:	…………………………	
n iceberg:	…………………………	
n jungle:	…………………………	
n toundra:	…………………………	

	
(from	Motion	in	the	Ocean	by	Martine	Kervran)	
	

	
	
Another	example,	this	time	from	post-primary	level,	combines	Mathematics,	Music	and	
Languages	where	students	are	invited	to	mention	languages	they	speak	and/or	know	as	well	
as	become	aware	of	imported	words	in	the	world	of	music	and	maths.	
	
	

	
	
The	plurilingual	 text	below	 is	used	at	university	 level	 in	a	 French	and	Marketing	 class;	 the	
traditional	blanks	 in	 the	 text	are	 replaced	by	 the	 languages	of	 the	 class,	here,	 English	and	
Irish;	 on	 other	 occasions,	 the	 languages	 of	 the	 class	 included	 Arabic	 and	 this	 was	
represented	in	the	text.	The	outcome	of	this	particular	task	makes	the	work	interesting	and	
integrates	the	speakers	of	these	languages	in	the	learning	community;	to	create	this	activity,	
teachers	simply	use	the	human	resources	of	their	class:	

	
Allegro,	π,	mezzo	forte,	ß,	Lied	…	.		
	
Can	you	think	of	languages	and	cultures	that	are	important	in	the	world	of	music?	And	in	the	
world	of	maths?	
	
In	some	of	the	expert	cards	some	languages	and	cultures	are	mentioned.	In	teams,	take	one	of	
the	languages	you	consider	important	in	the	world	of	music,	and	make	a	new	expert	card	which	
contains	new	relations	between	music	and/or	maths	and	the	new	language	you	have	chosen.	
	
What	about	your	mother	tongue?	And	what	about	other	languages	you	may	know?	
	
Taking	everything	you	have	learnt	in	this	first	and	second	part	of	the	project,	think	of	how	many	
of	these	new	music	and	maths	concepts	you	can	say	in	the	languages	you	know.	Make	a	word	
cloud	like	the	one	in	activity	1.	You	can	use	the	online	tool	Wordle	(www.wordle.com).	
	
(from	“A	symphony	of	fractions”	by	Oriol	Pallares	and	Carlota	Petit	in	http://conbat.ecml.at	)	
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6.	Conclusion		
	
This	paper	proposed	 that	 language	use	 implies	not	only	 language	 to	 communicate	 for	 the	
production	 of	 particular	 outcomes	 but	 that	 inherent	 to	 such	 activities,	 lies	 language	 as	
carrier	 of	 culture;	 one	 is	 the	 product	 of	 the	 other	 (Ngũgĩ	Wa	 Thiong’o,	 1986);	 moreover,	
while	the	world	is	becoming	‘an	arena	of	exchange	and	mutual	learning’	for	mutual	benefit	
(British	Council	2013,	p.35),	so	are	our	classrooms.	By	experiencing	the	 languages	of	peers	
within	particular	CLIL	 tasks,	or	by	 raising	awareness	of	 languages,	we	are	 in	effect	actively	
acknowledging	 the	 dynamic	 cultural	 composites	 constitutive	 of	 the	 class	 identity	 and	
applying	 the	 concept	 of	mutuality.	 A	 CLIL	 experience	 is	 about	 learning	 and	 producing	 but	
language	use	 is	 also	about	 the	development	of	positive	attitudes	 to	 the	 speakers	of	other	
languages.	 In	this	regard,	the	ConBaT+	project	and	associated	survey	results	demonstrated	
that	CLIL	can	be	approached	from	a	plurilingual	and	pluricultural	perspective.	If	many	of	us	
language	 specialists	 share	 Vygotsky’s	 analysis	 of	 thought	 and	 word,	 then	 we	 must	 also	
recognize	that	the	specificity	of	a	word	alone	contains	the	consciousness	of	its	speakers:	‘A	
word	relates	to	consciousness	as	a	living	cell	to	a	whole	organism,	as	an	atom	relates	to	the	
universe.	 A	 word	 is	 a	 microcosm	 of	 human	 consciousness’	 (1986,	 p.256).	 It	 is	 this	
consciousness,	through	words,	that	we	as	educators	must	aim	to	raise	among	our	peers	and	
learners.	
	
	
Note:	Special	thanks	to	the	editors	of	the	following	publication	for	their	kind	permission	to	
reproduce	 parts	 of	 this	 article:	 Ó	 Ceallaigh,	 T.J	 &	 Ó	 Laoire,	 M.	 (eag/eds.)	 2016	 An	
Tumoideachas:	Bua	nó	Dua?	Baile	Átha	Cliath:	COGG.	
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