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Sixth national CLIL conference 
‘CLIL Broadens Your Horizons’
�e sixth national CLIL conference will be held on November 
8, 2013, at conference centre De Reehorst in Ede. We expect up 
to 600 CLIL teachers and school managers from up to 120 CLIL 
schools all over the country.

�is year’s theme is CLIL Broadens Your Horizons. �e purpose 
of bilingual education is to prepare pupils for a future in an inter-
national environment. To this end, pupils study English at a high 
level. European and International Orientation is at the core of the 
curriculum. But how to put the international dimension of bilin-
gual education into practice? And how to bring the world into the 
classroom? Bilingual education broadens the horizon of pupils. 
Apart from focusing on language acquisition and CLIL didactics, 
workshop leaders will discuss the international dimension of CLIL 
as well. Participants will come away from the conference with a 
stronger sense of internationalization and with a number of con-
crete ideas to put into practice. �is year’s opening keynote will be 
delivered by professor Tanya Byron, a clinician, journalist, author 
and broadcaster specialising in child and adolescent mental health. 

�is conference is a must see for all CLIL teachers in �e Nether-
lands, and although the conference will be over by the time this 
magazine is published, I’ll be sure to have an article on this day in 
the next issue of CLIL Magazine. It is one of the main event and 
belongs in CLIL magazine somehow!

Have you been to the conference? Let me know what you learned! 
Contact me through www.clilmagazine.com and who knows, your 
response might just be published next time!
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From the editor 
A combination of in-depth articles and prac-
tical tips and tricks. That’s what I had in 
mind when I first thought of creating a CLIL 
Magazine. This is only the third edition and 
already a great mix of both types of articles 
is present in this issue. Moreover, the ini-
tial focus on the Netherlands has changed 
into a more worldly approach as quite a few 
articles talk about things happening in the 
world, something I am extremely proud of. 

Nevertheless, this issue was very close 
to never being published as the financial 
needs were only barely met. As you know, 
this magazine can only be published thanks 
to advertisers and it proved difficult to find 
advertisements for this issue. Therefore, I 
hope you like this issue and would be will-
ing to buy a subscription for only €40,- per 
year. This subscription includes thirty mag-
azines of both the Spring and Fall editions 
and you’ll receive the magazine as soon as 
it’s published. Furthermore, it eliminates the 
hassle with invoices. This way, CLIL Maga-
zine will be able to enjoy more financial se-
curity allowing for additional publications. 
So, please visit www.clilmagazine.com to 
order your subscription and give feedback 
on the magazine. 

The theme of this issue is Internationaliza-
tion. You will find an interview with Arnold 
Koot, headmaster of Wolfert Bilingual, who 
talks about the way bilingual education 
helps develop students who are world ori-
entated. To exemplify, two articles in this 
magazine have been written by internation-
al teachers: Melissa Yu, from Southampton, 
and Ling Jie, Xi Hongmei, Jiang Xiujuan and 
Dai Jiaqi from China. Arnold Koot also dis-
cusses the way bilingual education in the 
Netherlands has been developing TVMBO. 
Research on this has been done by Jenny 
Denman who generously contributed an ar-
ticle.

An interview with Sander van Haarlem and 
the Wartburg College shows the practical 
application of the Anglia materials. You will 
also find practical lesson ideas in articles 
written by Rosie Tanner (The Four S’s of 
CLIL), Jason Skeet (EIO) and Liz Dale (Les-
son Observations).

I believe this magazine provides a wide vari-
ety of articles and something everyone can 
relate to. Have fun reading this issue of CLIL 
Magazine and don’t forget to visit www.clil-
magazine.com to subscribe!

Patrick de Boer
Chief Editor

p.deboer@clilmagazine.com

Colophon 
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1000 magazines
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Subscriptions: 
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ded in the subscription. 
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By Arnold Koot
What school do you work for and 
what is your function within the school?
My name is Arnold Koot and I work at Wolfert 
Bilingual, part of the Wolfert van Borselen 
School community. I have been a location 
manager since 2003 and have been in-
volved with bilingual education since 1992: 
first as a teacher in physical education, then 
as tutor and team leader, and eventually as 
a location manager with the responsibility 
for bilingual education. Our school location 
offers education to about 900 students on 
both havo and vwo level. Thanks to our col-
laboration with the Rotterdam International 
Secondary School we can offer all IB levels 
in the upper-level classes.

Bilingual Education has been around for 
about 25 years and we were one of the first 
ones to start in 1992. 

Does your experience explain your 
involvement in the committee 
of bilingual schools?
In the past there was a network of schools 
called ‘Bilingual Education Network,’ but this 
network was managed with a lot of people 
and, in my opinion, was not quite decisive. A 
couple of years ago the size of management 
involved was reduced and the goals were 
clarified. That was the moment I became 
more involved with the network and eventu-
ally responded to the vacancy that opened 
up.

What is the current stand of the 
committee concerning Bilingual
Education in The Netherlands?
CLIL has been an important part of bilin-
gual education throughout the years as well 
as the notion that we are part of a diverse 
international community. In the past deci-

sions and policies were ad hoc, these days 
we focus more on the long term. As an exam-
ple, we’ll be meeting in November to decide 
on the policies and goals for 2025. Part of 
the focus will be about the teaching materi-
als we want to use as well as the expansion 
of bilingual education to vmbo (see “CLIL at 
vmbo” further in the magazine, red.). 

These are clear objectives that we want to 
work on for the future. With these goals in 
mind we can be a lot more concrete about 
activities than the occasional ‘you have to 
go to England,’ which was more or less the 
way it worked in the past.

We are also working on a collaboration with 
the teachers’ schools to work together on 
topics with both the European Platform and 
the Bilingual Committee.

The European Platform and the Committee 
are separate organisations despite the 
fact that they work together a lot. 
Can you explain some of the differences?
As committee and EPF we work together 
and make up the management. We also or-
ganise network meetings for all bilingual 
schools, as well as director meetings every 
1.5-2 years. In those meetings, decisions 
are made about the quality of bilingual ed-
ucation.

An example of the way the committee works 
is the way we can stress certain areas of 
bilingual education. At first, we wanted to 
focus on CLIL didactics, followed by the ex-
pansion of bilingual education to the havo 
level. After that we focused on Europe and 
soon after on the world as a whole. We are 
already working together with a school in 
China and are hoping more of the BRIC coun-
tries will be involved in our education soon.
 
You mention the expansion to vmbo. 
Is that just starting?
No, it has already started a couple of years 
ago but its popularity is increasing. There 
about 30 to 40 schools working on bilingual 
programs for all levels of vmbo. 

What are your responsibilities 
within the committee?
That used to be bilingual havo and interna-
tionalization. However, that will probably 
change soon as we are rearranging our re-
sponsibilities within the committee. I will 
probably be more involved with politics as 
a subject within bilingual education instead 
of bilingual havo, as that is a well organised 
concept by now.

There are standards for safekeeping 
the quality of bilingual education. 
Can you tell more about this 
and the way the visitations work?
The standards of bilingual education in the 
Netherlands were established years ago by 
the directors. Recently, many visitations 

Bilingual education in the The Netherlands
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have been taking place to check if these 
standards are still actively complied with. 
With the first visitation a director is always 
present to check the quality and keep a 
close eye on the way the standard is worked 
on at schools. Quite a few schools were told 
to change some things. That was a surprise 
as you’d think things could only have gotten 
better with the international contacts and 
quality of the teachers. Apparently things 
have declined somewhat during the last few 
years.

Could one of the reasons for this decline 
be the change of focus over the last 
couple of years?
No, although the focus might be different, 
the standard for bilingual education never 
changed. There are, for example, clear rules 
on international travel and the level of En-
glish proficiency teachers should achieve. 
That somehow declined over the last few 
years. I have a feeling that schools have 
been set back on track by the first visita-
tions and most schools are doing well again, 
trying hard to uphold the standard. During 
one of the network meetings we also pre-
sented the results of these visitations and 
the coordinators of the schools took these 
results back to their own schools. We also 
get more requests on helping out with ex-
plaining the standard. It seems to be more 
vivid these days and that is an excellent de-
velopment. 

The committee determines the focus 
of bilingual education. 
Does it also provide practical advice?
Yes, in the network meetings we organ-
ise workshops based on questions from 

schools all over the country. A few topics 
that have been discussed this way have 
been EIO, Bilingual havo and the collabora-
tion with people from China in secondary 
education. Apart from this, the biyearly na-
tional TTO day also provides dozens of work-
shops for the further development of teach-
ers and schools. (See the article about this 
further on in the magazine, red.)

This network can be of great help as long as 
people actively participate in it. If a school 
does not in any way do anything to stay 
up to date, you will eventually lose track. A 
way to stay sharp are international trips for 
teachers.

Can you give an example of this?
I went to a conference last year in Birming-
ham with a group of people and met Erik 
Mazur, the creator of the ‘Flipping the Class-
room’ concept. I think this is a great way 
of using didactics. He also provided a pre-
sentation that I showed to my colleagues 
when I got back and noticed that students 
are learning to use this new way of teach-
ing as well. Some students like it, others 
don’t. However, by trying out these ideas 
you come up with new ones and create a dy-
namic learning environment.

Erik Mazur will also be visiting the network 
next year when bilingual education cele-
brates its 25th anniversary in the Nether-
lands. To conclude: there is still much we 
can learn from our international colleagues. 

What do you think will happen to bilingual 
education over the next 10 years?
I think bilingual education will take anoth-
er leap towards internationalization and go 
worldwide. One disadvantage of this are the 
costs involved, but cultures that are further 
away from Europe are so different from ours 
that we can learn a lot from them. Because 
of the costs, I think we will also experience a 
digital revolution in education. Travelling to 
India is very expensive, but communication 
through video and Skype is cheap. A lot of 
people already do this on a daily basis, but 
somehow this is still not very common in 
schools. I think this will change rapidly over 
the years.

Could a possible result of this 
international focus be the allowance 
of a non-physical exchange program 
in the standard for schools?
That is possible, although the lower-level 
classes should still visit other countries 
in Europe like England or Spain. When stu-
dents from higher-level classes visit China 
with a couple of students the costs are very 
high, so this will only be possible for a lucky 
few. We have noticed at school that, as soon 
as students know who they need to collab-
orate with, they get to know each other on 
Skype. Five or six years ago we might have 
been looking at the people arriving at the 
airfield wondering which students were our 
visitors, now our students already recognise 
their partners. It really works!

It is important that we, as the committee, 
as well as the bilingual network and the Eu-
ropean Platform are ready for these chang-
es. I do not worry about this, we are very 
open-minded.

A very important aspect of bilingual 
education are CLIL didactics. 
What does your school do with this?
We collaborate with Leiden University to 
train our own international teachers. This 
has been very successful. It actually is so 
successful that we have been invited to 
Shanghai, the partner city of Rotterdam, to 
train our Chinese colleagues on CLIL. We 
gave a presentation about this a couple of 
years ago and we recently got this invita-
tion, together with the University. Obviously 
this is a great experience for our teachers.

Because we train our own teachers, many 
have been trained in the way CLIL works 
and everyone realizes what needs to be 
done in bilingual lessons. We visit classes 
every year to help each other and focus on 
CLIL didactics as well as the quality of the 
lessons provided. We have an open-door pol-
icy, meaning everyone can visit anyone’s 
lessons at any time. An example of this is 
the fact that a Japanese delegation of 25 
people will be visiting our schools shortly. I 
don’t even need to tell my colleagues, they’ll 
just have a couple of visitors in class and 
no one will mind. That is the way it works at 
our school. We needed some time to create 
this sense of openness, but these days it’s 
a very common thing to do.
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By Rosie Tanner
Complex texts: making them easier
During a workshop with teachers of first 
year CLIL classes, we discussed a problem 
that they commonly experience: the texts 
that the children have to read are far too 
difficult for them. As a result, the students 
can’t learn the material effectively. In this 
article, I present a model which can help you 
to solve this problem: the 4S’s of CLIL.

How can you, as a CLIL teacher, work with 
complex texts, so that your students under-
stand the concepts, ideas and language that 
you want to teach them? It goes without 
saying in CLIL that if you are teaching a 
cognitively mentally challenging concept, it 
helps if the text you are using is written in 
relatively simple language. And, conversely, 
if the concepts you want to teach are sim-
pler, you can use more challenging input in 
terms of language. However, sometimes you 
don’t have a choice: you must cover the ma-
terials in your course book and the texts are 
just too difficult for your students. This arti-
cle describes some ways of supporting your 
students to get through difficult materials.

The 4 S’s of CLIL
I have designed a model to help teachers 
remember ways of dealing with complex 
texts: the 4 S’s of CLIL. To summarize, the-
se 4 S’s are: Shorten, Simplify, Supplement 
and Shape. Below, I go into each ‘S’ in more 
detail.

The 4 S’s of dealing with complex texts

Shorten
Simplify

Supplement
Shape 

Figure 1: the 4 S’s of CLIL

The first S: shorten
Long texts and paragraphs are daunting for 
any reader, let alone first year students. The 
first S is simple: just shorten your text. Re-
move the information that your students do 
not need in order to understand the ideas. It 
is also a fact that long paragraphs and sen-

tences make a text hard to muddle through, 
so it is useful to divide long, complicated 
paragraphs or sentences into two or more 
shorter pieces. Ideally, in terms of content, 
there should be just one idea per paragraph 
and one piece of information per sentence.

The second S: supplement
The S for supplement is perhaps the easiest 
S to put into practice. You can supplement 
your text in one or more of the following 
ways:

Find and use some extra, multimodal input
Every experienced CLIL teacher knows 
about the importance of multimodal input – 
different kinds of input which appeal to dif-
ferent learning styles: using multimodal in-
put is an important characteristic of a good 
CLIL lesson. So supplement your text with, 
for example, an extra, easier text about your 
topic, a visual (picture, photograph, repro-
duction of a piece of art), an interesting vi-
deo, or additional visual keys, such as data, 
charts or graphs. Adding visuals lightens the 
load of looking at a page of text. 
As you can see here!

Write an extra introduction
Write a brief introduction to your text. Stu-
dents read this introduction first, accompa-
nied by one or two easy tasks: this will also 
warm up their reading skills. Your introduc-
tion might include: a summary of the who-
le text, some background information, an 
explanation of why the text is interesting, 
or instructions on how they should read the 
text and what they should look for.

Add markers to the text
Adding linking words or phrases such as ‘on 
the other hand’ or ‘firstly,’ ‘lastly’ to the text 
helps your students to understand how the 
text is organised. It also supports them in an 
important reading strategy: predicting what 
information is coming next. Adding markers 
and paying attention to them also models 
for students the kinds of expressions they 
will need to include in their (academic) wri-
ting.

Give examples
Add some examples to clarify complex con-
cepts. Examples help students to under-
stand because they can link prior experien-
ces or knowledge with new information. 

Add headings and sub-headings
Think of clear, meaningful headings and sub-
headings for all of the paragraphs in your 
text. These will guide your students through 

the text and provide them with clues about 
what information is coming next. It also 
makes it easier for them to find informati-
on when answering questions. With a very 
long text, you can also give each page a me-
aningful title.

Provide pre reading tasks
Pre-reading tasks are those that you give 
before the students read the text itself: their 
aim is to activate the students’ prior know-
ledge, to motivate and focus them and to 
warm them up to the topic (Dale, van der Es 
and Tanner, 2010: 23-27). Pre-reading tas-
ks help students to develop reading strate-
gies across the subjects, such as learning to 
guess the meaning of words they get stuck 
on or predicting what they are going to be 
reading. These, in turn, helps to increase 
reading speed in the long run. 

Some examples: 
1. Ask students to put pictures about the 

text into the right order.
2. Find and discuss or ask questions about 

a picture which is closely related to the 
text.

3. Ask students to match pictures to words.
4. Discuss what the title of the text might 

mean. 
5. Talk about which words or ideas might 

appear in a text with this particular title.
6. Provide 10 words from the text and invite 

students to guess what the text might be 
about.

7. Ask students to predict the answers to 
true/false questions about the content. 
Don’t tell them the answer: they find the 
answers themselves while reading the 
text. 

 
T.H.I.E.V.V.E.S.
T.H.I.E.V.V.E.S. is an acronym for text features 
that can help students to preview and get 
the global idea about a text before they read:

Title 

Headings

Introduction

Every first sentence of sections 
or paragraphs2

Visuals

Vocabulary, often bolded

End questions or 
Every author-generated question

Summary”
Adapted from: Isakson, Marné B. Five Keys 
to Helping Students Read Difficult Texts. 
http://ctl.byu.edu/node/329

Figure 2: T.H.I.E.V.V.E.S.

The 4S’s of CLIL
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Pre-teach content and/or language
Pre-teaching means pointing out important 
language or content, before you actually 
go into the details of your input. It involves 
pointing out in advance the key concepts 
or words which students definitely do not 
know - but which they need to know to un-
derstand the material. And it helps to acti-
vate prior knowledge about language and 
content as well as develop the important 
reading strategy of prediction, or guessing. 

Some ideas: 
1. Write on the board, explain and illustra-

te the vital new keywords that students 
need to know in advance.

2. Ask students to guess the story or con-
tents of the text from the pre-taught new 
vocabulary.

3. Put the new key words on the board: stu-
dents guess their meaning.

4. After you have pre-taught the keywords, 
ask students to predict other words 
which might appear in the text.

5. Pre-teach a grammar point in the text 
(e.g. conditionals if the text is about a 
hypothesis, or comparisons if the text 
discusses similarities or differences be-
tween concepts).

6. Talk about cultural information which 
students might not be aware of.

Provide appropriate tasks 
at your students’ level
You can make a text easier or more difficult 
by providing different levels of tasks. And 
these tasks need to match the students, 
rather than the text, so create tasks at the 
level of your class. Why are we reading this 
text? What is our purpose? What are the 
main ideas that these students can grasp 
from the text? The more complex the topics, 
the concepts and the language in the text, 
the easier your tasks should be. 

Provide understanding tasks 
while reading, not afterwards
Give students questions or tasks before 
they start to read your chosen text; this gi-
ves them clues to what they will be reading, 
as well as focussing them on the important 
information that you want them to learn. 
You can already start introducing or recy-
cling the key words from the text in these 
questions. Giving tasks after students have 
read a text is a memory test. Giving tasks 
before reading gives students a reason to 
read (to do the task), and helps to develop 
reading skills and strategies like predicting, 
skimming, and scanning.

Provide a glossary – but not always
The disadvantage of providing a glossary is 
that it actually slows down reading speed; 
however, some materials still include texts 
with a glossary somewhere on the page. 
One advantage of a glossary is that it is 
much quicker and easier for you to create 
than actually changing the text itself.

The third S: simplify
One rule of thumb is that a text at the right 

level should contain no more than 15 new 
words per page for your students: 90% of 
the vocabulary should be at the right level 
if you want students to pick up language 
and ideas from the text. So if there are many 
new words for your students, you need to 
simplify them. One idea is to look in a lear-
ners’ dictionary of the same level as your 
students: if a word in the text is not in the 
dictionary and is important for overall un-
derstanding, replace it with an easier word. 
Another important point is that students 
don’t need to understand every single word 
in every single text: words that are not vital 
for understanding can stay in the text. This 
helps students practice in the reading stra-
tegy of ignoring words: they can learn that 
they can understand a text even if they do 
not understand every single word.

If you are simplifying or writing your own 
text, here are some grammar tips:
1. Use simple sentences (subject, verb, ob-

ject) and verbs in the active voice rather 
than the passive voice. Example: use 
‘monkeys eat bananas’ rather than ‘ba-
nanas are eaten by monkeys.’ 

2. Use positive language and avoid nega-
tives (e.g. expressions like can’t, won’t, 
unable to). 

3. Use simple and commonly used verb 
tenses such as present, simple past and 
simple future, rather than conditionals or 
the past perfect (continuous!). 

4. Don’t turn verbs into nouns: for example, 
don’t write ‘animal protection procedure 
development,’ but ‘developing procedu-
res to protect animals.’ 

And avoid the following, if possible:
1. pronouns because the reader has to infer 

to what subject they refer.
2. inversions between verb and subject, e.g. 

‘Into the room slipped a giant crocodile.’
3. abstract concepts (ideas or concepts 

that have no physical reference), e.g. 
freedom, justice, sexism.

4. metaphors and figures of speech. If ne-
cessary, illustrate them with practical 
examples. 

5. synonyms, abbreviations and acronyms. 
6. excess words, e.g. Write ‘difficult’ instead 

of ‘particularly difficult.’

And the fourth S: shape 
The fourth S involves looking at the shape 
of a text - its format and layout. One of the 
easiest ways of rewriting a text is to write it 
as a completely different genre of text. Easy 
forms for students to understand include 
notes, postcards and emails. For example, 
an academic article about nutrition could 

be rewritten as an illustrated brochure for a 
doctor’s waiting room.

A clear layout helps reading considerably, 
too. Here are some layout tips:
1. Present related points in a list rather than 

a long paragraph.
2. Avoid many columns on one page. 
3. Use numbered lists rather than bullets. 
4. Create more space between lines (1.5 to 

2 times line spacing).
5. Don’t split words at the end of the line – 

this can slow down reading speed and 
rules about splitting words in English are 
complicated.

6. Illustrate your input. Use pictures, icons 
and symbols. Illustrations must be clear, 
precise and in colour if possible and be 
accompanied with a brief and simple ex-
planatory text and title.

How familiar are the contents of your text to 
your students? Students can also be put off 
by unfamilialace names, people’s names, 
names of foods etc. that are not important 
for the comprehension of the text. Try chan-
ging these things to something more famili-
ar such as the name of a local city.

To conclude, I hope that the 4S’s of CLIL will 
become as strong a part of your teaching re-
pertoire as the 4C’s (ooh - what were they 
again?).

Rosie Tanner is an independent education consultant. 
Contact information: r.tanner@telfort.nl 06 28745670. 
Her website, www.rosietanner.com should be online by Christmas.

Reference
Dale, L., van der Es, W. andR.Tanner. 2010. CLIL Skills. Haarlem: 
European Platform.
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CLIL at vmbo: Bilingual Education 
at Junior Vocational Secondary Level

By Jenny Denman,J.L.Denman@hr.nl
A Research Project
Does bilingual education* at junior vocation-
al secondary level ‘work’? In other words, 
do vmbo pupils who have some subject 
lessons in English, such as art or biology, 
achieve a higher level of (English) language 
proficiency without adverse effects to their 
Dutch proficiency or their subject knowl-
edge? Additionally, are there other factors 
in bilingual education at this level, such as 
motivation and attitude, which may offer 
added value? What ‘good practices’ seem to 
contribute to successful CLIL programs for 
this population?
These are the main research questions of 
my PhD research project, begun in early 
2012 and supervised by dr. Erik van Schoo-
ten (Kenniscentrum Talentontwikkeling, 
Instituut voor Onderwijs en Innovatie, Ho-
geschool Rotterdam) and Prof. dr. Rick de 
Graaff (Universiteit Utrecht). Although previ-
ous studies have measured the English lan-
guage proficiency of vwo pupils, this proj-
ect is the first bilingual education research 
project in the Netherlands to specifically 
target vmbo pupils. From an international 
perspective the project is also unique, since 
Dutch pupils are streamed into the different 
secondary school levels at a relatively ear-
ly age, and international research on CLIL 
has consequently produced results based 
on either high-achieving pupils selected 
especially for CLIL classes, or on heteroge-
neous groups which include such pupils. 
This study’s population is different, which 
makes the research especially exciting.
The CLIL situation at vmbo schools is also 
not comparable to that of havo/vwo pro-
grams: besides the difference in school 
level, the CLIL ‘Standaard’ for TTO-vmbo, as 
set out in the European Platform and the 
national network for bilingual education 
(Landelijk Netwerk voor tweetalig onderwi-
js), stipulates that 30% of the curriculum 
be offered in English (as opposed to 50% 
for TTO at havo/vwo), and the target attain-
ment, expressed in CEFR levels, is lower. 
TTO-vmbo schools are required, according to 
the ‘Standaard’, to have at least one native 
speaker teaching in the program, whereas 
havo-vwo programs are required to have at 
least two. Finally, TTO-vmbo schools ask a 
lower parental contribution (or none at all), 
which means a lower school budget for extra 
materials and international trips.
The project is longitudinal and quasi-exper-
imental, the data measurements will take 
place several times in the course of two 
years (2012-2014) and the participat-
ing pupils and classes were not selected 
randomly, but were chosen by the seven 
schools which volunteered to participate. 
In total, the twenty-seven classes chosen 
represent seven different combinations of 
vmbo levels, from ‘vmbo-basis’ to ‘mavo-ha-
vo’ in years 1, 2 and 3, split between CLIL 

and non-CLIL classes. There are approxi-
mately 540 pupils participating, of whom 
36% have indicated that at least one parent 
has a non-Dutch language background – 
49 different languages in all. Interestingly, 
the percentage of pupils with a non-Dutch, 
non-English language background is higher 
in the CLIL group than the non-CLIL group. 
The data being used to answer the research 
questions is both quantitative and qualita-
tive, and the instruments are designed to 
measure a variety of skills and constructs. 
There is, of course, a battery of English 
tests: a Peabody picture-type multiple 
choice test to measure vocabulary (recep-
tive), a gap-fill test to measure grammar in 
context (productive), a writing task, and an 
individual speaking task (recorded). There 
is also a Dutch multiple-choice vocabulary 
test as well as questionnaires to measure 
self-esteem, attitude and ‘willingness to 
speak’, and pupil biodata. Small groups of 
pupils are also interviewed about their expe-
riences with English at school and outside 
of school. To obtain the teacher perspective, 
there are classroom practice and biodata 
questionnaires, interviews and classroom 
observations. Finally, at school level, there 
is a questionnaire for CLIL coordinators.
After pilot sessions with a group of non-par-
ticipating vmbo pupils from another school, 
the pupil instruments were fine-tuned and 
used for the 0-measurement in the first half 
of the school year 2012-2013. This was a 
crucial step in determining the entry level of 
the pupils at the start of the project; how can 
we speak of language proficiency gains if 
we don’t know where they started? It seems 
like a self-evident question, yet it has been 
neglected in some CLIL studies, resulting in 
skepticism about results. I am determined 
to ensure that this study’s 0-measurement 
is thorough.
As a teacher trainer, I am fortunate to have 
students who are eager to learn more about 
CLIL and the research process. There are two 
teams of trainee English teachers who are 
helping with the transcription, holistic as-
sessment, and more detailed analysis of the 
writing and speaking tasks. This is a huge job 
(so far, 250 pages of writing tasks and near-
ly 1000 minutes of speaking recordings); 
I am deeply grateful to them, and gratified 
that they report to be learning about assess-
ment, language development, error analy-
sis, and inter-rater reliability. I would also 
like to express my appreciation to the TTO 
coordinators and teachers at the research 
schools, and most of all to the 500+ pu-
pils for their participation, cooperation and 
particularly for their stamina through the 
triple battery of tests and questionnaires.
The statistical analysis of the 0-measure-
ment results is now nearly complete and the 
pupil group interviews are being transcribed. 
The second measurement, conducted at the 
end of the school year 2012-2013, is now in 

the data entry stage. The final measurement 
is planned for the end of the school year 
2013-2014, with the enormous analysis 
task continuing for quite a while after that. 
There are tantalizing patterns emerging, but 
you will have to be patient!

Significant differences are present in 
the interpretation and application of the 
CLIL approach in the schools and class-
rooms. Project-based learning, e-twinning, 
code-switching and rotating all-English/
all-Dutch blocks are some of the strategies 
being implemented. Obviously, these differ-
ences contribute to the complexity of the re-
searcher’s task, but they are part and parcel 
of the CLIL landscape.
The research project has been presented in-
ternationally at conferences in Belgium, Po-
land and Spain; there is great interest from 
CLIL stakeholders in Europe and beyond. In 
the Netherlands, the results will be partic-
ularly relevant in the light of continued dis-
cussion about the growing role of English in 
primary and secondary education, and the 
question of its potential effect on Dutch pro-
ficiency levels – a sensitive issue at vmbo 
level, particularly regarding pupils with addi-
tional home languages. Do pupils who have 
additional subject-based English lessons 
become more linguistically aware, and if so, 
does this awareness transfer to meta-lin-
guistic proficiency in Dutch? Do the lexical 
similarities between English and Dutch re-
sult in lexical gains? And - crucially, espe-
cially for this population, does the challenge 
of the CLIL experience make pupils more 
positive about school in general? These are 
some of the questions which my present 
and future research will attempt to answer. I 
look forward to sharing the research results 
with you in the future.

You may be interested in the article “CLIL 
in Junior Vocational Secondary Education: 
Challenges and Opportunities for Teaching 
and Learning” (Jenny Denman, Rosie Tan-
ner and Rick de Graaff) which appeared in 
the International Journal of Bilingual Educa-
tion and Bilingualism, Volume 16, Issue 3, 
2013 (Special Issue: Content and Language 
Integrated Learning: Language Policy and 
Pedagogical Practice). 

Jenny Denman is a teacher trainer at the 
Instituut voor Lerarenopleidingen, Hoges-
chool Rotterdam. She has taught English 
at primary, secondary and tertiary level in 
the Netherlands and is a Cambridge oral ex-
aminer at FCE-CAE-CPE level for the British 
Council. She highly recommends the book 
The Lexical Approach by Michael Lewis.

* In this article the terms ‘CLIL’ and ‘bilingual 
education’ are used interchangeably, even 
though there are some different interpreta-
tions of the definitions and a variety of ap-
plications both in the Netherlands and inter-
nationally. This research project deals only 
with English bilingual education, but let us 
not forget that German bilingual education at 
vmbo level is also offered in the Netherlands!
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An Interview with Sander van Haarlem, Net-
work Manager of Anglia Network Europe and 
Lia Castro Mata and Margriet Trommel of the 
Wartburg College in Rotterdam on the appli-
cation of Anglia at their school.

Can you tell in what way 
your school applies Anglia?
Lia:
We started a pilot in January 2011 offering 
our first years a special course of English. 
We expected to receive about 40-50 partici-
pants, but received 135 applications. When 
133 of those students passed their exams 
we decided to continue with this course and 
soon we will have a thousand students who 
participated in our Strengthened Language 
Course (VTO), which is what we use Anglia’s 
resources for.

In what departments of your school 
do you work with Anglia?
We started the pilot with first years only, but 
soon expanded it to all of the lower years. 
These days we try to convince students to 
try and achieve higher certificates, resulting 
in students doing exams for the second or 
even third time. We even have students who 
have reached the Masters level. Students of 
all departments can join the course at their 
own level at different moments in the year. 

What was your motivation 
to start working with Anglia?
We wanted to give extra attention to the sub-
ject English at our school. Because of our 
identity as a ‘reformed’ school, we have stu-
dents who do not watch television at home. 
This results in some of the students having 
to make up arrears. The material Anglia of-
fers completely fits into both our objectives 
and our identity and is therefore well suited.

What does Anglia offer that differs from 
other courses that can teach English?
Every students is rewarded with a certifica-
te at his or her own level. They understand 
the value of what they are doing and want 
to achieve an international acknowledged 
certificate that offers a multitude of possibi-

lities after they leave our school. Of course, 
we also like the fact we can offer something 
extra. Students are proud and motivated to 
work with English the way we offer it right 
now.

Sander:
Both Anglia, and other companies that of-
fer international exams, are linked to the 
Common European Framework of Referen-
ce (CEFR), so there is a common system 
of levelled English proficiency that is fol-
lowed and worked within. Because of this 
framework, the content from one English 
examination company to another does not 
vary drastically, however, I think the Anglia 
difference can be found in our support ef-
forts. The fact that we offer our materials 
to over 350 schools in the Netherlands—
supporting and coaching them—makes a 
world of difference . We offer materials and 
courses specifically suited for both schools 
as well as the students. We work hard to 
support our Members, and customise pro-
grams to inspire and encourage English 
at school. We have, for example, programs 
where students play games that blend 
sports activities and English exercises, so 
they are immersed in English spoken by the 
people around them. Another thing we do is 
offer exam training for both Anglia exams 
and the ‘centraal schriftelijke examens 
Engels’. In response to requests from our 
Anglia Network, we also organise summer 
school courses where we bring a little bit of 
England into the Netherlands. Our Summer 
Schools are a popular and exciting venue for 
students seeking English at their own level. 
We’ve been organising our summer school 
programmes for 10 years now, and we are 
planning on holding programmes at over 
25 venues next year—both within Holland 
and internationally. In addition to this, we 
also train teachers, and even bring them to 
England to learn more about the English lan-
guage, didactics, and communicative skills. 

Anglia is so much more than just the exams. 
As an organisation, we try to be as close to 
the schools as possible and of course, be 
very approachable. These personal contacts 
we build and maintain makes us unique, I 
think.
Lia: 
Indeed, Anglia comes up with ideas and 
helps us develop custom made courses. 
Both the sporting day and the exam training 
they offered were of high quality. 

It’s good to hear the expectations that 
the school has are met. You mentioned 
a sporting day, could you tell something 
more about that?
The Anglia Spring Days. This day was or-
ganised by four students of the Christian 
High school Ede. They came up with two day 
that consisted of three half days of English 
lessons and one part sport and games for 

about 180 pupils. The emphasis might have 
been a bit too much on the speaking part of 
English, but it certainly was a huge success. 
We are considering offering this day to the 
higher grades as well. 

What can you tell us about 
the way the students at your school 
experience Anglia?
Students have to participate in an online 
placement test to determine their entrance 
level. We check those levels ourselves as 
well, because students can end up at a level 
that is too low. That would be a pity, so we 
sometimes advice students to try and do an 
exam at a higher level. It also happens that 
students experience that the exam was too 
easy for them so they try to do the exams 
again later at a higher level. Sometimes 
students do not pass the exams, but in our 
opinion this stresses the fact that they do 
have to work really hard for the exams. It’s 
not something that comes easy.

Sander:
I would like to think that Anglia’s vision of 
English education is based on stimulating 
language learning by engaging students in 
new and motivating ways. That is the reason 
we have custom-made courses and exerci-
ses for each student, at their own level. This 
allows students to make most of their cur-
rent English talents, and thrive in a level that 
fits them. Under this model, a student is also 
able to study, write, and pass an exam with 
confidence, which is both motivating and 
stimulates further language development. 
We think it would be very frustrating if one 
student would not pass the exams, most of 
the time that is probably the student who 
experiences a lot of problems learning the 
language. When we look at the numbers, 
the vast majority of students taking an An-
glia exam pass and do well because of this 
possibility to differentiate—to select a le-
vel that best fits them. There are also some 
schools that require all their students take 
an Anglia exam at a specific level, which can 
result in a decreased number of students 
passing the exam because they may not yet 
be fluent enough within that particular level.

This suggests the Anglia levels are not 
linked to the departments like havo 
or vwo on a secondary school.
Sander:
Because our step by step approach, every 
student can work with Anglia. There is no 
such thing as a standard Anglia Exam for 
the student in the third year of havo or the 
fourth of vwo. They can all work with Anglia, 
at their own level. 

Lia:
We recently introduced Anglia in the vmbo 
as well, with the added demand of Elemen-
tary level which coincides with the national 
level of English they have to achieve at their 
exams. These students are supported by 
teachers who offer extra lessons. This is an 
example of our school facilitating teachers 
to uphold the quality of English.

Anglia and Wartburg: A succes story
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Do you organise other activities like the 
Spring Days at your school?
Not at this moment, but as mentioned be-
fore, we are looking at ways to implement 
the Spring Days in the higher years as well. 
We offer the Strengthened Language Cour-
se in years the second and third years of 
our school but because we switch to Dutch 
again in the higher ears the Spring Days 
might be an effective way for the students 
to actively use their English again. 

Another idea that will we execute this school 
year is sending students from higher years 
to primary schools to promote English. They 
talk about the possibilities and we hope 
this will convince students to join our Anglia 
programme, or even better, start an Anglia 
programme themselves. This would result 
in students with more knowledge of English 
when they go to our school.

Sander:
A smooth transition to secondary school 
English is very valuable. Primary schools of-
fer a wide variety of different ways to learn 
English. 
With Anglia, an on-going learning line from 
primary to secondary school and further is 
possible. Fortunately, many primary and 
secondary schools are already working to-
gether, and discussing the way English is 
taught at their schools.

Can you explain the difference betw
een the Strengthened Language Course 
and Bilingual Education?
Margriet:
We are a small auxiliary branch of Wartburg 
College and as such do not have sufficient 
students and teachers to offer a complete bi-
lingual course. Because we believe English 
is something our students should learn to 
work with we offer the Strengthened Lan-
guage Course. I do not expect us to become 
a complete bilingual school but we do look 
for ways to improve our VTO programme.

In what ways does Anglia support 
English education other than the 
ways just mentioned?
Sander:
Over 350 schools in the Netherlands are 
part of Anglia Network Europe. Primary 
schools, secondary schools and various vo-
cational institutes are included in our mem-
ber-base. Because there is no such the thing 
as the ‘Anglia way’ of teaching, schools and 
teachers are free to implement whatever 
elements, methods, and pedagogies they 
feel are relevant and interesting. Our step-
by-step levels of English proficiency provide 
great flexibility, so every Anglia school can 
find it’s own unique way of applying our 
levels and services. We function as a gui-
de- a foundation upon which schools and 
teachers can build their programmes and 
courses. It is very likely that Wartburg Col-
lege does things quite differently from other 
schools, and that is perfectly fine. We need 
to ensure that our system can adjust to 
suit the individual needs and character of a 
school. 

So Anglia offers both a few extra lesson 
of English as well as complete support 
course for Bilingual Education 
and everything in between?
Indeed. Some schools simply offer the 
Anglia exams, where others put signs up 
saying they are an Anglia school and have 
big ceremonies where students receive 
their certificates. Wartburg College is an 
example of a very active Anglia schools offe-
ring not only exams but Anglia Activity Days 
and Exam Training (via our English Acade-
my) as well. They also participate in net-
work meetings with other Anglia schools. At 
these meetings, which are open to schools 
that might be interested in Anglia as well, 
we talk about ways we can help schools be 
even better. Twice per year we offer subject 
specific workshops which are visited by 
schools, teacher education programmes 
and the University College students. On the 

13th of November we will have our next An-
glia Members’ Meeting in Soest. You are all 
invited to join.

Teachers that have to teach in a language 
that’s not their mother tongue will have to 
be prepared very well. 
How did your school do this?
Margriet:
The main school does offer bilingual educa-
tion and when their teachers went to achie-
ve certificates teachers from our school join-
ed them. There is also a native speaker who 
works at our main school whose sole job is 
to actively support the teachers. At our lo-
cation I am the one responsible for the con-
tact with this native speakers. We also go to 
England quite often to improve our English.

This magazine is called CLIL Magazine. 
As such, I was wondering how you 
implement CLIL into your Strengthened 
Language Course 
Because the teachers that teach VTO also te-
ach their subject in English we have the same 
didactic challenges as a bilingual teacher. 
That’s one of the reasons our teachers go to 
Hilderstone regularly, to be taught in both 
the language as well as the CLIL didactics. 

Can you tell something of what you are 
proud of concerning Anglia?
Sander:
Personally, I greatly value our efforts of in-
clusiveness. We are an ‘inclusive’ network 
instead of an ‘exclusive’ network, which ex-
cludes people. We try very hard to involve as 
many people as we can in our network, pro-
jects and programmes, and work to inspire 
collaboration between the different schools 
too. Every student can learn English as their 
own pace, regardless of the type of school 
they are attending. Any school can join our 
network and take Anglia Exams at prices 
lower than most of our competitors, and in 
doing so, they are able to access a wealth of 
English exercises, experience, and of cour-
se-exams. 

Sander van Haarlem

Mevrouw (Lia) Castro Mata (l) en mevrouw 
Margriet Trommel (r).
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Part of Anglia Network Europe

- Exam Training VMBO, HAVO, VWO
- English Activity Days @ Schools
- Prep Courses Bilingual Education
- Extra lessons of English 
- Business English
- Teacher Training

English Academy
Extra support for English!

Centre for Teaching and Learning
Educational Development & Training

Our CLIL for Starters course is a practical course in 
content and language integrated learning, specially 
designed for all subject teachers who are new or 
relatively new to CLIL. 

Topics include: introduction to CLIL; understanding 
and evaluating input; devising active learning 
lessons; speaking and writing in CLIL; personal 
professional development in CLIL.

The course includes four full days of workshops at 
Utrecht University and various tasks and activities 
to try out between workshops.

Dates: 14 January 2014; 7 February 2014; 
12 March 2014; 8 April 2014.

Costs:  € 890 (includes tea / coffee and lunch)

For more information or to sign up for the 
course contact Jason Skeet, j.a.skeet@uu.nl

www.uu.nl/onderwijsenleren/clil

C L I L  F O R  S TA RT E R S

ARE YOU NEW OR RELATIVELY NEW TO 

BILINGUAL EDUCATION AND 

WANT TO DEVELOP YOUR CLIL TEACHING 

METHODOLOGY?

Hilderstone College  English Studies Centre
Tel:  +44 1843 869171   •   Web:  www.hilderstone.ac.uk   •   E-mail:  info@hilderstone.ac.uk

Private
Further
Education

Hilderstone College
Certi�cation N0.193
Educational Oversight 2012
educationaloversight.co.uk/193

•  Creative Methodology

•  Contemporary British Language and Culture

•  Thinking in the EFL classroom

•  Teaching Young Learners

Language Development and: •  CLIL (Content and Language Integrated Learning)

•  CLIL Materials Development

•  Teacher Development

•  From Teacher to Trainer

Over 40 years of experience     •     Courses eligible for Comenius funding
Open enrolment courses in January, July and August     •     Closed groups throughout the year

Professional development courses for teachers of English, CLIL teachers and teacher trainers
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By Jason Skeet, j.a.skeet@uu.nl 
European and International Orientation 
(EIO) is often an aspect of bilingual educa-
tion here in The Netherlands that teachers 
find difficult to integrate into subject les-
sons. For example, some aspects of the EIO 
rubric are rather abstract — if you’ve never 
seen the EIO rubric it can be downloaded 
from the European Platform’s website. One 
problem that I personally have with the ru-
bric is that it does not offer concrete exam-
ples of how to put particular criteria into 
classroom practice — although, to be fair, it 
was never designed with this in mind.
 
Of course, for some teachers, such as soci-
al studies, geography and history teachers, 
incorporating EIO can be as straightforward 
as identifying relevant content that con-
nects with their subject. For example, in the 
first ‘domain’ on the rubric, which concerns 
knowledge and understanding, the state-
ment “I have basic knowledge of the geo-
graphy in Europe and a general idea of Eu-
ropean history” is easily relatable to history 
and geography lessons. The only thing that 
the teacher then needs to do with their stu-
dents is to make this statement into an ex-
plicit learning objective so that the students 
also understand this as being EIO.

At some schools the approach has been to 
teach EIO as a separate subject, with les-
sons that tend to focus on the knowledge 
and understanding domain within the EIO 
rubric. But what about other subjects in the 
TTO curriculum, and what about other do-
mains in the rubric focused more on skills 
and/or the ability to demonstrate some-
thing? For example, the statement on the 
rubric “I show interest and respect for others 
in Europe and the wider world” from the ru-
bric’s third domain calls for more than only 
knowledge and understanding: it requires 
the ability to communicate effectively with 
others, to negotiate solutions to particular 
problems or to be able to resolve conflicts. 
Activities that pupils do in the classroom 
could then be seen as preparing them to go 
off into the wider world where they put these 
skills into practice.

How, then, does a science or maths teacher 
add an international dimension to their les-
sons? After all, if you take a look at the tea-
cher competencies for TTO teachers — also 
downloadable from the European Platform 
— all teachers are expected to integrate EIO 
into their lessons.
 
In order to try and offer teachers a concrete 
approach that includes examples for actual 
teaching practice for how to ‘EIOfy’ a lesson, 
what follows are four EIO teaching strate-
gies. These strategies are:
•	 Experiencing	an	aspect	of	another	culture
•	 Experiencing	 how	 to	 resolve	 conflicts	

and negotiate solutions
•	 Learning	 about	 multicultural	 and	 inter-

cultural content
•	 Looking	at	something	from	another	(cul-

tural) perspective
Potentially every subject in the TTO could 
use at least one of these strategies and I 
discuss each of them below.

Strategy one: Experiencing an aspect 
of another culture
This strategy is about finding lesson mate-
rials or ideas for lesson activities that use 
or adapt something from another culture. 
Physical Education teachers in the bilingual 
stream often offer a good example of this 
when they give their learners the opportuni-
ty to try out sports from other countries (for 
example, here in The Netherlands there has 
been a successful cricket league set up be-
tween bilingual schools). How about other 
subjects though? 

An example I’ve used in workshops is of 
games from other cultures that a maths te-
acher can use for teaching particular topics. 
For example, how about getting the pupils 
playing the ancient Chinese game of Nim 
as part of a lesson in which they learn about 
calculating probability? And if you think that 
this particular lesson idea is not then Euro-
pean-based, remember the ‘international’ in 
EIO — in other words, think of how to con-
nect with the whole wide world, not just the 
European or English-speaking parts. 
A good source for ideas for games from 
around the world that could be used in this 
way is this website: 
http://library.thinkquest.org/J0110166/

Strategy two: Experiencing how to resolve 
conflicts and negotiate solutions
With this approach learners can be given 
co-operative learning or small group tasks, 
in which they need to work together to com-
plete a task or solve a problem. The point is 
to have the pupils focus on the ways they 
work together, and to encourage them to 
make explicit for themselves the different 
skills this involves. 

There are lots of teaching resources online 
with ideas for applying co-operative learn-
ing in the classroom (see for example Spen-
cer Kagan’s website: 
http://www.kaganonline.com)

A teacher then needs to draw attention to 
the link between these types of task and 
the international projects and/or exchange 
trips that the pupils will also participate in 
as part of a TTO programme — the same 
skills that they use in the classroom for wor-
king together will then need to be applied in 
an international setting. And of course these 
activities could also be done during an inter-
national exchange.

Strategy three: Learning about 
multicultural and intercultural content
This strategy is possibly the one that is the 

easiest to connect to the EIO rubric, and 
the rubric itself offers an indication of ideas 
for lesson content (as discussed above). 
But why not push this further and use the 
idea of EIO as a launch pad into a range of 
related and relevant topics — such as hu-
man rights, sustainable development, and 
citizenship — that all subjects in the TTO 
curriculum could potentially connect with. 
These topics could then become the focus 
for cross-curricular projects that different 
subjects can contribute to.
 
Strategy four: Looking at something 
from another (cultural) perspective
With this strategy learners are asked to ex-
perience another or alternative (cultural) 
perspective to their own. Role playing acti-
vities are a good way to explore this stra-
tegy. For example, think of a controversial 
topic for discussion and then give pupils a 
particular role to play in that discussion 
that could be related to a different cultural 
perspective to their own. 

For example, you could watch videos from 
different countries about the same topic 
and discuss cultural differences. One pro-
ject that I have seen required students to 
watch international promotional videos for 
the Winter Olympics: a video from the BBC, a 
U.S. video from NBC , a German promotional 
video, a video from NRK Sports, Norway, a 
video from Australia and one from the Van-
couver Olympic Committee. 

There are many resources online for this 
type of approach to teaching EIO. Here’s an 
example from Oxfam: 
http://www.oxfam.org.uk/education/resources

Another example of this particular EIO tea-
ching strategy that I have used in a work-
shop is a poem written by a refugee in the 
UK. Certain key words are removed from the 
poem, and the activity then requires lear-
ners to complete the poem by themselves, 
so putting them into the position of the poet. 
They can then be asked to discuss what 
they thought about the person who wrote 
the poem (cultural background, age, gender, 
job etc.). Follow-up discussions can then 
focus on the difference between their own 
assumptions and the truth.

To sum up then, taken together what these 
four strategies show is that implementing 
EIO is an approach that can involve know-
ledge and understanding of subject con-
tent (and which can potentially be linked 
between and across different subjects) but 
also a range of skills that various subjects 
can also work with.
 
I’d be interested to know what other tea-
ching ideas you have in relation to EIO, or 
any thoughts on how to add an international 
aspect to CLIL in the classroom.

Thanks to Rosie Tanner for her feedback on 
this article.

Four ways to EIOfy a CLIL lesson
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In this article we realize that many aspects 
of CLIL are valid as far away as China!

Introduction 
During the last two weeks of August 2013, 
we - a group of 16 Chinese instructors from 
Shanghai University of International Busi-
ness and Economics (SUIBE) - came all the 
way from Shanghai to the Netherlands in or-
der to attend Utrecht University’s CLIL sum-
mer school: Methodology for Teachers in 
Bilingual Higher Education - a custom-made 
course especially designed for us. 

SUIBE enjoys a high reputation in inter-
nationalization; each year hundreds of 
international students are hosted here, 
mainly from Europe (e.g. France, Germany, 
Holland). These students come to Shanghai 
and study either with the local students or in 
a class consisting of international students. 
This means that the lecturers at SUIBE face 
the challenge of teaching subject content 
through English, and we are subject teach-
ers, not English teachers.

What is CLIL?
CLIL is known to us for its appealing feature 
of combining language and content togeth-
er. After months of communication with the 
course leader at Utrecht university, we de-
cided to experience CLIL for ourselves.

Bilingual teaching in higher education faces 
two problems in China:
1. The overemphasis on English language 

learning tends to lower the quality of sub-
ject content. 

2. The teacher’s domination of class time 
leaves little room for student-teacher or 
student-student interaction. 

As a result, students tend to be weak in 
skills such as knowledge building and cre-
ative thinking. To solve these problems, we 
learned that CLIL teaching methodology can 
be adopted to improve the quality of bilin-
gual teaching. 

The differences in emphases between the 
traditional and CLIL classroom are illustrat-
ed in table 1.

What did we do?
Before we came, we realized that the sum-
mer school programme would be challeng-
ing. Firstly, how could a single summer 
school serve all sixteen professional uni-
versity lecturers in diverse subjects: eco-
nomics, marketing, tourism, hospitality, ac-
counting, international business, logistics, 
mathematics, management, international 
politics, law and language? To be honest, 
we were extremely curious: how could CLIL 
work with all of us? Secondly, in our minds, 
we actually did not really agree on one ba-
sic idea of CLIL -- a CLIL teacher is not only a 
subject teacher, but also a language teacher. 
At the beginning of summer school, when 
asked whether we believed subject teach-
ers were also language teachers, only one 
attendee agreed!
 
During the two-week summer school, we 
learned the skills essential for successful 
CLIL in higher education. Some of the topics 
we covered were:

•	 activating	in	CLIL
•	 guiding	 understanding	 and	 lecturing	 in	

CLIL
•	 encouraging	 higher	 education	 students	

to speak in CLIL
•	 presentation	skills	for	CLIL
•	 aligning	language	and	subject	in	CLIL	
•	 improving	 writing	 in	 CLIL	 by	 using	 sub-

ject language. 

Two experts in higher education gave us 
workshops on (i) intercultural communi-
cation in CLIL and (ii) assessing teacher 
performance of faculty in higher education. 
During the two weeks, we also worked on 
our own personal project in groups which 
we presented at the end of summer school 
in our very own CLIL Symposium. At the 
end, we have to say this experience indeed 
served us a big meal of CLIL. What was 
amazing is that towards the end of our two 
weeks, all summer school attendees firmly 
believed subject teachers should and could 
be language teachers! You can see the shift 
in opinions in this photograph:

 

We changed our minds

Below, we describe some of our learning ex-
periences in Utrecht.

Dai Jiaqi
Two weeks spent at Utrecht elapsed so 
quickly! Truth be told, CLIL was a strange 
term to me before my arrival in the Neth-
erlands. As an English teacher, I used to be 
more familiar with pedagogical terms like 
Content-Based Language Instruction. I re-
member vividly how my curiosity was de-
mystified on the very first day. Through Ros-
ie and Jason’s explanations, it dawned on 
me that CLIL was the abbreviation for “Con-
tent and Language Integrated Learning.” 
Out of professional instinct I soon grasped 
the notion and couldn’t wait to absorb its ins 
and outs like a sponge. In the following days, 
different aspects were touched on that shed 
new light on my understanding of CLIL. 

My main observation about our CLIL sum-
mer school is that it was ‘refreshing’ and ‘re-
warding.’ As one of my colleagues rightly re-
marked, “I never thought that learning could 
be so relaxing and yet fruitful, and that 
classroom atmosphere could be so lively.” 

 CLIL HE summer school 2013

CLIL in Higher Education: 
A Happy Learning Experience 

By Ling Jie, Xi Hongmei, Jiang Xiujuan, Dai Jiaqi with Rosie Tanner

Table 1 Comparison of Emphases in the Traditional and CLIL Classrooms

Traditional Classroom     CLIL Classroom

Content-based learning     Process-based learning
Passive learning by listening and reading   Active learning by doing and application
Learning models and techniques    Models and techniques subject to 
       critical scrutiny
Teachers and literature are the sources    Knowledge remade by students 
of knowledge      through reflection and practice
Abstracted knowledge     Personalizing knowledge
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Jiang Xiujuan
Teaching students to communicate in En-
glish about a business topic is not neces-
sarily CLIL, I learned. As a language teach-
er, I believed my class was already CLIL 
enough. My thoughts, however, turned out 
to be misinformed judgments. To be CLIL, 
a course should be designed and delivered 
in a way that seamlessly incorporates the 
four essential Cs of CLIL – content, cogni-
tion, communication and culture. Traditional 
content-based instruction, immersion, and 
the communicative approach may have 
stressed one or several aforesaid Cs, but 
‘cognition’ is often the neglected ‘Cinderel-
la’ in language classrooms. Watching my 
colleagues--teachers of business manage-
ment, economics, mathematics, and law 
skillfully use language scaffolding and com-
municative activities in their personal proj-
ect presentations, I was amazed at the won-
der this CLIL summer school has worked. 

Lingjie
How can CLIL help from the teachers’ per-
spective? The following are some points I 
have learned in this CLIL summer school 
and would like to adopt in my teaching prac-
tice: 

1. Plan your learning objectives, activities 
and questions in line with Bloom’s new 
Taxonomy, in order to engage students 
in more higher order thinking (Anderson 
and Krathwohl, 2001). 

2. Encourage active learning and thinking. 
We have the responsibility to create an 
active learning environment in which 
the students can learn more actively and 
more happily.

3. Pass more responsibility of learning to 
learners and involve learners in learning 
activities that require them to actually 
experience or do things. 

4. Questioning should lead thinking rath-
er than testing. I realized that as a CLIL 
teacher, we should not just work as a 
question creation machine (just raise 
the questions to the students and wait 
for the answers). Questioning should 
lead the students to think and create!

What impressed me most is that we should 
learn to integrate the 4Cs into our practice: 
content, communication, cognition and 
culture. I am so excited to know there are 
so many scaffolds which can support my 
students when they are exploring some-
thing new. At this very moment, I have just 
finished the preparation of my first class 
for this coming new semester, in which I will 
firstly introduce scaffolding on my hand-
outs. When I was creating these handouts, I 
wanted to create an efficient scaffold for my 
students to understand, analyse, apply and 
then finally create something new. I believe 
my students will be very happy with these 
new materials. 

Dai Jiaqi
During the course, I learned a lot about 
question design. Of all the aspects, I was 

most impressed by the discussion we had 
about “how to get higher education students 
to speak more effectively.” It is a common 
delusion that the teacher’s questions are 
of the ‘spur-of-the-moment’ type. However, 
things are not that simple. Question-raising 
is actually a science. Through CLIL instruc-
tion, I have familiarized myself with an in-
teresting pair—skinny and fat questions. 
Skinny questions “usually provide facts, are 
easy and quick to answer in a few words.” 
An example of a skinny question might be, 
“What is CLIL?” When it comes to fat ques-
tions, they “have more than one answer and 
help learners to think more deeply about 
input and speak longer.” So a fat question 
might be “how can you apply CLIL differ-
ently with beginning, intermediate and ad-
vanced language learners?” 

Later on in the course, I learned how to 
start discussions with a variety of question 
types. This part could be seen as the cate-
gorization of fat questions. Eight categories 
were introduced with explicit examples: a 
common experience, a controversy, applica-
tion and interpretation questions, problem 
questions, comparative, evaluative, critical, 
a problem or a case. With this brand-new 
knowledge, I now feel so empowered that I 
cannot wait to try the ideas out. 

Let me conclude with a teaching example. 
I once asked students to talk about the 
question “what are your top priorities in 
life?” Their ten-minute discussion did not go 
smoothly and my students seemed to lack 
interest. I then thought that it was because 
college freshmen resented philosophical 
thinking. After CLIL instruction about ques-
tioning, I have to admit that I must take 
most of the blame because my question 
design was problematic! If I were to lead 
the discussion again, I would rephrase my 
question like this: “Suppose your life were 
reduced to one more day, you would choose 
to spend it with whom doing what?” 

Jian Xiujuan
In a typical language classroom in China, 
language knowledge (for example, vocabu-
lary and grammar) is stressed, and the un-
derstanding of a text is also considered im-
portant. However, the importance attached 
to analysis, synthesis and evaluation is 
often weaker. As a result, as Professor Xie 
Tao of Beijing International Studies Univer-
sity sharply commented, many language 
learners in China, though perfectly fluent in 
a foreign language, are in dire need of devel-
oping higher-order thinking and creativity. 
CLIL has helped me with some answers to 
this dilemma.

Hong Mei
In a typical subject learning classroom in 
China, students tend to be quiet and are 
busy with taking notes. They feel unsafe to 
challenge their instructors or fear criticism 
when voicing their own ideas. As a result 
students become less independent in think-
ing. However, CLIL methods can encourage 

students to be active learners in class when 
instructors become good listeners. After 
following the CLIL summer school, I under-
stand that listening is a kind of art. As a dis-
cussion instructor, he tries to listen at four 
levels: 
1. He listens for what is said. 
2. He listens for how things are said. 
3. He listens for what is left unsaid. 
4. He listens for disconnects or discrepan-

cies. 

When students speak, there are always 
emotional undercurrents. Sometimes the 
voice is tentative. Sometimes the voice is 
very strong. Sometimes there is lack of en-
ergy in the comments. Sometimes there 
is tremendous dynamism in the debate. In 
terms of evaluating students’ contribution 
to class discussions, the instructor not only 
evaluates them on how often they speak in 
class, but also on whether they are able to 
comment on other participants’ opinions 
and to discover hidden information.

Conclusion
Our two weeks in Utrecht passed so fast, 
and the summer school on CLIL is definitely 
one of the happiest learning experiences in 
our lives. We all believe the ideas of CLIL and 
the tools we have acquired will also take the 
happy learning experience to our students.

Contact information Ling Jie: 
lingdreamjie@gmail.com

 Hong Mei

 Ling Jie

 Jiang Xiujuan

 Dai Jaiqi
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By Liz Dale
In this column, I talk about something that 
I have seen in a CLIL classroom and explain 
which principles of CLIL I see reflected.

I saw part of an English lesson before the 
summer, which really impressed me. I was 
part of the visiting panel to a CLIL school 
which was applying for certification by the 
European Platform. We sat in on several 
lessons, but this lesson stood out. In the 
pre-service and in-service courses I give on 
CLIL, and in the CLIL methodology books I 
have contributed to, there is always a secti-
on on the importance of learners writing. In 
CLIL Skills, for example, there is a section on 
encouraging speaking and writing. In CLIL 
Activities, there is a chapter with activities 
which focus on writing. In CLIL Skills we 
mention these pointers:

1. Discuss text types, aims and audience
2. Work with examples
3. Look at text features (text deconstructi-

on)
4. Help learners generate ideas
5. Write together (joint deconstruction)
6. Guide and support first attempts
7. Scaffold the writing process
8. Encourage learners to write indepen-

dently
9. Encourage peer review
10. Give feedback during the writing pro-

cess

As I watched the English lesson, I was really 
pleased to see some of these being put into 
practice. The setting was a standard class-
room with desks and chairs, the children 
were aged 14-15 (third years). They had 
written their first essay about a novel they 
had all read. The tables and chairs were ar-
ranged in small groups, and learners were 
sitting together at tables in groups of four. 
They each had another pupil’s essay in front 
of them, and were using a rubric to give 
feedback on the essay. 

Like the lesson I talked about in my last co-
lumn for this magazine, this is a simple, not 
unusual classroom set-up. It is perhaps less 
traditional than a standard classroom with 
the desks in rows all facing the teacher at 
the front, but it is not revolutionary. 

So why did it impress me? Because it put 
into practice aspects of teaching writing 
which I feel are going to help learners beco-
me good users of English, which is after all 
one of the key aims of CLIL. 

By reading another learners’ work, the child-
ren were taking the perspective of the reader 
of a text – i.e., an audience, which is linked 
to the first point above. A key idea in tea-
ching writing is for writers to become aware 
of the fact that they are writing for someone 
else, and so need to express their ideas in a 
way that makes them accessible to the rea-

der, or audience. By reading another pupil’s 
text, these learners discover how important 
it is to express their ideas clearly. If they do 
not understand what the writer is saying, it 
is hoped they will realize that in their own 
writing, they also need to be careful that 
they write clearly for the reader. In the les-
son, they are using examples of essays 
written by their classmates (second bullet 
above), so they can see how another writer 
has approached the task, and can pick up 
vocabulary and ideas (point 4). The rubric 
referred to specific text features that the te-
acher wanted to see in the essays, helping 
to make it clear to the learners how an es-
say on a novel is constructed. Although the 
learners were not actually writing together 
in this lesson, they were giving feedback 
on each other’s essays, so were collabo-
rating to improve each other’s writing. The 
lesson was clearly guiding and supporting 
the children’s first attempts at a literary es-
say. Making use of a rubric to highlight the 
expected content and structure of a literary 
essay scaffolded the writing process in two 
ways – it made it clear what should be in 
the essay, and helped structure the feed-
back the learners were giving to each other. 
After the lesson, the learners were going to 
use the input to re-write their essays inde-

pendently and the whole lesson consisted 
of peer review. Some suggest that peer re-
view is a way of reducing teachers’ marking 
loads. This is certainly the case but not, pri-
marily, why it is useful to the learners. By 
giving feedback on each other’s writing, the 
learners develop a better understanding of 
what is expected of them when they write. 
The hope is that they will become better wri-
ters themselves. Finally, the lesson made 
sure that the learners received feedback du-
ring the process of writing, and were able to 
take on board feedback before they handed 
in the final piece of work. In effect, they were 
receiving feed forward, rather than feed-
back, so that their final product would be of 
a higher quality than their first attempt. 

All in all, there was a greater chance that 
these learners were going to produce a li-
terary essay of high quality than if they had 
been asked to write the essay at home, and 
then given a grade by the teacher. For me, 
that is an example of good CLIL practice.
Resources:
For more on these ideas, check out 
CLIL Skills chapter 4
CLIL Activities chapter 5 
http://www.leraar24.nl/dossier/3071/
clil-skill-encourage-writing 1

CLIL theory in practice – sources of inspiration 

Liz Dale is a principal lecturer at the Amsterdam University of Ap-
plied Sciences, School of Education (HvA Domein Onderwijs en Op-
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University of Nottingham and co-wrote CLIL Skills, with Wibo van 
der Es and Rosie Tanner and CLIL Activities (2012) with Rosie Tan-
ner and contributed to the recording and publication of CLIL Skills 
videos on Leraar 24.
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English Language Policy and Education 
from Global Perspective: South Korea and Vietnam

By Melissa Yu e.a
Background
The global status of English as a Lingua Franca 
(ELF henceforth) has had considerable impact 
on educational policies and practices in coun-
tries worldwide. English language education is 
thus widely implemented more often than not 
outside its native-speaking contexts, within 
world contexts. English language policy and 
ELT, therefore, need to take account of these 
multilingual, multicultural contexts that lear-
ners may find themselves in. This article first 
reports two cases that exemplify the English 
language policy and education of South Korea 
and Vietnam in relation to English as a domi-
nant foreign language. These countries were 
chosen not because they represent ELT con-
texts worldwide, but because the description 
of such policy implementation offers a glimpse 
of the underlying beliefs in the global status of 
English and its impacts on English language 
education. This article then briefly addresses 
the issues emerged from the implemented po-
licy and education in wider ELT contexts from 
global perspective.

Two cases
It is believed that a ‘global’ citizen’s English 
proficiency has a direct or significant impact 
on their employability, social status and, by 
extension, quality of life (for an explanation 
of this phenomenon, see Graddol, 2006, Sho-
hamy, 2006). Like the countries in Europe (cf. 
Phillipson, 2003), the national governments 
have had tremendous and increasing invest-
ment in English language education in coun-
tries of the Asia-Pacific region. South Korea 
and Vietnam are cases in point (Song, 2011; 
Nunan, 2003). We discuss two examples 
of English language education policy in the 
Asia-Pacific region, exploring how global status 
of English influences the language policy and 
education. 

South Korea
Given the global status of the English language, 
parents compete to give their children the best 
advantage possible through private English 
education. This can take many forms, from 
private after-hours English academies (South 
Koreans spent over US$20bn on them in 2012, 
according to the Korea Times) to one-to-one 
private tuition, and extended residence in na-
tive English-speaking countries, often splitting 
up the family (Song 2011). The more wealth 
a family has, the better the quality of English 
language education they can secure for their 
children, and so secure their future place in so-
ciety’s elite. This reciprocal, self-perpetuating 
relationship between English and privilege is 
known as the “English Divide” (Song 2011, 
Jeon 2012), and exacerbates the already-exi-
sting problem of social stratification based on 
wealth.
The government has made many efforts to 
counteract the English Divide. These include a 

ban on private instruction, which proved unpo-
pular and impossible to enforce (Seth 2002), 
and the employment of native-speaking 
English teachers in almost every public school 
(Jeon 2009). They also proposed a nation-
wide move towards CLIL in schools in 2008, 
which proved equally unpopular, partially be-
cause it would favour those students already 
proficient in English (thus contributing to the 
English Divide), and partially because English 
proficiency of teachers and students was not 
considered adequate to make it feasible (Jeon 
2012). CLIL is now almost entirely exclusive to 
private schools. Accessible English immersion 
education is still considered desirable to coun-
teract the problem of child emigration, though 
it is still yet to be successfully realised. One of 
the most interesting incarnations of the idea is 
perhaps the English Village. 
An English Village is a life-size, artificially-con-
structed village, comprising imitations of 
schools, airports, post offices, shops, hotels, 
doctor’s surgeries and other common public 
establishments, where only English is spoken. 
Casual events such as magic shows, street 
performances and outdoor village parades 
also take place, specifically designed by staff 
“edutainment” writers to provide accessible – 
but targeted – L2 language practice (Trottier 
2008). Users pay for time spent there, atten-
ding English lessons and generally living and 
engaging in day-to-day activities such as ne-
gotiating an airport check-in, a trip to the doc-
tor etc. in English, without having to leave the 
country. Visits can be a single day, or residen-
tial; the ‘full’ programme last four weeks, and 
usually costs around $1,700 (Trottier 2008, 
Jeon 2012).

Whether or not the Villages are a pedagogical-
ly sound alternative to foreign immersion is a 
controversial issue. Stephen Krashen (2006) 
himself criticised the Villages on three points: 

•		 Firstly,	 for	 touting	 artificially	 constructed	
situations, effectively elaborate role-plays, 
as genuine need-creating immersion: the 
doctors are not real doctors, the airport is 
not a real airport, and the generation of gen-
uine need critical to language acquisition is 
as absent as it would be in a normal class-
room.

•		 Secondly,	 for	 being	 built	 on	 such	 a	 large	
scale without proper research into their ef-
ficacy: though their theoretical merits and 
deficiencies are well-documented (e.g. see 
Trottier 2008), empirical evidence about 
their value in language acquisition remains 
lacking. 

•		 For	 being	 economically	 unviable:	 In	 Kra-
shen’s words, “English villages are very 
expensive. The Paju school has a maximum 
capacity of 550 students. If the other nine 
schools have a similar capacity, that me-
ans the schools can deal with about 6,000 
children per month. A total of 12 million 

children are in school in Korea, with at least 
six million in grades in which English is 
taught. Thus, English villages can, at best, 
impact on 1 percent of the children who are 
in English classes.”

Though those nine villages had increased to 
thirty by 2010, the Villages all lost money he-
avily in consecutive years (Jeon 2012) and 
were either privatised or closed down: in 2012 
the number had reduced to 21 (Song 2012), 
though there are still plans to build more. 

Krashen sums up his criticism as follows:
“In other words, Korea is paying an enormous 
amount of money to provide an untested 
English experience to just 1 percent of its 
school-age children, an experience limited to 
children whose parents can come up with the 
tuition money.”

Trottier’s (2008) in-depth rebuttal of these 
claims does present a sound theoretical case 
for English Villages being a considerably better 
learning environment than schools and unde-
serving of Krashen’s outright dismissal. Howe-
ver, it does not (in my opinion) effectively an-
nul any of Krashen’s individual criticisms, only 
the perceived conclusion drawn from them that 
English Villages are a ‘bad idea’. For the time 
being, pedagogically they appear to offer an ef-
fective and worthwhile learning experience, an 
enhancement of classroom education but still 
not as effective as foreign immersion, though 
Krashen and Trottier agree that research is 
needed to substantiate this. Socioeconomical-
ly, they represent another form of private edu-
cation only available to those able to pay for it, 
and an untenable business enterprise.

Vietnam
Sharing a similar situation with that in 
South Korea, many private schools have 
mushroomed in Vietnam in recent years. Un-
like in the public schools where English is 
taught as an independent subject, in those 
private schools where the parents are charged 
much higher for their children’s study, English 
almost replaces Vietnamese as the medium 
for learning and teaching as well as for daily 
communication. Besides, there are also some 
English summer programmes held by a vari-
ety of private English language centres and 
societies in which students have a chance to 
gather with others in a camping venue in Viet-
nam or abroad (usually in Singapore or other 
English-speaking countries) and indulge them-
selves in the all-English-speaking environment 
there. However, as there is hardly any research 
to point out the pros and cons of this model in 
Vietnam’s context, the next part aims to provi-
de the readers with a brief overview of English 
language teaching as well as how CLT has re-
placed GTM as the favourite method in Vietnam.
A historical review of foreign language deve-
lopment in Vietnam illustrates that a myriad 



19

CLIL Magazine

of foreign languages have been incorporated 
into language education system over the cour-
se of time. Before the 19th century, Mandarin 
became the dominant foreign language owing 
to the influence of about a-thousand-year Chi-
nese regime. During French colonial rule in the 
mid-19th century, the French language was 
widely taught and learnt in a systematically 
designed curriculum, replacing Mandarin as 
the dominant foreign language. From 1954 
to 1975, as the country was divided, Russian 
language was promoted in northern Vietnam, 
while English became more popular with lear-
ners in the south of Vietnam. Russian langua-
ge remained the favourite foreign language of 
many learners until 1986 (Wright 2000). As 
Phan (2010: 17) explains, “the government’s 
open-door policy from the late 1986 enabled 
the expansion of English in Vietnam with emer-
gence of foreign companies, services and tou-
rism throughout the country.” Thereby, English 
has been recognised as the primary Lingua 
Franca (or perhaps foreign language), “which 
are seen to provide socio-economic benefit” 
(Kirkpatrick, 2010: 61) and allow Vietnamese 
people to engage in the global market (Phan 
2010; Trinh, 2005) as a member of the Asso-
ciation of Southeast Asia (ASEAN henceforth).
In 2008, Vietnam’s Prime Minister signed De-
cision No. 1400/QD-TTg approving the Foreign 
Language Project for the period 2008-2020 to 
first establish the objectives of foreign langua-
ges and then to facilitate the Vietnamese citi-
zens’ foreign language acquisition. The Foreign 
Language Project first explicitly states that not 
only state but also private/foreign educatio-
nal institutes should take part in the develop-
ment of Vietnamese learners’ communicative 
competence. Secondly, foreign experts with 
good language skills from various professional 
fields were invited to if not all levels of school 
in Vietnam. For instance, the US Fulbright pro-
gramme, Belgian bilateral scholarships, and 
Swedish-Vietnamese Culture are exchange 
programmes aimed at recruiting visiting tea-
chers and professors from the aforementioned 
countries or ASEAN countries. There are also 
exchange programmes for international stu-
dents coming to Vietnam and Vietnamese stu-
dents going to other countries. In this regard, 
Vietnamese people need to use English to stu-
dy or work. Furthermore, Vietnamese people 
have more a higher chance to be exposed to 
various ways of spoken English and then carry 
out intercultural exchanges through ELF.
For a long time, the Grammar-Translation Me-
thod (GTM henceforth) prevailed in the EFL 
classroom, helping Vietnamese learners with 
English reading and writing (Pham, 2005). 
GTM has been greatly challenged in that Viet-
namese students, for instance, need to sub-
mit proof of English proficiency concerning 
speaking and listening in IELTS or TOEFL before 
being considered to study in English-speaking 
countries. It is believed that GTM failed to help 
students with speaking and listening, hinde-
ring them in using English to communicate 
with people worldwide. Accordingly, teachers 
of English, with Vietnamese teachers as ma-
jority (Phan, 2010), were encouraged to take 
a Communicative Language Teaching (CLT) 
approach to teaching English to prepare Viet-

namese learners for communicative language 
use, despite the difficulties in implementing 
CLT (Ho, 2004) or the tension of taking CLT or 
GTM approach to teaching (Pham, 2005). As 
can be seen, the belief underneath taking a 
communicative approach to language teaching 
is aimed at producing proficient Vietnamese 
speakers of English. 

English village or CLT for ELF 
communication: relevant or irrelevant
Our article did not set out to provide answers 
on the relevance of English language educa-
tion in English villages or through CLT to ELF 
communication outside of the classroom. In-
stead, we would like to highlight the pedagogi-
cal issues that emerged from the application of 
ELT in English villages or through CLT, from the 
perspective of ELF by posing some questions 
for teachers of English to ponder over. Before 
listing the questions, we would like to present 
two quotes concerning teaching English for in-
ternational communication purposes.

To teach is to be caught up in an array of 
questions concerning curriculum (whose 
knowledges are given credence?), educati-
onal systems (to what extent does an edu-
cational system reproduce social cultural in-
equalities?) and classroom practices (what 
understandings of language, culture, educa-
tion, authority, knowledge or communication 
do we assume in our teaching?) (Pennycook, 
1994: 295)

The notion of ‘authentic’ language becomes 
problematic within a framework of English as 
an international language: whose words and 
whose culture comprise authentic language? 
Native-speaker practices do not apply across 
multiple contexts of use. A more acceptable 
notion in ‘appropriate language’, but even this 
term needs to be examined, for what is appro-
priate in an international context may not be 
appropriate in a local context’ Kramsch and 
Sullivan (1996: 199)

Referring to these two quotes and examples in 
EFL contexts, we would like to invite teachers 
of English, or teacher researchers working in 
similar ELT contexts, to consider the following 
questions. Instead of providing answers to the-
se questions, we take an open approach to res-
ponse or comments from teachers of English 
or teacher researchers. We are looking forward 
to the further discussion on the mentioned is-
sues.

1. Under the traditional EFL paradigm, to 
what extent are the EFL teachers empowe-
red to bring about the necessary changes in 
their own teaching contexts if they are made 
aware of the aforementioned pedagogical 
implications for preparing students for multi-
lingual, multicultural communication through 
ELF? If there are constraints in taking an ELF 
approach to teaching, what are these con-
straints and in what ways will they affect the 
possible pedagogical changes in classrooms 
worldwide?
2. Pennycook (1994) suggests that the 
counter-discourse in EFL classrooms should 

be explored to challenge and change the esta-
blished agendas of ELT in EFL contexts. What 
are the implications of researching English 
taught and learned in EFL/ESL contexts for 
teacher researchers?
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