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ABSTRACT: This amicle reports on the oucomes of o qealifatve sudy carrisd ool wilh
teackery in four sasters Andalogies provisces (Grasads, Almers Jaén, snd Chedoba) o
thew perspectives on the implemenmtion of CLIL programmes. Dets missgrdaton, method-
alngical trianguistion, snd bocarion missgalaton heve oll bees smployed to obisin & com-
prehensive and represenmiive pictons o the way n which CLIL programmes sre playing
ot in ghis context. A fer framisg the topde against the backdrop of the projects, ibe piper ex-
poands on the ohjectnes, methodology, variabbes, and procedures employed in the sady The
trulk of the articlo i deerisd o ootlming it rein findings in relsrios to the o men Selds of
interest which barve besn convasead: 13 use in class, |2 development discorsive fimetioss,
ompeisnce development, metodobogy, maisrals and rescurees, evalustion, sscher tmin-
ing and mornaion, mobiliy, conmmtion, organization, woridoad, and ovemll sppesisal
of hilisgms| progrimmes. Within-group comparisors s also camied ouf to detenmine the
axmncy of statishealhy opficant &iSereece: within the cohert of Sachars b teems of 2
sarien of idaniihication vasiables. A detniled dagnosis of wism we comently sed @ this
preces of adsptation to (CLIL models is provided and e main hosmee in be addmasad in
this eres are pinpoinisd

Keywornds: CLIL, implemendaton, teacher perspecirres, qualisacive siudy, varables

Perspoctivis del professrsdn sehre 1s implemestectin del ALCLE: Comparselds lntrs-
prupal de vertshles clave

RESUMEN: Esie articulo presenis s nesolisdos de ) estudio cualitativo realisndo con
profescnudo de s cusiro provincias onientales andabazes (Granads, Almerls, Jadn y Clado-
ha) par conocer sas pempectvas sobee |8 mplementaciin de los progranas AJCLE. Pam
ohdener una images represeniativa y oomplets del modo e el gee dichos progmanas o sxtis
desamollando en ese dmbiin, s ba empleade manguischds de dadcs, mesiodologla ¥ lugars
Tras siter of tema en o confenin de |os proyecios, =f articaly explica. fos objetivos, meko-
dologla, varables ¥ procadimienio del estadio. Bl resto dad articoby expone los principales
hallazges en las dher dress de intends considersdss: wso de ls benpus enminjens on clase,
desarmilo de la mismas (fonciones dscursives ), desanniis de competencizs, mendologla,
materiades v recurpos, evabsacin, fomeacids del peofesomdo v modivacidn, menvilided, oo
dinaciim, orgeeizaciin, carga de tmabajo § valomcitn genem| de los programas Silingles.
Tamiién s ban realizado comparaciones infragnapales pam determinar b exisiesc d= di-
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fenancis estadistiameni signifiativm destw del proftsorade en fincion de mma sene de
veriables de identifcacion. Se popercons m diagdstico detalado de b sitmciom actmal @
o proceso de adepdackin & s modsbos de AICLE y se cxplican las principabes. |agamas que
han de afronmrss.

vari

1. InreODUcCTION

Orur increasingly globalised and interconnected world requires mdividuals who are caps-
ble of commmnicabng with sach other. Being multifimga] is, in the zeiigeisd of the present
society, no kooger a desrable amet for the job market and intercultumal relations; it has pro=
gressively lumed mio o neacessary skill which s taken for gremted. In the European Uniom,
this is particulardly relevant given that the free market and the free movement of workers
from ome country to another are laking place in a multicoltunz] and multlingeel coatineal
As the Emopean Commission (henceforth, EC) (1995 47) puals it, multilingualism & “par
and parcel of beth European identity/citizenshsp and the learming society™. For that reason,
Ewropman Policies are mimed of promoting the leaming of st least two foreign langusges,
what is often called the “Mother Tongue + I" principle (Eoropesn Commission, 1995 4T)
Furthermaore, (he BC policies have the aim of developing citens' usefiul competence inoa
lomguage, that &, “to use it for & purpose, so that the lopgeege becomes a ool rather than
an end in itself” (Eunopean Commission, 2005: 5],

Eurppean member sotes, therefore, pre doing their best to mplement these language
policies in their cumicels (Marsh, 2002; Lorenzo, Cesal and Moore, 2009, Pérez Cafizdo,
2012y, winch has involved substamtal mvestment for the sccomplishment of these objeclives
(Pérex Caffndn, 2i6h), Neveribeless, the “delivery gap™ (Marsh, 2002 %) that exists between
the objectives and the resulis obtximed has forced European nations o look for altsmative
methads of lamgesge lesming and teaching ket maximise lmguage learming within the exsting
edizcationnl stnactures, and if is within this context ihad Content =nd Languege Integrated
Leaming comes to the fore 2s 8 “Europesn solstion 1o & Enropean peed™ (Marsh, 2002: 11]
Siemming from Bilingua! Education in the Tlnited Siates, Canadian immersion progrmmmes,
end Tntemationz] Schools in Europe, CLIL kas been “championed across Euwrope™ (Pérez
Cafiado, 2012: 3. In fact, Euydace (2006) shows thal wirtually every country m Ezrope
is adopting CLIL, and adapting it to fit their context, giving rise to a wide vaziety of CLIL
practices, In Deller's words (2005: 280, CLIL s “spreading fast and here o stay™.

The “zxplosion of interest™ (Coyle, J006-2) thot CLIL has onginated has, in tum, given
riss io o considerzble number of studies that amalyse what this concept entails In pracboe
end ils effectivity i rxise langmege lesming standards. CLIL, which orgimated in 1994, has
recently reached its welershed, given the “epplicability of 10=15 year project cyoles in edoce-
taon™ {Mamh, 2012: 197). Therefore, this s the perfect timing to camy ot a comprebensive
stockiaking of CLILS imner workings im onder (o evaluate its Strengths, Wenknesses, Oppar-
tumities, and Threats and contribute to its development, meking the necessary adjustments for
the. fishare. It is 1o these aims that the present study contributes: This paper reporis on the

findines of a qualitative shady camried out in the four eastern provinces (Almeria, Cardoba,
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Ciremada, and Jagn) of ihe southem-most region @ Spain, Andalusiz. The sidy gothered
teachers” msights om the implemenitztion of the Andslosisn Flurilingnalism Promotion Flan
(Plam de Fomenfe del Plurilingdizme o Andafecia, Junta de Andalocia, 2005; benceforih
AFPFF), a CLIL programme banched m 2005 by the Andalusian sducabional asibonbes which
has had a greal optake simce its beginmings and which continpes 10 foster plumlingualism
amaongs Primary nmd Sscondary school studemts year nfter year all over the region,

The APPF was pui forsand as a pard of & stmiegic move o moedemize Andalesa
thmagh the development of the students” mother ooges a3 well as of their limguistic and
culiural competences in o FL. This change of mentality from 2 monolingun] mindsst to »
phurilinzual ane has posed some dificulties, especially given that the Andahisian levels of
compelence in oan L2 are lower than the Spamish sverzge, which is in turm lower ikan the
Europman average (Minsteno de Edocacitn, Cultum vy Departe, H0 2L

Diespite this fact, the Andalusion aducations] muthorities did not desist from their parssit
o inorease the population's lmgusstic competence, and the region beas been refered do s
“a monalingual community strivng io jump oo the bilmgual bandwagon™ (Pérez Caflado,
2011: 392} As a consequences, ke mumber of schools that adhers to the netwaork: of bilingund
schools does oo cesss o increass year nfter year: from sn @iGal oumber of 915 public
schools that vwere regasiered in the progmmme n the acadsmic year Z0[4-2015 (Ewropa
Press, 1014d), a “swift upike” [Lancaster, 2016: 149) has tken place, and 1,337 public
hilingual schools are currentdly. eorolled in the programme, Andalosa bas therefore beoome
ihe Spamish commumity with the highssi number of bilmgual schools m Spain (Jfunia de
Andnlaocia, 117T), and the educational asbonties intend (o reach 1,500 bilingual schoels
ihe regiom by 2020 (Euwropa Press, 2017).

The PEDLA (Plm Evrmicégice de Desarmille de for Lemguar en Ardaleciz, Stmtemic
Plan for the Development of Langeages in Arndalusia) was launched in 2017 to comsolidate
ibe achicvements of the APPF, as well 25 o adapt the objeciives established by the APPP
o the carrend reality of Andaluse. Tis boad objectives, therefore, zre m line with those of
the APPP, and they oonssst of increasing the students’ commumicative competence, IMproving
their leval of proficiency in a FL. upprading langoage eaching methodolomies, and increasing
the number of teachers panscipating in the progmmme with o C1 lsvel m a FL.

Afler froming the topic agrimst mn updstsd review of the literalire and the main
findings obtained so far in this area. this paper reports on the objectives and methodelogy
{ressarch design, semple, vamebles, instruments, and data =nabysis) of this shidy. These
will be followned by a comprehensive accomnt of the findines obtaned. davided mie the ten
spects fhat have been canvassed: L2 use in class, 1.2 development discursive funciions,
campetence development, methadology, maieriak ind resoarces, svahiation, isacher tmming
and midivation, mobility, coordination nmd onganization, workload, and ovemall assesament
of bilmgual programmes. Data, location and methodological trizngulstion are employed,
which allow us to obtzin a clear and representative view of the way CLIL anfolds m fis
caplext, [ addition, within-group compansomrs are zlso caried ool These are fundamenial
io order to defermmine the existence of amy satisbcally significant differences within the
cabort of teachers in tenps of a series of identification vanables. With the resulfs obtained,
it will be possible to determime where we stand in terms of CLIL implementation m the
area onil what the man laconse are in order to keep pushing the CLIL agenda forward in
Ol community.
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2. PrIOR RESEARCH

MWumerous stodies have been dadicated o0 examning the immer waorkings of the AFFP af
& gammots level fom s bepmpings n order to find the areas that peed improvemsnt as
well &z the positve aspects of this plan. Attention will be paid here to those stodies which
have focussd on teacher rining and teachers’ judgments on the way the APPP is developing.

The first lope study on the APPP was the one coordinated by Lorenzo (Fablo de
Olavide University in Seville), and camed omt between 2006 apd 2007, It conssied of a
gueantitative and qualative siudy on the cuicomes of CLIL instruction, with outstamdingly
positive resuls. Seveml publications sprung forth from this study: Casal and Moore (2008]),
which described the research design; Lorenin, Casal end Mioore (2009), which omalysed the
qualsative owmcomes; and Loremoo, Casal, Moore and Afonso (2009), which expladmed he
quanfitatrve data from the stody. Given that this stady was the first of iis type m Andah.
s, it coostifutes “a necessary slanting end reference poind o the ressarch panoema of cor
sutomomous community” (Pérez Caiado, 2001 : 393).

Alsr in the Amdahisian conieat, Bubio Mostacere's {2009} stody (Universty of Ports-
manith and University of Iaén), cammed oot m the proviecs of Jaém m June 2005, examined
NLA {(Non-Linguistic Area) teachers” traming needs by camying oot imlerviews io 20 teach-
e i 4 secondery schools. Her aim was o design 2 saining course for WLA eachers. In
arder o do s, she first proposed a mode] and then revised if after analysing the resulis
she obtained from her peeds analysis stady. A final revision was made after it was reviewsd
by the inlerviewees and o local Teacher Triming Centre (TTC) (Pérez Cafimdo, 20011). The
noveity of this study accounted for sis minitve nature (Pérez Cafiado, 2011), Howeves, the
stody would have bepefitted from methodolozical and daia maneulation and a larger and
maore geagraphically repressniative sample, Furthermare, the inlsrviewees were not mmviodved
with the APFP implementation, which would have been desimmble for & stady of these char-
ecienstics {Pérez Caflado, 2011,

A few years lafer, Cabezas Cabelio (University of Milkg) conducted a study {2010)
betvween Janmry end Jume 2009 in which over 100 teachers amd 30 coordineiors all across
Andalugia ‘were mieraewed m onder o develop 2 SWOT (Strengths, Weakpesses, Opportu-
nities, Threats) mnabysis of the APPF. He plso intended o exploce the pessible disoepancies
between the top-town and bottom-up approaches to the AFPF. The imterviews wene conduct-
ad im M} Primary and Secondery schools which mmplemented o CLIL spproach in English,
French nrﬂu'ru.ln.'l'h.llmldr, utldpum-udmm.l methadaobagical l]'lI'I:ﬂll:l:I:lllE!l {eg

Cabezas Cabelio’s conclusioms were, however, devasiabing comcermng the development
of the plan and the imegrton of top-down and boblom-up spproaches. In his owm wonds
{2010: S0), "The APPP document is full of wishful thinking and false expecmbions; as some
tenchers put it, “in the present circumstances of most Andalusian schools, it is nesther visble
now dfinahle’™.

Another gualitative stsdy, in this case in the proviece of lsén, was conductsd by Galver
Ciamer (2013 ). She camied oait o SWOT analysis of the APPP in José Platn, 2 Primary schooed
in Mengibar (Jaén), in order lo evaloale stakeholders’ pempediives conceming the plan ond 1o
oompare the cohorts. She camed oot sarvey ressanch, by means of questiongaines deliversd
1o 89 students, &4 parents, arl 1 teachers, The analysis of the data was both qualitative and
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quantitetive, and datn risngrlstion was ensured o redoce possible Bas, Tt was foend that
ithe stakeholders were genemally satisfied with the programme, with the shadent group being
the maoat emtbusiastec of the three. While stodents were especinlly optimistic conceming
thsir zse of the L2, the development of Eoglish in class end the metbodology —which they
dﬂnudhmuﬂdﬂtimﬁrlﬁuhﬂm&ﬂ:uﬂiug&g]iﬁ-,ﬂﬁ:mdmmrmﬂ
safisfied with evalmiion, teacher fTaimng and mobility (2013} It muost be noted, however,
that shsdemts provided mixsd responses concerming thedr competences in oral expression and
understanding the FL (2011), that the workload on the pant of the teschers increassd and
of the materials, the need for more mformabon sbhout the progremme, and not being sble
to help thew chilifren with their homework.

A more comprehensive stody was conduoctsd by Lancaster (2016), focused on Secondary
achacation, She carmisd out a study in =ight high schoods in the province of Ja#n, in order 1o
caompans the perspectives of two different sinkeholders conceming the APPP implementation,
using for this amm ibe resulis obtained by two differest proup-sdminisiersd guesbonnaires
delivered to 53 teachers and 607 snudents betwean the apes of 12 and 17 (Gom first year of
Compalsery Secondary Education to first vear of Won-Comalsory Secondary Education). The
siakebolders were questionad showt stndents’ me, competence and development of English
in class; methodology; matenials and resoorces and ICTY evalustion; leachers’ me, compe-
temce and development of English in class (students]; leachsr tmming (teachers); mabality;
and, fimally, improvemsnt and mobvaton tewards Enzlish {stodents); and cocrdimation and
arganisabion {leachers).

The resulis were analysed wsng both quantitaiive and gualitative metbods. Ti emerged
thai, while both teschers and students had positive atishudes conberning the APPP, il was the
teacher cobiort that provided more postive feedback {even though students” enfbusinssm was
evident, especinlly comcemning their development and use of the L2 and the methodology
employed o class). Teachers were most satished concerming materials, respurces and ICT,
evaluation, teacher tminmg amd mobility. Both cohorts agreed om accepting the metbhodod-
ogy that comes with using 8 CLIL approach in clas. Alogether, the glohal results of the
stody sugpestad that “the APPPF has been extensively weloomed inlo oor education system™
{Lamcaster, 2012;154). The sample for this study was copsderable. However, ondy 8 public
bilingual schools wers invodved in the dats collection, znd they were all selected within a
restricted lecation, Foribermore, the study was condiscied a8l o given point in time and there
was no lnsgindinal evaloation of the results. In nddstion, thers is a lack of metbodalogical
and data triangulation, @Snce the stody only fooussd on the cobiort of teachers (versus shsdenis
end parents} and there were no data-collecton tools other than questbonoines,

The specific issue of teacher training for CLIL has also aroused attention. In a shady
comhecied by Pérez Caflado (2016h) on this msue, if came io Eght that the fwo most crecial
aspects in feacher tining that needed to be addressed were the proficiency of the teachers
in the L2 and tmining in the Sibsoretical enderpinnings of CLIL™ {2016k 26597, as well ns
practical sspects of CLIL soch as “stodent-centered methodologies™ C200160: 269], despite
the faci that, for those who are mot experis in the mafler, sieppmg up the language skills
of teachers is all that is required (Fortanez-Gdmez, 2013), The lack of spproprizie tmining

! st s Coiviimimecalion Techaology.
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programmes for teachery and of institutional soppornt were also voiced =5 a concemn by CLIL
teackers (Perez Cafiado, 2013). These findings mimar these of previous articles such as Blanca
Pérex (20019), Gorcia Mayo (200%, in Pérer Caflado, 2016b), and Lasagsbaster and Rmr de
Zarohe (20106} According to the suthor (20060 268), this comersione “must b= coversd
priar tr noming to other lanmae”. As far as the lammmpe deficienciss on the part of the
ieachers were concerned, il was an aspect thad oresded anease amang the researchers (Broton,
201%; Pérer Cafiado, 2013; and Pérex Cafindo and Rier Padilia, 215} and the teachers,
since it affected both NLA beachers and FL teachers (Pdrez Cafimbs, 2016b)." Moreawver, it
was suggested that, instead of NLA teachers instructmg students via the FL, it was langunge
tenchers who should be treimesd to mmpart specialissd content lessons (Bowler, 207,

The fipure of the teacking assistant was mere specifically scrutinised by Sanchez Tomes
(20014}, He camesd oui a qualiative longaodinal amelysas simed af guthering information
capcemning the rode of the lapguage assistant in Andalusia and the relationships between the
asxisiant and the APPP language coontinates. For this study, methodologecel and deds tnag-
gulafion were employed, and the gathering of date consisted of interviews and observation
of muitiple infismanis (15 langunge assistamts, 15 coordinators 1o bilingual schools @ the
province of Seville, and five other people, mciuding the represeniatives Tom feacher ran-
img schools, the regiomz] hilingna! coordirator, and the deector of intemational sducational
progrmmmmes). It was found that, for teachers and langueges essistanis, working back fo back
inffoenced them at a personal and professional level: they expenenced changzes in metivation,
i the pedagogy used i thewr lessons, and in commumication, all these aspecis affecting their
overal! evaluation of the APPP experience, I was zlso found thet the language assstants,
oo averape, foifil most of thew expected fmchons. However, in terms of didachics, oaliual
approaches, and leisure activities, their performance sheald be stepped up.

ﬂmeﬁﬂmg&mmlmmﬂ:mumm&fhfwmm
tesse (20134, in which seven teaching assistants were mberviewed for saght montks. In tos
study, & was found that there were diffinlfies in combining cobhare and inferacton in class
when there was a second teacher. Instead, the langi=ge assstant was osad a5 0 “boman CT
(2001%: 224), or a “cullum] wur gwide™ (2013 Z24), mther fhen moking the mosi of this
potentinl io posh shadents” Intercultural Communicative Competence (I0C). Sdncher Tomes
{20014) nizo foend that there was both cooperetion and collthomtion between the nssistant
and the langunge teacher, and that this relationship wes frostfial with regard to participation,
communication in the classroom, and contextuslisation of the lessons. In contrast with some
skudies (Mavés, 2009 Rubso Mostacero, 2{01%; Cabezas Cabello, 2001(; Lancaster, 2012; Pérex
Cafiado, 3012; Gélver Giimes, 2013; Lancaster, 20146], teacher trzimng was nol consider=d a
major drawback for the development of the progmmme, since il did ool emerge &3 2 couse
for concern. Wevertheless, if was apresd that the lansuape assistant was a Spoe that oesded
more pedagegical and methodological tmining, and thet teachers should fmprove. the use
they make of such a resource.

In addifion, some successiol prachces were identified in schools where shadenis” com-

mundicokive compelences in the L2 had improved. The most ouistandmg of all was the elab-
omtion of an integmi=d curricuhim, but other relevant faciors were related to the teaching

siaff: for example, pursuing hoth content and |amgsspe ohjsctives ol the same time, the level

Tl Andaluss, & andy foand et eachen vl wese involved m dee CLIL progransss: hid & oo leeel of
Enghul, nd exeeding i B2 CEFRL level i English (Lovenns, Casl, sl Mioose, D)
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of competence in the [.2 of B2 or higher, the teachers” interest in participating in immovative
proposals, and the level of collabomtion between the coniend and the bngnage tmachers. In
copirast, the mwin faws detected were a limited depree of consscution of lanpoazs objectves
{which were rather commonly reduced to bewrning & list of lexical ifems), a high level of
difficulty of e maferials employed i class, a neglect of oral skills (paired with a lack of
scaffplding to conduct cer=in tasks), end last, but oot feast, & poor varesty of discoarses
onder study, with narmation being piven most aftemton, in detriment of ree! commundcative
sihmboms sixch s debates or discussions.

The above-menboned isszes of teacher faimimg Were also explored by De la Maya Re-
tamar & Luenpo Gonzaler (2015). They identified some key areas in which teacker training
was insufficsent in the educaton degres First of all, the time dedicated to the shedy of the
foreign langzge (henceforih, FL} was scarce, when compared agaimst 2 FL. Degree. Further-
mare, didactic tnxining m the 1.2 wes necessary, for there was 8 complete ok of it in some
cases. Second, tmming was required on basic theorsticel espects of CLIL and development
of hilingual programmes. Thind, there was no coberence between the trinimg received in
class and the “rezl™ classmom in terms of longuages thatl were taught, Last buf not [east,
graduates were not approprately informed of the functioning of bilingual progrmmes, which

Fmally, focusing om competences, Ciarcin Séncher amd Rodrigeer Collado (2015)
condisted a study aimed st evalusting whether a compelence-based aducation mod=] was
bemg followed by some schools participafiog m the APPF, amd the effects of followimy such
methodoiogy. Therefore, they mierniewed tesachers from the bilingual sections, bilngaal co-
ordimetors and o lmngusges assiktant from six secondary schools in the provance of Almeris
{9 people m intal}, and comdscied qualimtive and quantitative analyses of the data reconded.
They concluded that following = competence-besed moedel or not doing 5o dependad on
cerntnin factors, such as the subject under shady (whether or ot it was an WLA clas), the
teackers” bockgroumd (veteran teachers tended to follow a more traditional approach), or the
degree of implementation of the school's Integrated Cumiculem. Ferbhermore, they reached
some remarkzble conclusions i relation to the hbngual pregramme itself.

To sum up, several deficiencies have come to lipht m previous research, which have
the potential of damapmgz the comect execution of the APPE Thess deficiencies are o be
faced immediatzly, for they not only nffect the tenchers themselves bot slso have an =ffect
on ke students and the camiculum m geseml, 60, Therefore, actions shoald be pken Lo
emsure comect tmining, sppropriate matenials, coondmation smong teachers, and access 1o
mability. These, emongst other facters, woald allow leachers to work 1o thear fiull potential
for & hetter implementabon of hlingmlism m oor commmity. This upﬂmﬂyﬂtltﬁf
which the present shady seeks to fill since if 1= aimed at conducting an empinically soumd
investigation that supemsedes the lacume of prior studses inlo the topsc.

3. CLIL IN ANDALUSIAT FROM THE APFF TO THE FEDLA
For the APPP end the PEDLA to develop satisfacionly amd come to fruition, fhe

leaching body undozbiedly consishates a key element. While several studies (Marsh, 200
Coyle, 2006, Mersun-Storm, 2007, Seikkol-Leino, 2007, Loremso, Casal & Moone, 3009
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Lassgabaster, M1, Carcia Séncher & Rodrigoer Collals, 2015, Hems & Lasagubaster,
2015 Lancastes, 2015, Xi6) shoawed thed following a CLTL methodology in cluss has pos-
itive efects on studends, it was also proposed that teachers who ore engagesd in CLIL are
more motivaled than non-CLIL teachers (Llinares & Dufouz, 2010; Dalbinger ef o, 2006),
given thed CLIL implies making a special extra effort when it comes io lesson plamning and
materszls development (Fortnmet-{Gimez, 2011; Vinks, 1595}, In Braton's words (2003:585),
“nobhody will demy thet CLIL 15 bard work for teachers™.

Firsl of all, it was suggested that followmg 8 CLIL methodology mot only demandesd more=
of the studsnt, but alse of the teacker. The imtegmbion of content and [engusge demanded a
mind-shift ca the pard of the leacher, which, accordmg b Pérez Cafiado (2003:15) “pamis
o the very hallmark of CLIL™. Where NLA non-CLIL teachers focuses only on the confent
af their subject, CLIL implied an ovemll change of methodology. CLIL tesachers nesded 1o
be aware of other factors, such as their code-swilching strategies (Gierlinger, 2005), or the
ways in which the dmciplinary discourse will be imtrodoced to the shalents {Fortanet-(G-
mez, 3013). Nevertheless, this could be seen in 2 positive light, since this implied 2 higher
cognitive enpapement on the part of the teacher (Pavon & Ellison, 2013) and a fulfiiment
of some of the demands of teachers” mindssds, soch 25 access fo techmologies, mobality, and
glotal communication (Pérex Vidal, 2013},

Secondly, CLIL required & revisiting of teacher roles both in clase and in the wider
imstitutiona] combext, Teachers and teaching nssistants now coondmated with each ofher fod-
lowmg the msttubion™s Integraied Language Cumculem in onder i jomily achieve ibke lan-
guzge objectives previoushy planned. This promoled Prigect-Based Leammg and Cooperative
Learmimg, which were, in tm, transferred o the way fhe lessons were delivered, In fact, it
was suggested that CLTL favoured a more participative, student-centred, and suthentic leam-
ing (Loremen, 2007, Pavin & Elfisoa, 313; Pérer Caflado, 20716, Pérex Coflado, in press).

EBoth strong and weak fonms of CLIL wemre idenfified dependinz on the weight that
lamguage amd contend bed m the comiculum. In stromg versoms, CLIL progmmmes “lean
more an conbeni-hassd nstruction™ (Povdn & Ellison, 2013:69), wheneas in weak versions,
it ‘was the |langunge teacher the vne who broughl comtent o the language class. Depending
on where progemmes stood m this CLIL confimuem, Massler, Stotz, and Quessser (2014)
drew a distinction betwesn Type A CLIL programmes, in which the focss was on conéent
imstruction in the FL, omd Type B programmes, with conlenl-hassd langumsge lessons. They
also identified Type C progranmsss, with mtepration of content and lanpaage as a subject
oo its own, bt they scknowledgesd the mre freguency with which they occurmed. Having
an NLA teacher provide linguisbic supporl for students could potentially make the language
feacker feel threatensd. However, o was vital to keep in mind that, even in stromg CLIEL
programmes, the lmmguage suhject was oot substitoied: the langoags teacker kept on provwid-
ing hmpuistc sopport for those subjects that were not from & linguistic ar=s i which were
{partly) taught in the FL. In ciber wonds, “CLIL does not beppen instead of FL. teaching
bl alongwide 1t (Dalioe-Puffer o ai., 2014; Z15), and “team beaching™ (Foriznel-0idmerx,
2013 164) is thought b0 be the ideal situation in CLIL settings.

As mentioned above, the mole of the CLIL teacher is vital for the comedt development
of any CLIL programmme. That is precasely the reason why m both the APPP and ibe PEDLA
tencher treiming surfaces =5 one of the key mreas that need stepping up. As Coyle (200]; m
Pérer Cafindo £ Fiéez Padilla, 2015 7) put it, teacker training is “where CLIL will stand
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ar [l in lerms of susiadsability™. It has been sugpested that tmining in CLIL contexts
should be provided both to new lecturers (pre-service tmming) and o lecturers who are
glready pari of the mmsbfntion (m-servdoe traiming], via language oourses, lesting schemes,
end translation facilities, as m the czse of teachers al the University of Delfl (Vinke, 1995;
Foranet-Gomez, 2013}, provided that the three dimensions of CLIL teacher traiming are

The APFF staded that teacher taining comstituted “ooe of the pillars of any edocalion
svitem™ {Junta de Andalucia, 20065; 42), and it intended to improve teaching quality through
a series of programmes. The Teachers and Plenlioguslism progrmmme was dedicated 1o the
improvement of teacherns” working conditions. For that matter, Teacher Treinimg Centres and
ather institisizons work tegether in onder to enswre that teachers are updated m their language
skills, meibodological pactices, matemals development and assessment criler, and chat they
are ahie o implement the European Language Portfolio ot all levels Momover, mobilsty
is emomuraged, and networks of Andalusian and other Eurppean schools are established via
programmes such as Grmundiveg end Comemius (Junia de Andalucia, 2005),

The bilingual schools progprmme, z2lso embeddesd wathim the APPF, provaded szppord
hmmwmmmmmﬂsmhqm
techmologscal squipmeent, agreements with foreign institutsons, InRgaege sssistans, specialised
lnmguesge classooms, culhea] sctivities, amil exchange visits, amongst others.

The Official Lanzuage Schools (OLS) propramme was desizned not ondy to teach
FLs tp shadenis, but also o teachers from bilingual schoels who wasded o improve thesr
lnmguage skills in order io he shie to teach their MLA sobject through CLIL. These are the
soecalled “Cursos de Acralicecion Ling#isiica™ (Language Actualizaison Courses). n sum,
e CH.5s serve as a chiefl element of the APPP by supporting the structure of the bilingual
schools progranmes via teacher fraiming, lansuape cenification, outreach fo the comamamity,
znd language instacton (fumla de Andahscia, J0S5)

The PEDLA aleo proposes some pctions with regerd fo teacher tmiming thed will be
carried out in joint effores with universities, Teacher Training Centres, and Official Languaze
School. Some of the key sreas which will be boosted mclude lingmstic upgradmg to a CI
level on the part of teachen, meibodologicnl imining {especially in relation to tuming the
{CLIL class imio » maore perticipative, technology-friendly and stodent-centresd ome], the use
of the Eurmpean Langnage Penfolio, job shadowmg, and attestion to diversity.

4. METHODOLOGY

4.1, Dhjectives

The broad am of this study 15 o camy oul o large-scale. longshedimal shedy evalisbng
CLIL from a qualitative standpomt m a firmly entrenched monolingoal sefing whene shadenis
have little exposume to the English language msiside the school setbng. This study seelks 1o
mmalyse the leachem” impressmoos on the APPP as well as their level of satisfaction generated
by the AFFPF, and o delermine the existence of mtm-group differences in their percepbions.
This m=depth analysis will allow os o paiol a cl=arer pichore of the way CLIL is imple-
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mented at fhe gmsmoots level in tevms. of methodology, materials, ard evalmation. The main
abjective can be broken deown imbo teo key metsconcens which sere as comersiones. for
this eveleston ond comsaltancy prsject, divided mto severz] companent comollames

Medocamcerm | (Meeds snalysis)

1. T determine teachers” percepbions with regard to thew L2 competence m CLIL
clses &l both Primary end Secondery edocation levels,

2. To determine teackers” perceptions of the methodology employed im CLIL st both
Frimary and Secondery edocstion levels

3. To determine teachers” percepbons of the matenals and other resporces that are
emploved in CLIL at both Primary and Secondary sducation levels

4. T determine taschers” perosptions of the evaluation system in CLIL lessons at both
Prmmary and Secondary sducation devels

5. To determine teachers® sabisfacbon concermmg the macher-tmmming achons reguined
for successfisl CLIL teachking.

. To determine ieachers” perceptions with regand to mobdfity

7. To determine tsachers' perceptions of the coondimation mnd ogamisaton m CLIL
clamses ol hoth Primary and Secondary edscation levels.

Metscarcerm 2 (Witkin-cobor. comparmsons)

E. To determine whether, within the teacher cohort, there are any sitistically siznficane
differenres in perception o tenms of the identification wanables copsidersd (age
genider, administrative situation, Enghsh level, ovemll ieaching experience, teaching
experemce in biflingaal schools, and sumber of subjects taught in English],

4.1, Research design

This study constitutes an example of primary survey ressarch, given ihat both mterviews
and questiopnoires have been employed for ity data guthering process (Brown, 3001). Foar
types of teengulation are employed, asmely date, methodological, investigaior, and location,
Thik ensun=s the reliability and robustness of the dala, since sccounts of what CLIL entails
have been provided by maultiple souroes.

i) Dain triangulation, since three differemt stekeholders have ken parl in this study:

MLA teachers, English lsngusge tsachers, and eaching assistants.

1) Methedological imangulation, given ibed different dets-gathermg procedures have been
employed, mamely guestionnaires aml imerviess.'

fii] Imvestigator tmeangulation, due to the fact thet, across provinces, severz] investimiomn
have perticipated in the dats-gathering process, to thea draw thedr personal conchs-
sions concermng thelr fndmgs.

iv] Locafion triamgulation, since the questionamires and imterviews kave been condocted
in four Andalisian provmess: Almerin, Comdoba, Grenada, and Jaén. Momover, both
Frmary and Secmdary schools have participated in the study, thes multplymg the
numbser of dads-gadbering siles,

¥ Thigsie: U Ostiored da5 be abtaindd Frorm Pener Ol | 20165100,
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For this study, & total of 101 teachers have participated from the four above-mentioned
provinces (Almerie, Cérdoba, Grasada, and Jaén). It must be noled that, compared with
coharts (stadents and parents) employed in other siudies, the teacher cobort
reduced, given the teacher-student ratio per classroom, Out of all informants

Eender is concermed, 39.6% are men, wheseas §0.4% are women (cf Graph X

Type of teacher

H Foreign mnguage EMon-Unguisticares Y longuspe essistest  Others

Graph . Breakdovn of dhe overal! sgmple dn ferme of cofient

Gender

B Male
7 Female

Graph 2, Breakdown of the overall soweple in torws of gerder
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The vast majonfy of teachers are of Spamish natiomality (98%). In addifion, 1% are
Emopean, and the remaimng 1% ae of non-Ewropean onpm. With regard
to fheir age, a shpght majonty are older than 40 years-obd (33.1%), and 46.9% are 40 or
younger. Most of the teachers are civil sermnls who are leachimg in their allocated desti-
naton (58.3%:). 4% have already passed therr enfry exams i have oof yet received their
defimitive job destnation, and 16.8% of teachers hawve yet fo pass the exams fo become a
civil servamt. 10%% consider themmsehves to be in a different administrative sitaxtion from the
above-menitoned opes. Furtbermare, 13.5%: are bilingual coordinators.

The majonty of the pracitonsrs have a B2 level in Englizh {§0.8%), folewed by 12.60:
of teachers who have siated that they hawe a C1 and 12.4% who have acquired a C2 lewel
io the FL. This leaves us with an B.2% of practitioners who report havine a BI (72%) or
a lower level (1%c). Most teachers I our sample (37.6%2) have 1 to 10 years of teaching
experience, followed by these (34.7%) who have between 11 and 10 years of feaching
experienca, 19.8% whio have besn teachine for hetwesn 11 and 30 years. 5.9% who have
mame than 3 years of experiance. and 1% who have been teaching for less than a year. The
vasl majority have been mvolved in bilmgonl sducatson for either between | and 5 years
(52.5%%) or between § and 10 years (36.6%3), which attests to the level of experience that
Andaluisinn ieachers hove noquired with respect to ahimgeslism, in which they have heem
imvolved from fhe outset of the APPP programme.

4.4, Varishles

A semes of identification (subject) wvanables banve been considered, which are adapied
to fit the ndividaal feammes of each of the three different sokebolders who take part in
the investigation: MLA ieachers, English teachers, amd langusge assistants. The variables
exammed for the leacker cohorl are eoumerated below:

* Type aof school

* Age

= (jender

= MaHonality

= Type of teacker

= Admimisiraltive stuation

= Level of Enghsh

= Subjects tmught in English

= [rvemall teaching expenence

= Teachmg experiemce in a bilingual school.

4.5, Instrumenis

For thas shady, two main data-gathering tools heve boen employed questionmaires (both
self- and group-administ=rsd ) and interviews. The questiomnaires, which bve heen validated
in Spamish and in English, inclisded both demographic or background gquestions {ihat served
ike purpose of gathering basic biographical datm from the bteachems) end opinion guestions
(it geibersd the respondents’ views with regard 10 the AFPP progreamme in the four Andas-
lissian provinces) Therefore, the stakehalders’ views have been gathered msing survey tools
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{Brown, 30T The bwo kinds of questions (background and opinion questions), in turm, are
in Hme with Padton's (1987) question bypes,

For the development of ibese questtonnaires, = double-fold miot proosdure has taken
pizce. Both a group of experis and a represeniative sample of informanis i o pilot phase
have proveded their fesdback om them, which has been taken imio comsderation for thesr

fmal wersipns. In order o pmmanies questionmre reliabality, Cronbach alpha was caloolated,
which was extremely kigh for the tsacher questionmaire with a 0931, As for the group io-

terviews, semi=structured mderview prodocols were employed, and ibe researchers m the four
provinces where this study takes place were provided clear-cul questions to be answered by
the teachers 23 well a5 Imining on common gaidelines and directions to offer to the nder-
viewees., The mierview guestions, although predetermined, left some space for the teschers
to expumd] on those areas that they beleved poeded more elzbomtion, The miernews were
held i sxch schood, lasied roughly one bowur each, =nd they were digsialised, with prior
comsend from the participants.

446, Dwts analysi: statistical methodolegy

The dain collected have besn sintistically amalysed by means of the SP5S progmummes,
version 210, For Metsconcern | (needs amalysms, objactives [-7), descriptive siatistics have
been nead, Therefore, both oot lendency (mean, median, amd mode) omd disperson meesun=
{ramge, low-hagh, and sinndard dewiaton]) have been calculated. In tmm, for Metanoonosm 2
{wilkin=cofiort comparisons, chjective B) sevem! siztistscal tesis have besn enployed; namely
ihe AMOVA, tdest, omd Mann-Whitney 7 test, with the aim of findinp statistically sigmit.
icant differemces within groups, beaning in mind the identification vanables considered in
the study. For the semi-stnuctursd mierviews, Groandsd Theory analysis (Gleser & Stauss,
155 T) has served as the frmewok of refereoce for datz coding, memoing, oed dreawing
of conclusions, with the objective of calegonsimg, synthesming, and dentifying emermng
patlerms in the opem-response datn

5. BESULTS AND BISCUSSION

Reparding the first Metacomcern | {objectives 1-T1, thi study hes allowed 25 to analyse
the teachers' perpectives on CLIL fmplementation vis-3-vis the above-mentionsd ten main
fields of imterest: LY wse in class L2 development: discarsive fimctions, and competence
development {block 1), methodology {block 2}, matenials o resounces (block 3), evaluaton
{hiock 4, teacher tminfng and motvation (block 5), mobility (block &), and coonfination,
arganization, worklosd, and overall appmisal of bilingoal programs (block T

First of all, it should be menboned that, beanng in mind the use of a 1 ie 4 Likert
scale {1 meanimg “Totslly dsagree”, and 4, “Tomlly sgree™), the svemge marks | most
cases is above 3. Such is the case im 41 out of 61 items, which shows positive resalts,
genenzlly spesking.

With regand to the leachers” percepbions comcerming thewr students’ L2 competence
CLIL classes ot both Promary snd Secondary education levels, the results show kst in most
cases (9 ool of 14) they have a positive impression. They thimk that both their students® L1
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and L2 as well as thewr knowledge of the contents of the sobjects tnght in English have
improved as a conseguence of CLIL implemendation. They also consider that thesr students
are pow more self-copfident and wilimp to parficipate, and more aware of the comneciicns
between LI amd L2, which are seme of the most commonly considersd postve aspecis
of CLIL programmes (Marsh, 200 Coyle, 2008, Mensuo-Storm, 2007; Seikkuls-Teino,
2007; Marsh, 2008, Lorenzn, Casal & Moore, 2009; Lasagnbaster, 2011; Garcin Sinchez &
Raodrignes Colladn, X015; Heras & Lasagphasier, 2015; Lancaster, 2015, Lancasier, 2016],
Teachers" perceplions zre slightly less postive (between 2,59 and 2.95) whem asked sbout
iheir students” adequate capacity in L2 oral and wrtten skills, wogsiber aith socio-caltuml
aspacts. The item with the lowest average (2.59) has to do with the students” willingmess
to have the mumber of bowrs tanght in English increased. In the first block, the #em with
ihe highest average (3.52) can be found since teachers agree om the fact that their studenis’
English has improved as & consequence of bking parl @ the bilingual progrememe. These
results are in lme with those oblamed by Lancaster (30115} on teackers” perception of student
improvement in the L2, which show thet, scconding to teachers, following a CLIL programme
has & positive effect on the smdenis” level of English.

Vis=d=vis their peroeptions of the methodology employed m CLIL, they ane quile positive
smce all of them except for ome have an averege above 3, Thes, teachers think that different
methodologies such as task-based lenmming, project-based learming, and cooperative lemming
ere used in class. Moreower, the comnections between L] and [2 are underlined =nd the
guidelines of bath the Coremon Emopean Frawowort of Reference for Languagers (henoeforth
CEFEL) and the Europran Langmege Portfolio are followed, The only ilem below 3 has to
do with ihe fact that teachers do not agnes 30 muoch on the fact that the lexsm] dimension is
Eiven mors prominence in class, which contrasts with Lancaster™s (3015) stody, who found
that teachers beleved studenis had improved their competence in the L2 ooly n a lexical
sense and that later in time, it was difficult for them to refain the mfmation leamed

Morsover, their impressions concerming the maternals and other resowurces thai are
employed in CLIL mre quite positive simce two thinds of these flems are highly saleed by
teackers. They consider that both suthentic and adapied materials are used in clasa, that CLIL
materszls are imteresting and foster commumnication, snd thet CLIL teachers coflabomte to
prepare amdd teach CLIL materials, alibough they are nol adapted to cater for the nesds of all
students. Howewver, they have mixed feelings when providing iheir opinion conceming ICT.
Thas, they guite agree on the use of some resources such as mulbmedia, online references,
and digital boards, bat such is sot the case of blogs, wikis, webquests, and commuier-mediated
communication, with sGghtly lower reszlis. ICTs have been considered in other studies one
of the strepgths of the CLIL programme in Andalzsa (Cobeias Cabello, 3010, and teachers
have repaoried o be competent in the use of these techmpiogies, contmsting somebimes ‘with
ibe shadents” perceptions (Lancaster, 20146). The lowest average (2.27) is given o whether
CLIL msterials inclsds some gaidelinss in Spanish so thatl paremts can help their childen
ot home. This thus comes across as ope of the key sreas for fture improvemend, m line
with the findings of previous studies (Cabezas Cabello, 2010; Perez Cagiade, 2011; Galvez
Gomey, 2003; Lancaster, 2015]),
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In addition, the teachers’ perceptions of the evalution system im CLIL lessoos mre
guite positive smoe 3 mid af 4 ibams show =n avermge over 3. This, teachers consider that
all condents are assessed, conlents are priontsed over hnguistc especis, end evaluation is
diverse, formative, szmmative, amd holistic, 5S40, the item with the lowest sverage (2.97),
as expected, is connecied with the fact ithat oml components are zlso ken into accoum for
evaluntion. This pitfall coincides with Lancaster (2016; 160), who reporied thai, alihough
teachers “are satisfied with the way evaluation i= dealt with, [..] they also admdt an ol
compoment is not alweys imcorporzied inlo essessment”. Tradstsomally, in the Spamsh ed-
ncationa! system, oml skills are snmlly meglected in the aming-tsaching processes. This
sdustion ke graduslly improved i the last decades, bot writtem skills zre still awended
primacy by teachers in their everyday pmchce.

Furnlbemmore, their sslisfaction conosmang the teacher tdiming actions required for sac-
cessful CLIL teaching is relative, On the oie hamd, ibey consider thai the three cohoris (L2
and MLA temchers as well s FL assistents) require mors tmining and the items with bvacer
avernges have io do with their 2king part in CLIL tmining (2.91) and Langnage Actmliza.
teom Courses (2.85). On e ofher, bowever, they stale that al] the types of ieackers motrvaie
students and that FL assistznts usmily colleborte successfially with both students and teach-
ems (a5 previously concluded by Tobin and Abells Contesss, 20013, and by Sdncher Torres,
2014). Im Eact, they highlight the fact that they have the appropriste ol and written skills,
end are familior with the socio-culiurl sspects of the 1.2 ingether with the APPP and CLIL.

With reganl to mobility, tos is the block im whach thesr perceptions are lower, including
ihe itemn with the lowesd score too (1.71; cf. Omph 1). Here, teachers acknowlsdge that they
do not often take pard in exchange programmes, or Enguistic end methododogy courses abroaill.
They do not usully obixin study or reseerch leaves sither. Lancasier (2016) reported similar
omcomes with regand to mobility and tmming abrosd, elthoogh particpaton i exchange
programmes had increased amongst teachers diee b thewr particapation in CLIL, Meverihe-
less, these findings comtrast with teachers” calls for finther traiming in both theoretical and
200%; Rushio Mosiscera, 29, Caberas Cabello, 2000, Pérez Caflado, 2012; Gilver Gomer,
2013; Pérez Cafindo, 2013; De [ Mayn Retamar & Lioengo Gonziler, 315, Pérez Caflado,
2015 Mérez Cafiado and Riez FPadilla, 20015, Pérez Caflado, 2016b). Teachers, therefore, are
“yimibly not inking sdvantage of these mitiztves™ (Lancaster, 2016; 161).

As for the teachers’ perceptioms of the coordinntion amd organimtion in CLIL classes,
they think that not only they bl also coordinators perfiorm iheir functioss within the APPP,
end chat their commumication with iheir coonfinaions is smoocik. The results are shightly lower
conceming their collsboration in ithe Integmied Language Comscolum [2.93) and the seppord
ihey think they receive from educational asthorities {2.15).

Fimally, their overall appraisal of bilingual programs is positive: in spite of the fsct that
iheir worklpad bes imcreased, ihey comsader it & wonh the effort
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Graph 3. Global rexultr concerning mobility

Tuming now i0 Metoconcern 2 (objective B), statistically significant differences can
be datected in terms of the sbove-mentipned identification variables. They have been fmmd
in every single variable, but the one wifh the highest number is type of teacher (34 out of
6] iteens). Quile an the comtrary, other variables such as age, ovemll teaching experience,
teaching experience in bilingmal schools, administrative situation, gender, and [he sumber
of subjeris tamght im Enplich present statfistcally sipnificant differences in juwst 15 or fwer
items (1, 4, 6, &, 10, and 13, respectively).

The differeni types of feschers have been clas=fied indo two prowps (MLA feachers and
FL teachers) and the block with the highest sumber of differences is the first one {cf Graph
4). Tn this respect, they have been identifisd in 12 out of the 14 items, their perceptions being
closer oaly regasding thewr stadents” mnprovement of the L1 and their inderest in bilingual
clagses, In the rest of cases, FL teachers always bave a mone posilive perception of their
students’ L2 use in class and L2 competence development then NLA teachers, This i due
to the fact that in (heir clagses L2 teachers usually focus on linguistic whercas
MLA teachers pay more attemtion (and may give more promimence, oo) to the contents being
covered. Lancaster (2012) also found that FL teachers revealed more positive atfitudes than
HLA iteachers towards itemns that fall under fheir domain. Newertheless, when questioned
shout listening and speaking skills in fhe L2, both FL and NLA teachers are positive sbout
the stindents’ compedences in English,
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Graph 4, Swdente’ L2 wse, competence and development according o the type of teocher

In turn, their perceptions reganding methodology, mobility, asd coordimation and orge-
nization are quite similar, but such is not the case of the other blocks. FL teachers always
have a more positive impression regarding CLIL materials (interesting, insovative, and
adapied to their students’ needs) and the evaluation of oral skills and sssessment (which
is not only contimeous but also yummative). With regand to teacher triming, FL. teachers
also perceive (he FL assistanis” performance as more motivating and their aititude as more
collaborative, This could be explained by the fact that, due to (heir position in the school
and their previous experience s language educators, FL leachers have a clearer idea of the
Language Assistant’s role in class, which in firn creates a better relationship between them
and fosters coondmation and cooperation. In Tobin and Abello Consesse™s (2013) study, it
was inexperienced teachers who failed to capifalise on the benefis that lanemge assisknts
could bring to their class, and, in those cases in which the language sssistant’s role had been
clarified, the results were more positive. In addition, FL teachers also think that their oral
end written skills as well as their knowledge of socio-cultural aspects, the APPP, and CLIL
are adequate, wheveas MLA teachers always show lower averages concerning all (hese issues.

Cunpusty enpugh, the only #em in wihich the MLA feachers’ averape 15 significamfly
@MEWBMEIMMMMMMW
that comtenls are given more prominesce (han lingwistic sccuracy in exams, as well af in
both onal preseniations and written assignments.
the teachers’ English level A distinction has been draown between, oa the one hand, Al,
AZ Bl, sad B2, and, on the other, CI and C2. The latier have higher averages than the
former in most ifems (38%61). As in the case of the previous variable, the first block is the
section comprismg the highest mmmber of differemces. More proficient teachers finok that
their shadents” L) nse in class and L2 competence development is better than less proficient
anes. Wilh regard to teacker training, this block includes 2 of (e 5 exceptions, that is o &y,
itenss in which less pooficvent teackers show higher averages than mare proficient omes; such
ummﬂmnﬂﬂmmmmmmmwmlm

this trend could be by fhe B2 requirement io in the CLIL
: less proficient teachers that they ne=d o upgrade their iC Competence in
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arder o continise being part of the bilingaal progremme, amid, therefore, they express thedr
desire for further tminmg,

Finally, klingml coomdinators show higher avermges in all the items except for 5 and
thers are statistically sipnificart differences in 26 items. Most of them are found in the firs
hlock pnd, more ouistandingly, in blocks 5 (ieacker itmming), & (mobilstyl, and 7 {coords-
nation and organizabiom). It must be nderlined that the greatest differemces between both
ooborts cam be found regarding mobility, since the coontinators® averages prove higher than
ke rest of teachers” in the rest of blocks, particularly in the case of language and method-
ology oourses abroad

6. ConcLusion

This erticle has inckled a crucial isspe sowsdays. After the implemeniation of the
AFPFF ond ot the very begimning of the brumd new PEDLA, we omsidered 5t oecessary to
look back snd check what teachers think sboot CLIL considering different varisbies. All
ibe stakeholders imnoived i CLIL play 2 key rode and their opiniom should alw be taken
inio acooiEnl. In foct, the research projecls membiomed in the acknowledgements have also
tnken students” and poremis” wiewpints into accounl, buot they fll beyond the scope of this
paper (cf. Oxbrow and Riez Padilla®s contnbuizmes in this volume for the resilis affecting
these other tao cobarts).

With regard io Metsconcern 1, most teachers have a positive impression sboot their
studenis” L2 competence in CLIL classes; they think that 2 wide mnge of different meth-
adologies, materials md resources are osed in closs (albough some examples of ICT zre
not widely employed yet); that mamy diverse aspecis are taken inlo sccount for evaluation
{even though oml issses are sHll somehow neglected); and that more teacher raining is
required. In lime with ikis, although there sre more omd more ecademic evenbs such ns
caugrsss, semirars, and workshops, among others, that sre organized by differsnt institutions,
ihey do not seem to sabisfy the teachers" peeds yeb. In addition, leachers will soon benefit
from other tminimg prasibilities as Maser's programmes especially designed to meet their
demands. Finally, they admil they should mmpmove different aspecls conceming mobility and
comsider that, in spite of the increase i their workload, 5t is definidely worth the effor.

As for Metaconcem 1, the main statstcally sigmficant differences have been foumd
in three guat of 11 idenfification variables: type of teacher, the teachers” English level, and
bilinzual coordinators. Generally speaking, FL teachers, teachers who are maore proficient
in English (with a Cl or C2 level), and coonfinators lemd o velue most ilsms more high-
ly than WLA feachers, less proficent teachers (from Al to B2}, and teachers who are oot
coordnaotors, respactrvedy,

The matcomes of il the snalyses carried ot within the framework of both projects
will be ai ibe disposal of the eduembonsl mithorstses w0 ibat they can siady them m depth
and be in a beber pogsition to take the right decisions conceming all the CLIL seskebodders
in the short, medium, end long lerm.
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