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The	present	paper	aims	to	sketch	the	profile	of	CLIL	instructor	in	Greece.	By	contrast	to	most	European	
countries	where	CLIL	instructors	are	mostly	generalists	or	subject	teachers,	in	Greece	CLIL	instruction	has	
been	assigned	either	to	specialist	foreign	language	teachers	or	to	teams	of	foreign	language	and	subject	
teachers.	After	the	recent	pilot	implementation	of	CLIL	instruction	in	Greek	state	schools,	we	interviewed	
English	language	teachers,	generalist	teachers	and	subject	teachers	who	were	involved	in	CLIL	teaching,	
either	 in	primary	or	 in	secondary	schools.	Based	on	the	analysis	of	the	 interview	data,	we	are	going	to	
sketch	the	profile	of	the	CLIL	instructor	in	Greece	and	we	are	going	to	discuss	the	implications	for	teacher	
education	programmes.	
	

�	
	
Η	παρούσα	εργασία	έχει	ως	στόχο	να	σκιαγραφήσει	το	προφίλ	του	εκπαιδευτικού	της	CLIL	στην	Ελλάδα.	
Σε	 αντίθεση	 με	 τις	 περισσότερες	 ευρωπαϊκές	 χώρες,	 όπου	 οι	 εκπαιδευτικοί	 της	 CLIL	 είναι	 κυρίως	
εκπαιδευτικοί	των	γνωστικών	αντικειμένων,	στην	Ελλάδα	η	διδασκαλία	της	CLIL	έχει	ανατεθεί	είτε	σε	
εξειδικευμένους	 εκπαιδευτικούς	 ξένων	 γλωσσών	 ή	 στηρίζεται	 στη	 συνεργασία	 εκπαιδευτικών	 ξένων	
γλωσσών	και	εκπαιδευτικών	των	γνωστικών	αντικειμένων.	Μετά	την	πρόσφατη	πιλοτική	εφαρμογή	της	
διδασκαλίας	 CLIL	 στα	 ελληνικά	 δημόσια	 σχολεία,	 διεξήγαμε	 συνεντεύξεις	 με	 καθηγητές	 αγγλικής	
γλώσσας,	δασκάλους	και	καθηγητές	γνωστικών	αντικειμένων	που	συμμετείχαν	στη	διδασκαλία	της	CLIL,	
είτε	στην	πρωτοβάθμια	ή	στη	δευτεροβάθμια	εκπαίδευση.	Με	βάση	την	ανάλυση	των	δεδομένων	των	
συνεντεύξεων,	 θα	 σκιαγραφήσουμε	 το	 προφίλ	 του	 εκπαιδευτικού	 της	 CLIL	 στην	 Ελλάδα,	 και	 θα	
συζητήσουμε	τις	επιπτώσεις	για	προγράμματα	εκπαίδευσης	των	εκπαιδευτικών.		
	
	
Keywords:	CLIL	instructor,	primary	school,	secondary	school,	EFL	teacher,	subject	teacher,	Greece.	
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1.	Introduction		
	
Content	and	Language	 Integrated	Learning	(CLIL)	 is	an	umbrella	 term	that	has	been	used	to	refer	to	a	
rich	array	of	content-based	approaches	 to	 language	education.	 In	 the	majority	of	 those	approaches,	a	
language	 other	 than	 the	 language	 of	 the	 curriculum	 is	 used	 to	 teach	 school	 subjects	 other	 than	 the	
language	 lessons	 themselves	 (Eurydice,	 2006;	 Wolff,	 2002).	 This	 covers	 cases	 of	 foreign,	 regional	 or	
minority	languages.	The	teaching	of	a	foreign	language	through	content	is	definitely	not	new	in	the	field	
of	 language	 teaching.	 CLIL	 is	 in	 fact	 the	 European	 version	 of	 content-based	 instruction	 (CBI),	 usually	
associated	with	the	Canadian	immersion	programmes,	which	started	in	1965	(Cenoz,	2015;	Zaga,	2004).	
The	 overriding	 conclusion	 from	 studies	 carried	 out	 in	 the	 Canadian	 educational	 contexts	 is	 that	 the	
integration	of	L2	with	content	matter	is	more	effective	than	L2	instruction	in	isolation	(Genesee,	1994,	
as	 cited	 in	 Pérez-Cañado,	 2012).	 The	 integration	 of	 content	 and	 language	 is	 based	 on	 the	 idea	 that	
languages	are	not	learned	first	and	then	used	but	that	they	are	learned	by	being	used	(see	Genesee	&	
Lindholm-Leary,	2013).		
	
CLIL	has	been	welcomed	by	schools	and	policy	makers	in	Europe	as	a	convenient	solution	to	the	problem	
of	achieving	 the	best	possible	 learning	outcomes	within	 the	constraints	of	 the	 school	 curriculum.	This	
method	 allows	 language	 instruction	 to	 become	 more	 intensive,	 since	 it	 adds	 further	 input	 to	 that	
provided	in	the	regular	foreign	language	classes,	without	however	overloading	the	school	timetable.	In	
this	respect,	CLIL	can	be	effectively	implemented	with	several	foreign	languages	–	even	within	the	same	
educational	setting	–	and	thus	promote	plurilingualism	(cf.	Lasagabaster	&	Huguet,	2007;	White	Paper,	
1995).	Today	CLIL	is	clearly	regarded	on	the	political	level	as	the	main	strategy	for	creating	a	multilingual	
population	in	Europe.	The	EU	has	officially	recognized	its	potential	in	promoting	multilingualism	and	this	
is	obvious	 in	 important	policy	documents	 issued	 the	past	15	years	 (e.g.	European	Commission,	2008).	
Also,	 several	 CLIL	 projects	 have	 been	 funded	 by	 the	 Council	 of	 Europe	 aiming	 to	 support	 teacher	
training,	materials	development,	research	and	dissemination.		
	
CLIL	is	implemented	nowadays	at	all	educational	levels;	preschool,	primary	school,	secondary	school	and	
higher	 education.	 It	 is	 a	 flexible	 approach	 and	 has	 been	 variously	 adapted	 to	 serve	 the	 needs	 of	 the	
different	 educational	 and	 cultural	 contexts	 where	 it	 has	 been	 adopted	 (see	 also	 Lasagabaster,	 2008;	
Wolff,	 2002).	 Coyle,	 Hood	 and	 Marsh	 (2010)	 have	 referred	 to	 this	 ‘transferability’	 of	 CLIL	 across	
educational	 and	 cultural	 contexts	 as	 one	 of	 the	 reasons	 for	 its	 success.	 Coyle	 (2007)	 claims	 that	 this	
flexibility	is	both	its	strength	and	potential	weakness.	Its	strength	lies	in	the	integration	of	both	content	
and	language	learning	in	varied,	dynamic	environments	while	its	potential	weakness	lies	in	the	lack	of	a	
robust	 framework	with	 clear	 aims	 and	 projected	 outcomes	 (Coyle,	 2007,	 see	 also	 Ioannou-Georgiou,	
2012).	
	
The	major	innovation	of	the	method	is	the	emphasis	it	places	on	the	balanced	development	of	learners’	
proficiency	in	both	the	non-language	subject	and	the	language	in	which	this	is	taught.	This	however	may	
prove	 its	 greatest	 challenge	 as	 well.	 Achieving	 this	 twofold	 aim	 calls	 for	 the	 development	 of	 an	
instructional	approach,	which	promotes	 the	 teaching	of	 the	content	 subject	not	 in	a	 foreign	 language	
but	with	and	through	a	foreign	language.	Such	an	approach	requires	that	CLIL	teachers	should	take	into	
consideration	 not	 only	 how	 languages	 are	 learned	 and	 taught	 but	 the	 educational	 process	 in	 general	
(Eurydice,	 2006).	 This	multifaceted	 kind	of	 knowledge	has	 important	 implications	 for	 the	professional	
identity	of	 the	CLIL	 instructor	and	the	question	that	 is	 raised	 is	whether	 this	should	be	a	content	or	a	
language	 teacher	 (Habte-Gabr,	 2009).	 Although	 a	 lot	 has	 been	written	 about	 CLIL	 implementation	 in	
various	European	countries	and	its	 linguistic	and	cognitive	gains	for	learners	of	various	ages,	very	little	
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has	 been	 written	 about	 the	 profile	 of	 CLIL	 instructors	 (Escobar	 Urmeneta,	 2013	 being	 a	 recent	
exception).	The	present	paper	aims	to	look	into	the	profile	of	CLIL	instructors	in	Greece	as	this	has	been	
shaped	through	the	recent	CLIL	experiences	in	Greek	primary	and	secondary	education.		

	
2.	CLIL	in	Greece	
	
According	to	Eurydice	(2012,	p.	39),		

	
“In	 nearly	 all	 European	 countries,	 certain	 schools	 offer	 a	 form	 of	 education	 provision,	
according	 to	 which,	 non-language	 subjects	 are	 taught	 either	 through	 two	 different	
languages,	or	through	a	single	language	which	is	‘foreign’	according	to	the	curriculum.	This	
is	known	as	content	and	language	integrated	learning.	Only	Denmark,	Greece,	Iceland	and	
Turkey	do	not	make	this	kind	of	provision”.		

	
This	was	indeed	very	much	the	case	in	Greece	until	2010	when	CLIL	started	on	the	level	of	local	grass-
roots	 activity	 with	 the	 introduction	 of	 some	 CLIL	 instruction	 in	 a	 particular	 state	 primary	 school	 in	
Thessaloniki	 (3rd	Primary	School:	Experimental	School	of	Evosmos,	supervised	by	the	School	of	English,	
Aristotle	 University).	 This	 started	 as	 a	 pilot	 project	 and	 for	 the	 last	 6	 years	 CLIL	 has	 been	 expanding	
continuously	within	the	school	curriculum.	Currently,	 the	school	 is	unique	 in	Greece	with	regard	to	 its	
CLIL	programme.	It	has	developed	a	well-structured	CLIL	curriculum	that	runs	through	grades	1	to	6.	The	
school	subjects	that	are	offered	through	CLIL	vary	according	to	the	grade:	Physical	Education	and	Arts	
for	first	and	second	graders,	History	and	Environmental	Studies	for	third	and	fourth	graders,	Geography,	
Science,	IT	and	Religious	Education	for	fifth	and	sixth	graders.	The	CLIL	programme	runs	in	parallel	with	
an	intensive	EFL	programme	which	covers	grades	1	to	6	and	provides	5	hours	of	EFL	instruction	to	lower	
grades	and	8	hours	to	grades	3	to	6.	
	
During	the	last	couple	of	years,	CLIL	has	also	expanded	within	the	borders	of	the	country	as	a	bottom-up	
process	thanks	to	the	initiative	taken	by	the	School	of	English,	Aristotle	University,	some	school	advisors	
as	well	as	the	 invaluable	help	and	support	of	a	group	of	CLIL	teachers	working	at	the	3rd	Experimental	
Primary	school	of	Evosmos.	 It	 is	currently	practiced	on	a	pilot	basis	 in	 few	primary	schools	but	also	 in	
some	 junior	 and	 senior	 experimental	 high	 schools	 in	 various	Greek	 cities.	 Although	 to	date	 there	has	
been	no	official	recognition	of	CLIL	as	a	method	of	teaching	in	Greek	state	schools,	we	cannot	ignore	the	
enthusiasm	and	the	motivation	of	teachers	with	various	backgrounds	and	types	of	expertise	who	decide	
to	experiment	with	this	method	and	invest	time	and	effort	in	order	to	train	themselves	and	practice	it	
effectively.	 The	 Greek	 case	 sounds	 very	 similar	 to	 the	 Italian	 one,	 where,	 as	 Infante,	 Benvenuti	 and	
Lastrucci	 claim	 (2009),	 CLIL	 has	 managed	 to	 flourish	 thanks	 to	 the	 initiatives	 taken	 by	 particular	
individuals	working	in	some	Italian	educational	institutions.		

	
3.	The	CLIL	instructor	
	
There	 is	 no	 single	 blueprint	 of	 CLIL	 that	 could	 be	 applied	 in	 different	 countries	 and	 “no	model	 is	 for	
export”	(Beardsmore,	1993,	p.	39);	consequently	there	is	not	a	single	CLIL	instructor	profile	that	would	
apply	in	all	CLIL	contexts.	In	most	European	countries	teachers	do	not	need	special	qualifications	to	work	
in	CLIL-type	provision	(Eurydice,	2008)	but	they	are	normally	non-native	speakers	of	the	target	language	
and	 are	 usually	 content	 rather	 than	 foreign	 language	 educators	 (Dalton-Puffer	 &	 Smit,	 2013).	 Such	
choices	are	obviously	 related	 to	 local	policies	 but	 also	 to	well	 established	practices	 in	most	European	
countries	where,	at	least	in	primary	education,	languages	are	usually	taught	by	the	generalist	teachers.	
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By	contrast	to	those	countries,	the	CLIL	model	in	Greece	seems	to	give	priority	to	the	foreign	language	
specialisation	and	qualifications	of	CLIL	 instructors:	As	 far	as	 the	primary	education	 is	 concerned,	CLIL	
has	been	implemented	mainly	by	specialist	English	language	teachers,	while	in	secondary	education,	co-
teaching	between	the	English	language	instructor	and	the	subject	teacher	is	the	rule.	These	choices	are	
related	to	the	equal	emphasis	we	wish	to	place	on	the	instruction	of	both	the	English	language	and	the	
non-language	subject,	 thus	 tuning	 in	with	 the	 requirements	of	CLIL	 framework.	What	 is	more,	 foreign	
language	 education	 has	 been	 for	 years	 a	 strong	 and	 important	 component	 of	 the	 Greek	 educational	
system	and	assigning	the	teaching	of	CLIL	subjects	(viz.	school	subjects	taught	in	and	through	English)	to	
generalist	teachers	would	obviously	clash	with	such	traditions.		
	
On	the	whole,	teachers	–	both	L2	and	subject	ones	–	are	not	usually	willing	to	implement	CLIL	teaching	
programmes	 (Infante	 et	 al.,	 2009).	 Of	 course	 one	 might	 claim	 that	 such	 reluctance	 can	 be	 justified	
because	of	the	required	dual	focus	on	both	language	and	subject:	the	role	of	the	CLIL	teacher	does	not	
involve	simply	knowing	the	L2	and	having	knowledge	of	a	particular	subject	area,	as	Marsh	(2002)	has	
suggested;	 the	 greatest	 challenge	 for	 CLIL	 teachers	 is	 the	 integration	 of	 the	 target	 language	with	 the	
subject	content	(Snow	1998	cited	in	 Infante	et	al.,	2009)	and	the	successful	balance	between	the	two.	
Thus,	CLIL	 teacher	 training	needs	 to	go	beyond	the	training	of	a	 foreign	 language	teacher	or	 that	of	a	
subject	teacher	(Wolff,	2002).	
	
As	 the	 qualifications	 of	 teachers	 is	 very	 important	 for	 the	 effective	 implementation	 of	 any	 teaching	
programme,	the	required	competences,	skills,	types	of	knowledge	and	perhaps	beliefs	and	attitudes	of	
CLIL	 teachers	 need	 to	 go	 under	 the	microscope.	 As	Martin	 et	 al.	 (2007	 cited	 in	 Bruning	&	 Purrmann,	
2014)	have	 suggested,	 if	we	are	 interested	 in	 the	 sustainability	and	development	of	CLIL,	 the	 training	
and	 professional	 development	 of	 CLIL	 teachers	 are	 of	 major	 importance.	 Of	 course,	 as	 CLIL	 is	
implemented	 in	 various	 countries	with	 different	 educational	 systems	 and	 cultural	 characteristics,	 the	
local	context	needs	to	be	taken	into	consideration	as	it	will	place	its	own	demands	on	CLIL	teachers.	
	
Greece,	as	already	stated,	 is	one	of	 the	 last	European	countries	 to	adopt	CLIL	and	 teachers	who	have	
started	 implementing	pilot	CLIL	programmes	 in	 the	Greek	state	schools	are	not	 too	many.	They	come	
from	 various	 areas	 of	 expertise	 and	 educational	 sectors	 but	 none	 of	 them	 holds	 any	 specific	 CLIL	
qualifications.	Although	we	are	still	at	the	beginning	of	this	enterprise,	we	believe	that	we	should	take	
stock	in	order	to	look	closely	at	those	teachers’	profile	and	elicit	their	own	views	regarding	their	recent	
CLIL	 experiences.	 Their	 answers	 are	 expected	 to	 inform	 the	 discussions	 about	 CLIL	 teachers’	
competences,	skills	and	attitudes	and	contribute	to	specific	suggestions	regarding	CLIL	teacher	training	
programmes.		

	
4.	The	present	study	
	
In	our	effort	 to	 sketch	 the	profile	of	 the	CLIL	 instructor	 in	Greece,	we	are	going	 to	 carry	a	qualitative	
analysis	of	data	from	interviews	given	by	CLIL	instructors	(both	language	and	subject	specialists)	in	three	
state	schools	in	Thessaloniki,	Greece	(1	primary	and	2	secondary	schools).	On	the	basis	of	this	analysis,	
we	are	going	to	argue	that	training	and	supporting	the	CLIL	instructor	should	be	the	central	focus	of	any	
future	 planning	 in	 the	 area	 of	 CLIL	 instruction.	 Such	 training	 should	 aim	 to	 help	 CLIL	 practitioners	
develop	 in	 their	 students	 the	 ability	 to	 understand	 and	 acquire	 the	 content	 of	 school	 subjects	 in	 a	
language	 that	 is	 different	 from	 their	 native	 one	 (cf.	 Eurydice,	 2006).	 To	 that	 aim,	 critical	 thinking,	
problem	solving,	communication	and	collaboration	should	be	seen	as	the	essential	skills	to	be	promoted	
(P21	Partnership	for	21st	Century	Learning,	2015).	
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5.	Research	methodology	
	
The	present	study	took	place	in	2016.	Its	main	aim	was	to	sketch	the	profile	of	EFL	and	subject	teachers	
who	have	taught	CLIL	in	their	classrooms	both	in	state	primary	and	secondary	schools.	
	
We	used	a	qualitative	approach	and	more	precisely,	we	conducted	interviews,	as	“qualitative	interview	
data	 often	 gather	 more	 in-depth	 insights	 on	 participants’	 attitudes,	 thoughts,	 and	 actions’’	 (Kendall,	
2008	cited	in	Harris	&	Brown,	2010,	p.1).	This	tool	was	deemed	necessary,	as	interview	is	“an	attempt	to	
understand	 the	world	 from	 the	 subjects’	 points	 of	 view,	 to	 unfold	 the	meaning	 of	 their	 experiences”	
(Kvale,	 2008,	p.1).	Questions	posed	 to	 the	 teachers	 aimed	at	 gaining	 insight	 into	 the	CLIL	 experience,	
providing	a	CLIL	teacher’s	profile	but	also	mapping	the	pattern	of	difficulties	teachers	and	learners	face	
in	CLIL	classrooms,	as	these	are	perceived	by	CLIL	instructors	themselves.		

	
5.1	Participants	
	
Eight	(8)	CLIL	teachers	participated	in	our	study:	three	(3)	of	them	are	English	language	teachers	and	one	
(1)	is	a	generalist	teacher	working	in	the	primary	sector;	the	rest	are	two	(2)	English	language	teachers	
and	 two	 (2)	 subject	 teachers	 (Maths	 and	 Physics)	 working	 in	 the	 secondary	 sector.	 The	 imbalance	
between	 English	 language	 teachers	 and	 subject	 teachers	 is	 to	 be	 expected,	 as	 English	 language	
instructors	 are	 nearly	 always	 involved	 in	 any	 type	 of	 CLIL	 instruction	 implemented	 in	 Greece	 in	 both	
primary	and	secondary	sectors.	Regarding	the	profile	of	those	teachers,	three	(3)	are	male	and	five	(5)	
female;	 their	 age	 ranges	 between	 40-50	 years	 old	 and	 they	 all	 have	more	 than	 20	 years	 of	 teaching	
experience.	With	regard	to	their	educational	background,	they	are	all	holders	of	a	postgraduate	degree:	
Two	 English	 language	 teachers	 of	 the	 primary	 sector	 have	 an	 MA	 in	 the	 teaching	 of	 English	 as	 a	
second/foreign	language;	the	rest	of	the	participants	are	Ph.D.	holders	 in	various	fields.	As	far	as	their	
experience	 in	 CLIL	 instruction	 is	 concerned,	 teachers	 working	 in	 the	 primary	 sector	 have	 been	
implementing	CLIL	for	about	2-5	years	and	practitioners	in	the	secondary	sector	for	around	2	years.	

	
5.2	Research	instruments	
	
Semi	structured	interviews	were	used	in	order	to	elicit	teachers’	beliefs	and	views	towards	CLIL	method.	
The	interview	also	aimed	to	help	those	novice	CLIL	teachers	to	reflect	upon	their	recent	experience	with	
CLIL	 instruction	 and	 to	 consider	 the	 effect	 of	 this	 experience	 on	 their	 teaching	 practices.	 Participants	
were	 also	 required	 to	 reflect	 upon	 the	 impact	 of	 the	 method	 on	 learners’	 linguistic	 and	 cognitive	
achievements.		
	
There	 were	 thirteen	 (13)	 questions	 in	 total;	 ten	 (10)	 of	 them	 referred	 to	 CLIL	 instruction	 from	 the	
teachers’	 point	 of	 view	 and	 the	 last	 three	 (3)	were	 concerned	with	 students’	 linguistic	 and	 cognitive	
gains.	Out	of	the	10	questions,	there	was	one	(1)	that	addressed	exclusively	EFL	teachers	while	all	 the	
rest	addressed	all	CLIL	teachers	involved.	
	
The	interview	started	with	introductory	questions,	such	as	the	reasons	for	getting	involved	in	CLIL,	the	
effectiveness	 of	 CLIL	 compared	 to	 subject/EFL	 classes	 etc.	 Issues	 such	 as	 the	 role	 of	 the	 subject	 or	
language	 teacher	 in	 CLIL	 classes,	 the	 impact	 of	 each	 teacher’s	 expertise	 in	 the	 class	 they	 taught,	 the	
qualifications	 needed	 to	 teach	 CLIL	 and	 the	 need	 for	 training	 in	 CLIL	 instruction	were	 raised.	 Several	
questions	 required	 teachers’	 reflection	 on	 their	 CLIL	 experience,	 retrospective	 actions	 they	 might	
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consider	as	well	as	the	impact	of	their	CLIL	experience	on	their	EFL	or	subject	teaching.	Finally,	teachers	
discussed	the	 learning	aspects	of	CLIL	 instruction;	 these	 included	both	content	and	L2	gains	as	well	as	
cognitive	gains	and,	 in	particular,	 the	development	of	 learners’	critical	 thinking,	problem	solving	skills,	
etc.	Each	participant	was	separately	 interviewed	and	 interviews	took	place	either	at	 their	school	or	at	
the	university.	

	
6.	Results	and	Discussion	
	
Below	the	results	are	discussed	along	with	the	questions	from	the	interviews1.	
	
1.	Why	did	you	decide	to	get	involved	in	CLIL	teaching?	
	
For	most	teachers,	CLIL	presented	a	challenge	as	it	is	an	innovative	method	and	they	were	curious	and	
willing	to	experiment	with	their	teaching.	The	subject	teachers	thought	that	 it	would	be	useful	for	the	
students,	 while	 secondary	 school	 EFL	 teachers	 suggested	 that	 ‘the	 aim	 of	 teaching	 is	 different	 as	
communication	 becomes	 meaningful’.	 Another	 secondary	 school	 EFL	 teacher	 made	 reference	 to	 the	
actual	linguistic	gains:	
	
‘With	 CLIL,	 I	 can	 give	 them,	 I	 can	 help	 them	 catch	 a	 glimpse	 of	 what	 academic	 language	 is,	 of	 what	
science	language	is,	of	how	it	is	that	they	can	use	language	in	different	disciplines;	other,	I	mean,	than	
whatever	it	is	that	happens	in	the	language	classroom’.		
	
The	EFL	teacher	from	the	primary	sector	felt	that	‘it	was	also	something	that	would	break	any	‘boredom’	
that	comes	from	doing	similar	things’	and	others	agreed	that	it	would	also	enhance	motivation.	So	apart	
from	the	 teachers’	open-mindedness	 that	 is	needed	 to	embark	on	CLIL,	motivation	and	willingness	 to	
make	the	lesson	more	interesting	are	good	reasons	for	adopting	CLIL	instruction.	
	
2a.	From	the	language	teacher’s	point	of	view,	what	was	taught	more	effectively	during	your	CLIL	classes	
as	compared	to	the	EFL	classes?	
	
Vocabulary	was	thought	easier	for	teachers	to	deliver	and	for	learners	to	figure	out;	especially	with	the	
use	of	visual	aids,	such	as	pictures,	because	most	concepts	were	connected	to	students’	experiences	and	
their	knowledge	of	the	world.	Therefore,	both	the	signifier	and	the	signified	(words	and	concepts)	were	
easy	to	be	stored	and	recalled.	Moreover,	an	EFL	teacher	mentioned	that	 lexical	chunks	and	common	
grammatical	 structures,	 such	 as	 ‘there	 is/are’,	 (animal)	 usually	 live…/…	 eat…’	 were	 easily	 taught	
inductively	and	learners	produced	them	effortlessly	for	communication	purposes.		
	
A	different	EFL	teacher	 interestingly	pointed	out	the	accumulative	effect	of	CLIL	on	 learners’	 language	
use	and	academic	discourse	when	the	same	group	of	students	has	been	exposed	to	CLIL	instruction	for	
longer	than	a	year	or	two:	
	
‘It’s	rewarding	to	see	learners	slowly	speeding	up	once	they	learn	how	to	"manage"	their	 learning	and	
the	material	 introduced.	And	 it	 is	really	surprising,	every	single	year,	 to	actually	hear	them	integrating	
new	vocabulary	into	their	speech	in	their	attempt	to	answer	or	pose	questions	and	see	them	becoming	

																																								 																					
1	Two of the subject teachers provided their answers in Greek; these have been translated into English by the 
authors.	
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subject-literate	along	the	way.	Their	ability	to	use,	correctly	or	not,	in	the	beginning,	passive	voice	and	
words	such	as	"regulate",	"classify",	to	replace	structures,	such	as	"it's	a	thing"	with	"it's	an	organism..."	
or	 "it's	 a	mixture	 of	 gases...,	 to	 adopt	 new	discourse	 norms,	 and	 doing	 it	 quite	 spontaneously,	 never	
ceases	 to	 surprise	me.	 And	 the	 better	 they	 become	 at	 it,	 the	more	 enthusiastic	 they	 get,	 since	 it	 is	
initially	considered	a	rather	difficult	thing	to	do.	That's	why	I	believe	that	academic	achievement	in	CLIL	
classes	 gives	 them	 a	 much	 greater	 sense	 of	 achievement	 and	 self-esteem	 which	 is	 very	 easily	
transferable	to	all	other	subjects,	whether	in	their	mother	tongue	or	foreign	language’.	
	
Language	learning	strategies	were	mentioned	by	half	the	teachers:	‘…	since	students	need	to	respond	to	
higher	linguistic	demands	with	poor	language	means,	they	resort	to	various	strategies;	…students	were	
encouraged	to	find	ways	to	get	their	message	through’.	Another	EFL	teacher	emphasized	that	speaking	
can	also	be	effectively	developed	in	CLIL	instruction:	‘I	had	students	whose	competency	in	English,	and	
especially	in	spoken	English,	actually	improved;	this	helped	me	and	encouraged	me	even	more’.	
	
2b.	From	the	subject	teacher’s	point	of	view,	what	was	taught	more	effectively	during	your	CLIL	classes	
as	compared	to	your	conventional	subject	classes?	
	
Subject	 teachers	 were	 more	 cautious	 when	 it	 came	 to	 the	 same	 question	 concerning	 their	 subject	
classes.	The	primary	school	teacher,	in	particular,	said:	‘I’m	not	sure	about	the	possible	benefits	for	the	
subject	matter	isolated.	I	could	discuss	with	more	certainty	comparative	benefits	 in	metacognitive	and	
affective	elements,	though’.	
	
In	addition,	the	Math	teacher	concluded	that:	 ‘The	most	 interesting	thing	 is	the	holistic	approach	that	
may	be	adopted	in	the	teaching	of	any	subject.	In	my	case,	students	had	the	chance	to	see	Maths	in	a	
new	light	with	applications	and	examples	from	cultural	elements	and	daily	life’.	
	
What	CLIL	 instructors’	responses	 indicate	is	their	certainty	about	the	benefits	of	CLIL.	For	EFL	teachers	
this	 concerns	vocabulary,	academic	discourse	and	oral	 fluency	as	well	as	 the	development	of	 learning	
strategies.	 For	 subject	 teachers,	 CLIL	 instruction	 impacts	 positively	 on	 the	 development	 of	 learners’	
metagognitive	skills	and	affective	state.	
	
3.	Do	you	think	that	the	fact	that	your	expertise	is	in	EFL	and	not	the	subject	you	taught	restricted	your	
lessons	or	the	experience	in	general?	
	
This	 question	 addressed	 exclusively	 the	 language	 teachers.	 Most	 of	 them	 claimed	 that	 this	 did	 not	
happen	although	they	may	have	been	 initially	hesitant.	Perhaps	the	most	 informative	answer	given	to	
this	question	 is	 the	 following:	 ‘I	 never	believed	 that	 a	 teacher	 is	 or	 should	 look	 like	 a	 "know-all"	 guy.	
Perhaps	 it	 is	because	this	 is	 still	 the	primary	school	we	are	 talking	about,	and	content	 is	easy	and	not	
very	complicated.	However,	I	do	believe	that	exploring	a	subject	along	with	your	learners,	forces	you	to	
abandon	any	ideas	of	"power"	and	everyone	is	treated	as	an	equal	in	class.	Learners	have	always	been	
very	willing	 to	 research	any	 "grey"	areas	where	 I	honestly	admitted	no	knowledge	 to	a	question	 they	
might	have	had	and	enjoyed	bringing	back	to	class	 information	they	found.	Working	"with"	them,	and	
co-searching,	brings	a	new	balance	to	the	classroom	and	offers	learners	more	opportunities	and	power.	
I	actually	enjoy,	as	much	as	they	do,	when	they	bring	information	that	I	or	the	other	students	in	class	do	
not	know’.	
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Another	EFL	teacher	acknowledges	that	this	non-expertise	did	not	restrict	her	but	actually	helped	her	in	
class.	In	particular	she	stated:	‘It	helped	me	find	ways	to	make	myself	understood	in	cases	when	there	
was	difficulty	in	explaining	terms,	such	as	“hibernation”,	“gulf”	or	“mainland”.	The	fact	that	I	knew	my	
learners’	language	competence	level	helped	me	in	the	design	and	creation	of	appropriate	material,	e.g.	
worksheets’.		
	
There	were	also	once	again	affective	gains	in	this	process.	One	EFL	teacher	in	particular	stated	that:	‘My	
lack	 of	 subject	 knowledge	 and	 expertise	 boosted	 the	 psychological	 state	 of	 learners;	 they	 were	 not	
easily	embarrassed	when	they	didn’t	know	something,	since	it	was	obvious	that	I	did	not	know	several	
things	either	’.	
	
Judging	 from	the	answers	above,	 it	becomes	apparent	 that	EFL	 teachers’	non-expertise	 in	 the	 subject	
taught	did	not	seem	to	cause	any	problems	or	limit	the	effectiveness	of	their	lessons.	On	the	contrary,	
this	 lack	of	expertise	actually	boosted	 learners’	self	confidence	and	eventually	 increased	their	 learning	
gains.	
	
4.	Do	you	think	that	after	your	CLIL	experience	you	have	changed	the	way	you	teach	EFL	or	your	subject?	
	
The	majority	of	EFL	 teachers	believe	 that	 their	CLIL	experience	has	had	a	positive	 impact	on	 their	EFL	
teaching.	One	teacher	succinctly	points	out	that:	 ‘I	transferred	techniques	that	worked	well	 in	my	CLIL	
class	to	my	EFL	class	and	I	think	it	"revived"	or	enriched	me	as	an	EFL	teacher’.	
	
Subject	teachers	appear	to	have	been	greatly	influenced	by	practicing	CLIL	and	consequently	they	have	
reconsidered	the	way	they	approach	their	subject.	One	subject	teacher	described	this	quite	accurately	
when	 he	 said:	 ‘I	 was	 depending	 too	 much	 on	 the	 safety	 of	 L1,	 thinking	 that	 learners	 understood	
concepts	and	phenomena	because	they	could	recognize	the	words	phonetically	even	when	 it	came	to	
terminology.	The	use	of	the	English	language	‘forced’	me	to	give	more	emphasis	on	the	explanation	of	
words	and	differentiate	my	teaching.	In	a	way,	because	of	the	use	of	another	language	for	the	teaching	
of	my	subject,	the	‘transformation’	of	academic	to	school	knowledge	was	better	achieved’.		
	
ICT	 integration,	 more	 careful	 selection	 of	 materials,	 use	 of	 authentic	 materials	 often	 related	 to	 a	
discipline,	more	interaction	and	less	lecturing	are	some	of	the	things	that	teachers	are	now	bringing	in	
class,	while	learners	are	perceived	to	be	more	positive	and	cooperative.	
	
5.	What	was	the	role	of	the	language	teacher	and	the	role	of	the	content	teacher	in	CLIL	classes?	
	
Most	of	the	participants	seem	to	have	realized	that	both	EFL	and	subject	teachers	are	essential	parts	in	
the	 CLIL	 instruction	 and	 they	 complement	 each	 other.	 This	 was	 especially	 true	 for	 subject	 teachers.	
‘Both	the	language	and	the	content	teacher	played	the	role	of	the	dumb	student	on	the	other	teacher’s	
subject	 triggering	 questions	 and	 activities	 and	 unlocking	 students’	 active	 participation’.	 The	 primary	
school	 teacher,	 in	 particular,	 argued	 that:	 ‘Expertise	 doesn’t	 matter	 but	 the	 will	 to	 do	 research,	
experiment	 and	 change	 perspective	 to	 differentiated	 learning….	 the	 teaching	 of	 subject	 through	 CLIL	
focuses	on	methodology’.		
	
One	of	the	EFL	teachers	in	the	primary	school	provides	a	clear	distinction	between	the	roles	of	subject	
and	EFL	teachers:‘The	role	of	the	language	teacher	is	to	make	sure	that	the	L2	is	used	and	pronounced	
properly.	The	role	of	 the	content	 teacher	 is	 to	give	 the	necessary	extra	 information	 for	 the	subject	as	
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such,	 in	 order	 for	 the	 knowledge	 conveyed	 to	 students	 to	 be	 complete	 in	 every	 aspect.	 The	 content	
teacher	can	also	give	valuable	help	with	arts-and-crafts	suggestions,	which	can	be	used	in	class	to	make	
learning	more	vivid	and	creative	for	kids’.	
	
Another	 EFL	 teacher	 describes	 the	 interaction	 between	 language	 and	 content	 and	 the	 cooperation	
between	her	and	the	Maths	teacher	in	a	very	illustrative	way:	‘When	we	first	entered	the	CLIL	lessons,	I	
would,	let’s	say,	introduce	some	terminology,	…some	introductory	terms,	so	I	would	give	them	let’s	say	
a	linguistic	framework	within	which	they	could	work.	And	then	the	mathematician	would	actually	move	
on	 to	 introduce	 the	 content	 and	 the	 students	 would	 feel	 comfortable	 doing	 that.	 But	 as	 we	moved	
along,	 and	 as	 we	 got	more	 and	more	 experience,	 especially	 as	 co-teachers,	 what	 happened	 is	 that	 I	
often	found	myself	commenting	on	the	Maths,	on	the	content,	and	I	often	found	my	fellow	teacher,	the	
mathematician,	helping	me	out	with	the	language	content,	with	the	language	aspect.	So,	we,	sort	of,	in	a	
way,	sometimes	switched	roles,	which	was	very	interesting	to	see’.		
	
On	a	different	note,	another	EFL	teacher	argues	that	she	does	not	feel	like	a	language	teacher	in	her	CLIL	
classes.	‘I	really	don’t	teach	the	target	language;	I	just	use	it.	What,	however,	my	EFL	orientation	helps	
me	with	is	the	way	I	explain	unknown	vocabulary	or	paraphrase	to	make	things	clear’.	
	
6.	Do	you	think	a	content	or	a	language	teacher	is	more	appropriate	to	teach	CLIL?		
	
The	majority	of	the	participants	seem	to	agree	that	both	teachers	should	coexist	in	the	CLIL	classroom;	
however,	EFL	training	is	of	overriding	importance.	The	most	representative	answer	is	provided	by	an	EFL	
teacher:	‘It	has	to	do	with	the	skills	and,	especially,	the	communication	skills	and	the	collaborative	skills	
of	both	teachers.	 I	 think	that	 it	would	take	a	really,	how	would	I	put	 it,	a	subject	teacher	who	has	got	
somehow	language	-	some	type	of	 language	awareness	-	and	not	only	 in	English	of	course;	his	 level	of	
English	should	be	very	good,	but	it’s	not	just	that.	He	should	be	aware	of	how	language	works	and	how	it	
is	that	language	can	be	learned	by	the	students.	That’s	number	one.	A	language	teacher	can	cope	with	
CLIL,	especially	with	things	like	science	etc.	if	he	is	actually	helped	out	by	a	subject	teacher,	because	you	
need	to	have	a	more	in-depth	knowledge	of	what	it	is	that	you’re	teaching.	It’s	not	just	on	the	surface.	
It’s	not	just	terminology	that	you’re	teaching.	You	are	actually	teaching	the	content.	So	it	takes	a	special	
kind	 of	 language	 teacher	 or	 a	 special	 kind	 possibly	 of	 subject	 teacher	 but	 I	 think	 that	 collaboration	
between	the	two	teachers	works	best’.	
	
Another	EFL	teacher	actually	suggested	that	all	CLIL	teachers	need	to	acquire	EFL	teacher	training	and	
this	was	an	interesting	comment:‘Despite	the	fact	that	I	believe	that	the	aim	of	CLIL	is	to	be	eventually	
implemented	by	the	content	teacher,	I	have	to	admit	that,	so	far,	extremely	few,	if	any,	are	able	to	do	so	
effectively.	I	have	come	to	believe	that	in	order	for	content	teachers	to	be	able	to	deliver	CLIL	lessons,	
they	should	have	some	training	in	EFL	as	well,	or,	in	case	of	alert	professionals,	they	should	go	through	
some	kind	of	coaching	from	EFL/CLIL	teachers	(which,	for	me,	is	rather	a	disappointment	to	realise)’.	
	
In	general,	both	EFL	and	content	teachers	come	to	a	consensus	that	both	types	of	teachers	need	to	be	
present	and	they	are	both	equally	necessary	and	valuable	as	each	has	something	to	offer	to	the	class.	
The	Physics	 teacher,	 in	particular,	 claimed	 that	EFL	 teachers	are	better	equipped	 for	 the	CLIL	method	
and	the	Maths	teacher	explained	that	co-teaching	is	necessary	because	neither	the	EFL	teacher	nor	the	
content	teacher	has	a	thorough	knowledge	of	both	foreign	language	and	subject	teaching	methodology.		
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7.	In	most	European	countries	teachers	do	not	need	special	qualifications	to	work	in	CLIL-type	provision.	
What	do	you	think	are	the	basic	qualifications	that	they	need	to	have?	
	
Both	EFL	and	content	teachers	agree	that	a	language	certificate	at	a	high	level	of	competence	is	needed	
(C2	for	content	teachers).	For	EFL	teachers,	there	should	be	some	subject	training	(i.e.	Physics,	Maths,	
etc.),	particularly	if	we	are	talking	about	secondary	education,	and	for	content	teachers	some	training	in	
EFL	 methodology	 (at	 the	 level	 of	 both	 pre-service	 and	 in-service	 training).	 A	 BA	 or	 MA	 in	 teaching	
methodology	 and	 basic	 certification	 on	 the	 use	 of	 computers,	 knowledge	 of	 terminology	 are	 also	
considered	important	qualifications.	
	
8.	Retrospectively,	what	would	you	have	done	differently	in	the	CLIL	class	you	taught?	
	
Various	 responses	 were	 given	 to	 this	 question:	 Most	 of	 the	 teachers	 referred	 to	 changes	 in	 the	
organization,	 sequence	 and	 coherence	 of	 the	 thematic	 areas	 covered.	 Others	 mentioned	 that	 they	
would	 have	 used	 more	 gamelike	 activities,	 experiential	 learning,	 systematic	 evaluation,	 and	 a	 more	
balanced	focus	between	language	and	subject	content.		
	
The	 Physics	 teacher	 said:	 ‘Perhaps	 more	 experimental	 demonstrations	 and	 realia	 exhibitions,	 better	
coordination	 with	 the	 EFL	 teacher,	 more	 accurate	 planning	 of	 each	 class	 session,	 less	 lecturing	 and	
solving	of	problems	on	the	blackboard	by	the	teacher’.	
	
9.	What	should	a	teacher	consider	before	getting	involved	in	a	CLIL	class?		
	
Participants	 suggest	 that	 prospective	CLIL	 teachers	 should	 consider	 the	 change	of	 teaching	 focus	CLIL	
requires,	as	well	as	the	skills	they	need	to	develop	in	order	to	be	effective	CLIL	teachers.	 In	particular,	
when	 planning	 the	 content	 of	 their	 lessons,	 they	 should	 consider	 the	 knowledge,	 skills,	 and	
understanding	 their	 students	 need	 to	 develop	 and	 not	 only	 the	 information	 to	 be	 conveyed.	 CLIL	
teachers	need	to	treat	language	interdisciplinarily.	The	language	level	of	the	teacher	on	the	one	hand	is	
important;	 however,	 knowledge	of	 the	methodology	 emerges	 as	 a	 vital	 asset	 as	well.	One	of	 the	 EFL	
teachers	rightly	supports	that	‘....although	the	content	teacher	has	to	be	sure	of	his/her	good	level	in	the	
L2,	the	FL	teacher	has	to	adopt	a	new	methodology,	since	CLIL	requires	the	teaching	of	a	subject	other	
than	 the	 “Foreign	 Language”.	 So,	 for	 the	 FL	 teacher	 the	 challenge	 is	 greater	 as	 the	 focus	 of	 teaching	
should	not	be	on	the	 language	as	such.	This	means	that	the	exercises	created	for	consolidation	of	the	
material	or	for	assessment	need	to	have	a	different	orientation,	something	that	the	FL	teacher	has	not	
been	trained	for’.		
	
The	numerous	difficulties	faced	by	a	CLIL	teacher	are	mirrored	in	one	of	the	EFL	teacher’s	response:	‘The	
teacher	should	be	able	to	keep	up	with	the	hard	work,	both	at	home	and	in	the	classroom-CLIL	classes,	
because	 the	number	of	 students,	 their	different	 linguistic	 level	and	 the	high	 linguistic	demands	of	 the	
lessons	are	really	exhaustive!’	
	
Other	participants	mentioned	 that	CLIL	 teachers	 should	be	 self-confident,	 persistent,	 cooperative	 and	
willing	 to	 work	 long	 hours.	 They	 should	 have	 a	 positive	 attitude,	 lack	 inhibition	 and	 be	 ready	 to	 be	
‘exposed’.	According	to	one	of	the	subject	teachers,	the	teacher	has	to	devote	ample	time	to	material	
development,	to	adapting	existing	sources	and	adjusting	the	syllabus	to	the	learners’	needs	and	abilities;	
not	 the	 other	way	 around.	 In	 addition,	 prospective	 CLIL	 teachers	 need	 to	 bear	 in	mind	 that	 they	 are	
called	to	support	their	learners	psychologically,	esp.	learners	with	low	learning	readiness.	
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10.	Is	there	a	need	for	training	the	CLIL	instructor?	
	
The	majority	of	the	teachers	believe	that	training	 in	CLIL	 is	 important.	This	again	 is	especially	the	case	
when	 it	 comes	 to	 the	 content	 teachers.	 They	 mention	 the	 importance	 of	 ‘diffusion	 of	 effective	
practices’.	Another	content	teacher	commented	on	the	fact	that	although	teachers	are	well	acquainted	
with	 various	 teaching	 methods,	 approaches	 and	 techniques	 (e.g.	 connectionism,	 sociocultural	
approaches,	 differentiated	 instruction,	 etc.),	 they	 often	 tend	 to	 stick	 to	 the	 prescribed	 syllabi	 and	
coursebooks.	 According	 to	 the	 same	 teacher,	 CLIL	 instruction	 resolves	 this	 ‘clash’	 between	 teaching	
methodology	 and	 teaching	 by	 the	 book.	 What	 he	 suggests	 is	 that	 anyone	 who	 embarks	 on	 CLIL	
instruction	 needs	 to	 be	 encouraged	 and	 regularly	 supervised	 by	 a	 mentor,	 but	 not	 necessarily	 go	
through	proper	CLIL	training.	
	
One	 of	 the	 EFL	 teachers	 highlighted	 the	 different	 aspects	 of	 CLIL	 instruction:	 ‘I	 think	 that	 it	will	 help	
them….	when	you	study	also	about	CLIL	you	have	so	many	different	types	etc.,	you	know,	one	is	bound	
to	get	lost	in	the	methodology.	You	need	to	see	how	this	works	in	practice.	How	this	works	in	practice	is	
basically	through	collaboration;	so	you	either	do	it	 in	the	classroom	or	outside	the	classroom.	[…]	with	
the	training	you	get	some	sort	of	sense	of	what	 it	 is,	how	it	 is	that	a	subject	can	actually	be	taught	so	
that	you	can	integrate	that	with	language	learning	as	well’.	
	
Two	teachers	also	mentioned	that	with	CLIL	training	there	will	be	more	extroversion	and	teachers	would	
get	motivated	to	go	to	conferences,	publish	their	work	etc.	Only	one	teacher	thought	that	training	is	not	
necessary	 ‘as	 long	 as	 the	 teacher	 really	 understands	 the	 differences	 between	 a	 language	 and	 a	 CLIL	
course’.		
	
11.	Could	you	pinpoint	some	gains	that	your	students	had	after	their	involvement	in	CLIL?		
	
Most	teachers	put	emphasis	on	the	affective	factors	that	come	into	play	after	CLIL.	According	to	them,	
self-confidence	 is	 developed	 while	 learners’	 autonomy	 is	 promoted.	 All	 agree	 that	 learners	 become	
more	risk-takers,	participation	increases	while	the	silent	students	become	more	motivated.	Even	weaker	
students	were	found	to	gain	more	confidence	and	perform	better	as	they	observed	that	even	the	‘good’	
students	in	class	experienced	difficulties	in	expressing	themselves.		
	
When	 it	 comes	 to	 linguistic	 gains,	 the	 development	 of	 academic	 language	 prevails	 as	 a	 response.	
According	to	one	EFL	teacher:	 ‘Another	thing	 is	 that	my	students	can	now	deal	with	what	 I	would	call	
“academic	language”.	[…]	academic	language	(in	English)	is	rarely	taught	at	schools’.	
	
The	 Physics	 Teacher	 referred	 to	 the	 development	 of	 terminology	 and	 academic	 language	 from	 the	
subject’s	 point	 of	 view:	 ‘Learners	 became	 more	 “cosmopolitan”	 being	 exposed	 to	 the	 subject	 in	 its	
source	 language,	 they	 “demystified”	 science	 getting	 to	 know	 the	 origin	 of	 the	 symbols	 used	 and	
obtaining	 alternative	 views	 of	 the	 subject	 in	 the	 different	 languages;	 they	 learned	 terminology	 by	
experience	and	not	by	memorizing	vocabulary	entries	 (some	terms	and	definitions	even	stuck	 in	 their	
minds	and	used	them	as	they	initially	had	learned	them	in	the	foreign	language	well	after	CLIL	sessions	
had	been	completed’.	
	
All	 teachers	 observed	 that	 students	 started	 paying	 more	 attention	 to	 the	 message	 that	 had	 to	 be	
conveyed	 rather	 than	 to	 the	 form	 of	 the	 language	 used	 and	 thus	 were	 liberated	 from	 the	 stress	 of	
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making	 language	 errors.	 As	 the	 primary	 school	 teacher	 noted:	 ‘…they	 started	 correcting	 themselves,	
paraphrasing	and	searching	for	alternative	ways	of	conveying	the	message	intended’.		
	
CLIL	 is	 reported	 to	have	an	 impact	on	 the	way	 learners	 view	not	only	 language	but	 also	 learning	 and	
teaching.	This	is	what	an	EFL	primary	school	teacher	suggested:	‘When	it	comes	to	the	language	itself,	it	
is	 not	 so	 much	 whether	 they	 understand	 more	 but	 the	 way	 they	 approach	 something	 they	 do	 not	
understand.	 While	 in	 the	 beginning	 they	 do	 not	 dare	 to	 make	 guesses	 and	 proceed	 on	 their	
assumptions,	 towards	 the	 end	 they	 can	 "juggle"	 with	 unknown	 vocabulary/expressions/text.	 And	 (as	
they	 say)	 they	 stop	 thinking	 that	 the	 teacher	 is	 the	only	means	 for	 acquiring	 information/knowledge.	
However,	their	respect	for	the	teacher	does	not	lessen;	quite	the	opposite.	I’ve	seen	over	the	years,	with	
my	sixth	class	students,	that	they	do	assess	their	own	progress	and	independence,	appreciate	it	and	give	
you,	the	teacher,	more	credit	for	actually	helping	them	arrive	there.	You	get	more	respect,	not	less.’		
	
12.	Do	you	think	that	via	CLIL	languages	(or	your	subject)	is	learned	more	effectively?	
	
Most	participants	 responded	positively	 to	 this	question;	 for	example	 the	 following	primary	 school	EFL	
teacher:	 ‘Yes,	 I	 do	believe	 it,	 since	 it’s	more	 input	as	 far	 as	 language	 is	 concerned.	 They	are	 called	 to	
guess	 meanings	 and	 make	 associations	 that	 they	 normally	 do	 in	 their	 mother	 tongue.	 As	 far	 as	 my	
subject	 is	 concerned	 (Environmental	 Studies),	 there	 are	 many	 people	 who	 object	 and	 say	 that	 kids	
should	know	the	terminology	in	L1	first	and	not	in	the	L2.	Based	on	my	brief	experience,	I	believe	that	
this	 is	 a	 unique	 experience	 for	 my	 learners	 because	 they	 can	 comprehend	 concepts	 that	 they	 will	
encounter	eventually	in	higher	classes	and	so	they	will	also	learn	the	L1	term.	For	now,	though,	I	believe	
that	 it	 is	 extraordinary	 the	 fact	 that	 the	basis	 of	 this	 knowledge	 is	 in	 a	 foreign	 language	which	 is	 not	
spoken	outside	the	classroom.	The	 learners’	higher	 thinking	skills	are	activated	and	this	helps	 them	 in	
the	long	run’.		
	
Similar	were	the	views	of	the	Physics	teacher	regarding	his	subject:	‘Yes,	because	of	the	extra	effort	the	
students	 feel	 compelled	 to	 put	 (due	 to	 the	 foreign	 language)	 and	 because	 of	 the	 extra	 activities	 and	
resources	(videos,	demonstrations,	etc.)	the	teacher	must	employ’.	
	
However,	one	primary	school	EFL	teacher	was	more	skeptical	regarding	the	purely	linguistic	gains	of	CLIL	
instruction.	 She	actually	brings	 forward	and	discusses	other	 types	of	gains,	equally	 important	but	 less	
easily	identifiable:	‘I’m	really	not	sure.	I	am	certain	that	CLIL	does	wonders	with	their	learning	strategies,	
reading	habits,	self-management	and	self-esteem.	However,	I	would	not	dare	to	express	absolute	views	
with	 respect	 to	 language	 learning	 in	 itself.	 It	 surely	 has	 a	washback	 effect,	 but	 I	 think	 it	 affects	 their	
strategies	and	habits	rather	than	the	language	itself’.	
	
13.	Can	you	mention	some	cognitive	gains	that	your	students	have	after	their	involvement	in	CLIL?		
	
The	majority	of	the	participants	mentioned	critical	thinking,	collaboration	through	work	on	projects	and	
presentations,	 research	 skills,	 risk-taking,	 problem-solving	 and	 communication,	 among	 the	 cognitive	
gains	 of	 CLIL	 instruction.	 According	 to	 most	 of	 them,	 through	 CLIL	 instruction,	 learners	 develop	
resourcefulness,	 they	try	 to	view	a	topic	 from	different	angles,	 they	reflect	on	their	 lessons	and	make	
associations	with	already	existing	knowledge,	and	they	are	eager	to	share	these	experiences	in	class.		
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As	one	of	the	EFL	teachers	pinpoints:	 ‘I’ve	seen	students	"bloom"	after	working	on	projects	with	their	
classmates.	Would	 the	same	thing	happen	 if	 the	project	was	 in	 their	mother	 tongue?	Don't	know	but	
rather	doubt	it’.	
	
Another	 EFL	 teacher	 from	 the	 secondary	 school	 commented	 on	 the	 development	 of	 learners’	
metaliguistic	 gains.	 She	observed	 that	 inferencing	 skills	 develop	 and	 learners	 realise	 that	 they	 do	not	
need	to	know	each	and	every	word	 in	a	 text.	They	understand	that	 they	can	do	more	things	with	 the	
language;	 they	shy	away	 from	the	ABCD	 ‘multiple	choice	approach’	and	 they	become	critical	with	 the	
text.	
	
The	 primary	 school	 teacher,	 the	 only	 generalist	 teacher	 who	 taught	 CLIL	 in	 this	 primary	 school,	
suggested	that	‘…learners	acquire	critical	thinking	as	they	try	to	understand	and	assign	meaning	to	the	
new	 concepts	 presented	 without	 actually	 knowing	 the	 words	 involved.	 Basically,	 this	 means	 that	
learners	cannot	relate	 the	English	word	to	 its	Greek	translation	equivalent	but	 instead	 they	are	 led	to	
acquire	 a	 deep	 understanding	 of	 the	 content.	 What	 I	 found	 out	 is	 that	 the	 lesson	 planning	 in	 CLIL	
instruction	is	inevitably	geared	towards	the	development	of	critical	thinking’.		
	
‘As	 to	 the	problem	solving	 skills’,	 according	 to	 the	 same	 teacher,	 ‘these	are	 skills	 that	 Sciences	 target	
anyway	 since	 they	 base	 their	 methodology	 on	 observation-assumption-experimentation-conclusions.	
CLIL	instruction	promotes	this	procedure	by	default,	as	learners	are	encouraged	to	draw	conclusions	by	
observing,	 hypothesizing	 and	 experimenting,	 since	 they	 lack	 the	 naïve	 reassurance	 that	 their	mother	
tongue	provides	them	with’.		
	
7.	Conclusion	and	further	recommendations	
	
The	 recent	 pilot	 implementation	of	 CLIL	 instruction	 in	Greek	 state	 schools	 has	 created	 a	 new	 type	of	
school	teacher,	the	CLIL	instructor.	Eight	CLIL	teachers	(both	language	and	subject	specialists)	in	primary	
and	secondary	schools	in	Thessaloniki,	Greece,	participated	in	the	present	study,	which	aimed	to	sketch	
their	 profile	 and	 discuss	 their	 views,	 reflections	 and	 suggestions	 regarding	 their	 experience	with	 this	
innovative	teaching	method.		
	
All	 participants	 shared	 similar	 educational	 backgrounds,	 all	 being	 postgraduate	 degree	 holders,	 with	
similar	 length	 of	 teaching	 experience.	 Their	 expertise	 and	 professional	 context	 (primary	 or	 secondary	
education)	varied	but	despite	these	differences,	their	responses	very	often	shared	common	patterns:	In	
particular,	all	participants	agreed	that	challenge,	curiosity	and	interest	for	this	innovative	method	were	
the	 main	 reasons	 behind	 their	 decision	 to	 embark	 on	 CLIL	 instruction.	 As	 to	 the	 learners’	 gains,	 all	
participants	 focused	 on	 the	 important	 affective	 impact	 CLIL	 seems	 to	 have	 on	 learners	 since	 it	 helps	
them	 increase	 their	 motivation,	 confidence,	 self-management,	 and	 self-esteem.	 Additionally,	 most	
teachers	 referred	 to	 the	 linguistic	 gains	 and,	 in	 particular,	 to	 the	 academic	 language	 learners	 acquire	
through	 CLIL	 as	 well	 as	 to	 the	 development	 of	 their	 speaking	 skills	 and	 oral	 fluency.	 What	 is	 more	
impressive,	though,	is	teachers’	reference	to	cognitive	and	metacognitive	gains.	This	seems	to	be	a	view	
shared	 by	 all	 teachers	 in	 both	 primary	 and	 secondary	 education.	 Learners’	 ability	 to	 think	 critically,	
tolerate	ambiguities,	take	risks	when	guessing	and	infer	meanings	based	on	the	context	are	only	some	of	
the	 skills	 learners	 are	 reported	 to	 develop	 after	 being	 taught	 through	 CLIL.	 Interestingly,	 as	 subject	
teachers	noted,	the	lack	of	L1	use	in	class	‘forced’	learners	to	employ	higher	order	thinking	skills	in	order	
to	acquire	the	new	knowledge.	At	the	same	time,	this	lack	of	L1	support	worked	both	ways	and	equally	
affected	teachers’	teaching	choices,	since	they	couldn’t	depend	any	more	“on	the	safety	of	L1”	and	had	
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to	 use	 alternative	 resources	 –	 besides	 linguistic	 ones	 –	 to	make	 the	 content	 comprehensible.	 Finally,	
with	respect	to	the	qualifications	and	skills	required	for	CLIL	teaching,	most	participants,	 language	and	
subject	 teachers	 alike,	 pointed	 out	 the	 need	 for	 CLIL	 training	 focusing	 on	 both	 language	 and	 subject	
teaching	 methodology.	 A	 relevant	 point	 is	 that	 all	 teachers	 agreed	 that	 CLIL	 instruction	 requires	
systematic	 collaboration	 between	 EFL	 and	 subject	 teachers;	 EFL	 teachers	 lack	 the	 expertise	 in	
specialized	fields	–	especially	in	the	case	of	secondary	school	subjects	–	whereas,	subject	teachers	lack	
the	methodology	of	teaching	languages	and	thus,	the	skills	required	for	teaching	their	subject	through	
and	in	a	foreign	language.	This	last	point	was	brought	about	by	several	EFL	teachers,	since	they	felt	that	
such	training	would	enable	content	teachers	not	to	overcome	the	language	barrier	–	this	 is	a	different	
issue	–	but	to	deliver	unknown	information	in	a	foreign	language	effectively.		
	
Based	on	this	prolific	information	provided	by	the	participants	in	our	study,	we	would	suggest	that	CLIL	
professional	 development	 should	 aim	 to	 provide	 mainly	 methodological	 competence	 in	 interactive	
teaching	and	learning	approaches	(British	Council,	2014).	This	training	should	be	integrated	in	both	pre-
service	and	 in-service	teacher	education	programmes.	 In	a	similar	vein,	dual	track	specializations	or	at	
least	 specialization	 in	 one	 subject	 through	 CLIL	methodology	 for	 all	 teachers	 in	 pre-service	 education	
programmes	 would	 allow	 the	 development	 of	 teachers’	 CLIL	 competence	 and	 facilitate	 the	
implementation	 of	 CLIL	 instruction.	 In	 this	 respect,	 the	 design	 of	 a	 CLIL	 competence	 framework	
embedded	into	the	CEFR	would	provide	a	common	framework	of	reference	to	all	CLIL	trainers	and	this	
would	impact	positively	on	the	pre-service	and	in-service	training	programmes.		
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