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TÍTULO DE LA TESIS: 

IMPLEMENTATION OF THE INTERCULTURAL AXIS IN CLIL
 – PRIMARY EDUCATION: ASSESSMENT THROUGH TEACHERS’ 

PLANNING AND TEXTBOOKS

DOCTORANDA: Dña. ELISA PÉREZ GRACIA 

INFORME RAZONADO DE LAS DIRECTORAS DE LA TESIS

La Tesis Doctoral que aquí se presenta se marcó el objetivo de determinar 

si, por un lado, el profesorado que trabaja bajo enfoque AICLE (Aprendizaje 

Integrado de Contenidos y Lenguas Extranjeras) está implementando uno de sus 

ejes constitutivos (el eje intercultural) en el proceso de planificación docente y si, 

por otro lado, dicho eje está presente en los libros de texto que el profesorado usa 

como recurso en sus clases. Para el desarrollo de esta finalidad de investigación, 

la doctoranda ha desarrollado un estudio metodológico exhaustivo que encuentra 

su trasnferencia a la práctica en el diseño de líneas de formación del profesorado 

que lo ayuden a mejorar esta debilidad detectada y que, al tiempo, mejoren la 

misma implementación del eje intercultural en AICLE.

Durante el desarrollo de esta Tesis Doctoral, Dña. Elisa Pérez Gracia ha llevado 

a cabo una investigación de tipo exploratoria y de corte descriptivo, en la que se 

han estudiado: por un lado, si el profesorado que trabaja en contextos bilingües 

bajo enfoque AICLE está implementando el eje intercultural en su planificación 

docente, tal como indican los preceptos de esta metodología (y que, sin embargo, 

tiene aún un largo camino por desarrollar). Por otro lado, se ha realizado un estudio 

de análisis textual para identificar la presencia (o ausencia) del eje intercultural 

en los libros de texto que usa este profesorado. Esta Tesis Doctoral parte de la 

premisa que el eje intercultural en AICLE no está desarrollado (confirmada tras 
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el estudio) y que, por tanto, el profesorado encuentra serias dificultades para 

implementarlo. Se corroboran (o rechazan en su caso) las hipótesis y sub-hipótesis 

de partida mediante un exhaustivo estudio metodológico, cuyo análisis de datos 

revela que, por un lado, el profesorado AICLE no está suficientemente formado 

en esta metodología para llevar a cabo dicha implementación con la solvencia que 

los contextos bilingües y multiculturales del siglo XXI demandan. Por otro lado, 

las editoriales incluyen elementos interculturales en el proceso de planificación de 

manera asimétrica. Finalmente, se ofrecen unas líneas de actuación sobre las que 

debería pivotar la mejora de la formación del profesorado y el desarrollo del eje 

intercultural que, como decimos, es uno de los cuatro constitutivos del enfoque 

AICLE y que adolece de un tratamiento adecuado que permita su inclusión en 

contextos educativos de todos los niveles. 

Esta Tesis Doctoral se ha desarrollado en torno a los elementos descritos en este 

Informe y su evolución puede definirse en dos fases. En la primera etapa (durante 

el curso 2014-2015) se realizó una actualización bibliográfica exahustiva sobre la 

temática que sirvió de base para definir los objetivos e hipótesis y la elaboración de 

los instrumentos de investigación, concluyendo con la recopilación de datos. . En 

la segunda etapa (durante el curso 2015-16) se ha procedido al análisis de datos, 

discusión de los mismos y extracción de conclusiones. Todos estos elementos han 

quedado fielmente recogidos en la memoria de la Tesis Doctoral, incluyendo la 

revisión actualizada de antecedentes sobre el tema, la formulación de un marco 

teórico bien fundamentado y la selección bibliográfica correspondiente. 

 Al mismo tiempo se han publicado en revistas y congresos diversos 

trabajos directamente relacionados con los resultados de los estudios llevados a 

cabo en el desarrollo de la Tesis: 

PUbLICACIONES:

Co-autoras: Pérez Gracia, E., Gómez Parra, M.E. y Serrano Rodríguez, R.

Título del artículo: CLIL teachers’ perceptions of Intercultural Competence in 

Primary Education. (En prensa)

Título de la revista: Revista Digital de Investigación en Docencia Universitaria.

ISSN: 2223-2516

INFORME RAZONADO DE LAS DIRECTORAS DE LA TESIS
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Indicios de calidad: Revista recogida e indexada en Emerging Sources Citati on Index 

(+3.5), DOAJ (+3),  ERIHPlus, Latindex - Catálogo (36/36 requisitos cumplidos), 

MIAR (Ciencias Sociales y Humanidades), REDIB y Dialnet

Co-autoras: Gómez Parra, M.E. y Pérez Gracia, E.

Título del artículo: Educación Intercultural a través del contenido en educación primaria. 

(En prensa)

Título de la revista: Hekademos 

ISSN: 1989-3558

Indicios de calidad: Revista recogida e indexada en CIRC (D), ERIHPlus, Latindex 

- Catálogo (33/36 requisitos cumplidos), MIAR en los ámbitos de Ciencias Sociales 

y Humanidades (ICDS 2015: 3.0).

Autora: Pérez Gracia, E.

Título del artículo: Bilingual Educacion in Canada, North America and Europe

Título de la revista: International Journal of Language and Applied Linguistics

Número de revista: 1                   Año: 2015                   Páginas: 13-18                       

ISSN: 2383-0514

Indicios de calidad: Revista recogida e indexada en MIAR en el ámbito de 

Humanidades

Autora: Pérez Gracia, E.

Título del capítulo: La necesidad de la Educación Intercultural en AICLE

Título del libro: Educación y Cooperación al Desarrollo. 2015, Año Europeo del 

Desarrollo.

Editorial: ArCiBel Editores S.L.

Lugar de edición: Sevilla         Año de edición: 2015        Páginas: 53-58        

ISbN: 978-84-15335-60-3

Indicios de calidad: Prestigio editorial. ICEE y posición en ranking general y por 

disciplinas - SPI Scholarly Publishers Indicators in Humanities and Social Sciences. 

Categoría: General. ICEE: 1.117. Posición 120 de 272 (Q2).Categoría: Educación. 

ICEE: 0.010. Posición 85 de 94 (Q4). Categoría Lingüística, Literatura y Filología. 

ICEE: 0.104. Posición 66 de 119 (Q3).



6
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ISbN: 978-84-15275-50-3

Indicios de calidad: La editorial Atrio es de reconocido prestigio en el ámbito nacional e 

internacional. Prestigio editorial. ICEE y posición en ranking general y por disciplinas - SPI 

Scholarly Publishers Indicators in Humanities and Social Sciences. Categoría: General. ICEE: 

1.32. Posición: 81 de 166 (Q2).
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En definitiva, la autora de esta Tesis ha demostrado durante todo este periodo 
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 RESUMEN:

El Aprendizaje Integrado de Contenidos y Lenguas Extranjeras (AICLE) ha 

supuesto una renovación metodológica sobre los enfoques en educación bilingüe 

que se han venido desarrollando hasta el momento. Sin embargo, su diseminación 

no se ve respaldada por un nivel riguroso de investigaciones empíricas que den 

a conocer las debilidades y fortalezas de dicho enfoque y que, así orienten al 

profesorado en su práctica diaria. 

En este sentido, el rol del docente en el proceso de enseñanza-aprendizaje es 

un factor clave para determinar la calidad de este, por lo que es necesario analizar 

en profundidad la praxis docente con el objetivo de poder adecuar la formación 

a las necesidades y carencias detectadas. 

Por tanto, esta Tesis Doctoral examina el desarrollo de uno de los cuatro ejes 

fundamentales en los que AICLE se sustenta; el eje intercultural, cuyo objetivo 

es fomentar la comprensión, el entendimiento y la conciencia intercultural entre 

el alumnado en un contexto social que se muestra cada vez más heterogéneo, 

multilingüe y multicultural.

Para dar cuenta de este objetivo, se desarrollan dos estudios complementarios 

que nos permiten realizar una triangulación de datos y obtener una visión holística 

de la investigación. Por una parte, el estudio uno analiza si el eje intercultural 

está siendo implementado por el profesorado AICLE en su planificación didáctica 

y en su práctica docente. Por otra parte, el estudio dos contrasta la información 

recopilada de las entrevistas docentes y el análisis de los libros de texto relativa 

a la inclusión de dicho eje en cada uno de los elementos de la planificación 

curricular. 

Los resultados muestran que el profesorado AICLE encuestado no implementa 

con solvencia el eje intercultural, ya que muestra serias dificultades (a veces, 

desconocimiento). El análisis de los libros de texto señala que las editoriales 

analizadas incluyen de manera asimétrica este eje en su planificación. Finalmente, 

los datos nos permiten afirmar que, respecto al posible paralelismo entre la 

implementación que hace el docente y los libros de texto utilizados, solo existe 

una relación significativa entre los recursos que el profesorado utiliza en el aula 

con el objetivo de fomentar el eje intercultural y su inclusión en las estrategias 

de los libros de texto.
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Se puede concluir que el docente AICLE carece de formación teórica específica 

respecto a conceptos complejos como la Educación Intercultural y la Competencia 

Intercultural, así como relativa a estrategias clave para llevarlas a su práctica diaria 

con el objetivo de formar a ciudadanos capaces de convivir en contextos plurales 

respetando las diferencias. Estas son, por tanto, las líneas futuras de investigación 

que esta Tesis Doctoral se marca y en las que existe un amplio campo de trabajo 

que desarrollar.

Resumen.
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Nowadays, traditional methodological approaches and learning models do not 

respond to the demands of our society. Orienting the educational system to the 

current social needs means to understand the learning as the result of the active 

construction of the subject on the learning object, so it assumes an active learner 

who is able to develop their own assumptions about the world and respect 

other people’s viewpoints. Teaching methods should provide students with the 

appropriate mental and procedural constructs, so they can keep learning not only 

when they are within the educational system, but also afterwards. To achieve  this 

goal, teachers and students need to explore and learn together, not leaving aside 

the crucial role of families. Consequently, it is essential that teachers update their 

training to meet such interesting and necessary requirements.  

Education cannot aim to only train future professionals, but also to prepare 

citizens to live in society. Increasingly multicultural and multilingual societies 

undoubtedly have an impact both on education and students’ fulfilment. This 

diversity entails respecting others’ languages and cultures, so it is a challenge to 

schools. Therefore, it should be treated as a source of potential growth rather than 

detrimental to students’ achievement. 

In this context Content and Language Integrated Learning (CLIL) arrives in 

Europe and, of course, in Spain with a wide range of aims due to its complexity. 

It meets current social needs in the following ways: 

- CLIL provides the opportunity of improving linguistic skills in a foreign 

language so learners can communicate with people from all over the 

world. It enhances students’ linguistic skills in a foreign language with-

out requiring extra time in the curriculum (Várkuti 2010). Moreover, as 

students learn content through the foreign language, they can practise re-

lated skills at the same time that they are learning, rather than improving 

them now to use them later, so acquisition is real and more meaningful. 

- It fosters creative and critical thinking skills, which are needed to cstruct 

students’ own knowledge, to solve problems, to discover meaning and to 

transform information. (Hanesová 2014).

- It makes the interaction between contents easier. It is one of the axes of 
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the 21st century education since learning is not found in the content, but 

rather in the interactions that occur around them, so these connections 

make the learning effective. In this sense, CLIL not only connects linguis-

tic and non-linguistic contents but it introduces cross-curricular themes 

so “it develops successful life-long learning in the interconnected global 

society” (Mehisto, Marsh & Frigols 2008: 14).

- Among CLIL’s main aims, we find that it intends to achieve the acquisition 

of intercultural awareness (Coyle 2009). CLIL builds knowledge and inter-

cultural understanding, and it also develops intercultural communicative 

skills. This is crucial to survive in our increasingly interconnected world. 

CLIL has a potential to develop students’ intercultural competence (Mén-

dez García 2013).
Nevertheless, we believe that CLIL is opened to further improvement so this 

Thesis focuses on one of the main axis of this approach: culture (intercultural axis) 

in view of, firstly, to test if it is being implemented by teachers; then, whether 

it is present in CLIL teachers’ textbooks, and finally, to outline possible lines to 

improve teacher training in this field, so it can finally enhance CLIL students’ 

achievement.   

This Dissertation has been organised into well-differentiated chapters. The 

first section includes the first three chapters where we develop the theoretical 

underpinning and background of CLIL, IE and CLIL teachers’ training needs and 

competences. This theoretical framework is the basis to the formulation of our 

research hypotheses and objectives. The second part of this Thesis involves 

chapters 4 and 5, where we detail its hypotheses and objectives which were also 

needed to define the methodological design (research stages, data collection 

instruments, participants and statistical processing of the data) applied in our 

study, as well as all the results that lead us to achieve our goals and test our initial 

hypotheses. The last part of this work is established by the discussion and the 

future research lines that this study brings about. Then, additional documents, 

such as the bibliographical references and appendixes, are included at the very 

end. 

Herein, a general overview can be found as a guide to the reader:

The first chapter focuses on CLIL and it covers the following main aspects: 

definition and main features, typology, the historical background, its benefits 
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and drawbacks, and its relevance in the nowadays educational field. It 

analyses in depth the reasons why it is CLIL times, its driving forces as well 

as the international, national and regional policies that support this innovative 

approach. This chapter ends up by standing out both the importance of 

Interculture within CLIL, and the need of developing CLIL intercultural axis 

not only to meet this approach’s basic premise, but also to develop learners’ 

Intercultural Competence (IC), so it can help them to peacefully live in 

democratic and diverse societies. 

The second chapter is connected to the first one since it aims to conceptualise 

IE to better understand it, so then we can outline some strategies to reinforce the 

intercultural axis of CLIL. Not only it defines Intercultural Education (IE) and how 

different associations and scholars understand it, but it also presents approaches 

to include IE within the curriculum. In addition, this chapter refers to what IC 

at Primary Education stage should aim at, what teachers need to instruct (skills, 

values and attitudes) and the appropriate learning environment to success in the 

enhancement of this axis. 

Then, the third chapter highlights the role of the CLIL teacher as the agent who 

has to implement this approach in the classroom being aware of its four axes so 

as to develop and include all of them in their teaching planning and in their daily 

praxis. First of all, this chapter examines the perceptions of teachers after having 

some experience with CLIL and it explains their crucial role. After that, it reviews 

the training programmes which have been carried out in Europe and in specific 

Autonomous Communities of Spain. Finally, we present the general, linguistic, 

methodological and IC that CLIL teachers must have in order to get the benefits 

that this approach brings about.

Chapter four describes the methodological aspects and design research, 

based on the two big research problems that have led to its development: 

whether CLIL teachers in private and semi-private Primary Schools are 

implementing the intercultural axis in their didactic planning and teaching 

praxis and the possible link between this implementation by CLIL teachers 

and their textbooks. In this chapter we have formulated two hypotheses, each 

of them containing two sub-hypotheses, as well as two general objectives 

divided into two more specific objectives. The methodology is described in 

detail including the phases of research design and the process of collecting 

and analysing data that have been followed in each of the studies that make up 
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this project. Moreover, this chapter includes information about the instruments 

for the different research studies (open-question questionnaire and rubric), the 

characteristics of the sample in each study, the computing resources used for 

data analysis and the techniques used for the treatment of the obtained data 

are also described herein. 

Chapter five has to do with the results of the two complementary studies. First 

of all, we present the results derived from the content (textual and conceptual) 

analysis and the descriptive analysis (frequencies, percentages, mean and standard 

deviation) of the data derived from the open-question questionnaire, as well as 

its inferential analysis (General Lineal Model). Then, the results of the second 

study are also included in the same chapter. They consist in descriptive analysis 

and correlations. 

In the sixth chapter we present the conclusions of our research. We discuss the 

results so as to corroborate both the hypotheses and objectives of the research. 

This chapter also includes the main limitations we have found throughout this 

Thesis as well as diverse recommendations for improving the intercultural training 

of CLIL teachers. Finally, we point out some lines for further development in order 

to keep on progressing in this field of research.   

Chapter seven contains the complete list of bibliographical references used 

along the development of this research by following Modern Language Association 

format (8th Edition).

This Doctoral Dissertation incorporates a final set of appendixes including the 

instruments we have used to collect the data for both studies.

All in all, this document supplies a comprehensive and updated review about 

CLIL, their teachers’ role, training and competences, and about IE with the final 

goal of formulating a solid theoretical framework. Data collection instruments 

and the statistical treatments used to analyse the data through (Atlas.ti and SPSS) 

are also described and put to the service of the designed objectives to test initial 

hypotheses.  Results on the implementation of the intercultural axis of CLIL by 

surveyed teachers and CLIL teachers’ textbooks are finally discussed, hoping that 

this research can become useful for the progressive improvement of both, CLIL 

teacher training and CLIL praxis.
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1.1 INTRODUCTION

Changing the language of instruction within an educational system is 

frequently a consequence of other global, social and economic factors and 

phenomena. Actually, instruction through the medium of English has been 

established and considered as a viable alternative option in countries around 

the world.  

There is a wide range of reasons that explain the importance of English 

(as a language) and education in English from many years ago up to the 

moment. Among them, we can say that English is regarded as the “international 

language of communication” and a “universal second language”. Furthermore, 

English is regarded as an important skill for graduates’ future employability 

as it maximizes their options in the competitive world, as well as for human 

and cultural contact. English language curricula have been influenced by 

outer factors (e.g. globalisation) due to the reason that teaching English at 

all educational levels empowers students to effectively use this language for 

academic and real life purposes. Thus to be proficient in English can serve as 

a weapon to meet the nowadays demands and get ready to become globally 

competitive. 

In Spain, as for foreign language education, English is by far the first foreign 

language taught. It is noteworthy that the Primary Education curriculum 

designed according to the current educational law (Ley Orgánica para la Mejora de 
la Calidad Educativa - LOMCE) does not include English as a mandatory subject. 

However, it is compulsory that schools teach a foreign language, among 

which they can choose from German, French, English, Italian and Portuguese 

(Decree 126/2014). A second foreign language can also be offered as a specific 

subject. However, being able to speak English fluently is seen as an enormous 

advantage in this country because it enables the citizen to find better jobs. In 

this sense, education programs are changing in order to reinforce the linguistic 

competence1, at the same time that bilingual education is gaining importance. 

In addition to foreign languages, Content and Language Integrated Learning 

(CLIL) is part of the mainstream provision in almost all European Union (EU) 

1. We use interchangeably the term in singular ( competence ) and plural ( competences ) to refer to set of abilities, skills 
and knowledge that the student has to handle ( when we do it in singular ) or abilities, skills and knowledge that form 
each competence ( when you doit in plural ).
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countries, so it is in Spain. CLIL is widely spread in this country and the Spanish-

English section is the most common programs (Eurydice 2012). There are many 

reasons to implement CLIL. On the one hand, it brings the opportunity to learn 

non-language (that is, content) subjects through a foreign language so students’ 

linguistic competence and confidence rise: “Evidence suggests that increasing 

quality time spent in a foreign language, for example of the topic of environment, 

where students use the language to learn as well as learn to use the language in 

a variety of situations, can lead to an increase of linguistic competence (Coyle 

2006: 6). On the other hand, according to Marsh and Frigols (2007: 34): “CLIL 

has emerged as an ecological professional development in language teaching 

because it responds to the new, changing and immediate demands of two 

fundamental ‘environments’; the wider society and the schools.” By ecological 

they refer to the relationship between the environment and their members so 

this is why after analysing societies’ weaknesses and necessities (such as the 

need to be competent in at least one foreign language) politicians and different 

stakeholders have to respond and adapt schools to major changes in terms of 

language education.

This fusion of language teaching and non-linguistic subject teaching in a foreign 

language lead to a more authentic and real approach (due to its integration). 

Moreover, it is different to the conventional practise since it presents a dual 

focus and it counts with a complex matrix which includes four different axes that 

Coyle (2009) names as ‘the 4Cs’, which stand namely for content, communication, 

cognition and culture. Therefore the main impression is that the whole universe of 

CLIL is quite complete as it embraces quite different and universal aspects related 

that teachers need to cope with for a successful implementation of this approach.

Due to the situation we face in Spain, and in the region of Andalusia, in 

which demands for teaching content through a foreign language are changing 

the educational paradigm, it is necessary to better understand this methodological 

approach in order to take the best of it.

Therefore, this chapter is built on the theoretical issues about CLIL that we 

aim to deeply analyse. To do so we start by presenting the precedents of it 

through a historical review of the most relevant previous bilingual programs 

around the world. Then, we write about the 21st century education policies that 
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refer and highlight the importance of CLIL in nowadays societies. After that, we 

move on to the approach itself so as to define it and explain its main features, 

their benefits and possible risks. Moreover, we present the main elements 

for successful CLIL regarding the legislation, implementation processes, 

teachers’ profile and teaching materials. We also present the different types 

of CLIL depending on where they focus their attention either on language 

or on content. Finally, the last section of this chapter introduces the role of 

Interculture within CLIL and the need to reinforce one of its 4Cs (culture, 

henceforth intercultural axis) due to the relevance of achieving intercultural 

understanding among students so they are trained to respect and value cultural 

differences and to live together in cultural diverse societies. This last part will 

lead to Chapter 2 of this Thesis. 
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1.2 CLIL: DEFINITION AND MAIN FEATURES

Content and Language Integrated Learning (CLIL) is the cutting edge for 

bilingual education in Europe and it has been defined by a wide range of scholars. 

It describes an educational approach in which language and content areas are 

taught and learnt in combination as they both have complementary values. This 

approach is supposed to improve existing deficiencies in the formal learning of 

foreign languages, with neither detrimental cost to the content learning nor to the 

students’ mother tongue. It does not consist on teaching what students already 

know, threatening subjects in specialism or it is not only oriented for more able 

students. 

The European launch was in 1994 (Mehisto, Marsh, Frigols 2008) by David 

Marsh (1994): “CLIL refers to situations where subjects, or parts of subjects, are 

taught through a foreign language with dual-focused aim, namely the learning 

of content, and the simultaneous learning of a foreign language” (Marsh 1994 in 

Marsh 2002: 2). In the same year, the following definition appeared in euroCLIC: 

“CLIL is a dual-focused educational approach in which an additional language is 

used for the learning and teaching of both content and language” (1994). It means 

that the foreign language acts as a vehicle for teachers to transmit the content 

so those instructors should control both the language and the content.  Another 

definition by Coyle, Hood and Marsh (2010: 1) states that: “it is a dual-focused 

educational approach in which an additional language is used for the learning and 

teaching of both content and language”, so it is clear that it aims at developing 

content and language simultaneously within bilingual contexts. No matter who 

defines the term CLIL; they all agree that its integration has a dual focus. On the 

one hand, students learn the language through content lessons (e.g. Science, 

Maths, History, Physical Education, among others) for which students should be 

provided with different information presented charts, pictures and the like. On 

the other hand, in language learning lessons students learn content from subjects. 

Moreover, it is clear enough that CLIL focuses on content subjects and language but 

there is another element that should be taken into account: the development of the 

adequate learning skills. Mehisto, Marsh and Frigols (2008: 11) refer to it as “the third 

element” and it supports the achievement of the two other CLIL goals: content and 
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language. Families expect their children to learn and improve their language use in 

CLIL as a vehicle, to develop their first language – in most cases, their mother tongue 

– and acquire as much content as those who attend to non-CLIL groups. 

CLIL includes four specific dimensions that form a conceptual framework -the 

4Cs- whose interaction and integration makes effective the learning process of 

the student (Coyle 2005).

Content refers to subject of topic of the lesson or unit. Content areas include 

History, Social Science, Natural Science, Arts and Crafts, Music, Physical Education, 

Geography, Mathematics, etc. 

Cognition has to do with the development of the critical thinking skills that 

students need to engage with, understand and construct the content knowledge. 

This axis also refers to the abilities students have to develop so as to cope with 

solving problems independently.

Communication refers to engage learners using the target language to express 

their ideas, thoughts, values, opinions and attitudes related to the content.

Culture is about the learning and understanding the relationship between content 

and language and how it infers to the development of identity and citizenship 

awareness so they arise the intercultural understanding. Students are encouraged 

to comprehend themselves as citizens of the world.

Consequently, CLIL is effective when its basic premise is met. The 4Cs framework 

suggests that effective CLIL takes place when we get:

- Progression in knowledge, skills and understanding of content

- Engagement in associated cognitive processing

- Interaction in the communicative context

- Development of appropriate language knowledge and skills

- Acquisition of a deepening intercultural awareness through the position-

ing of self and the “otherness”
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Moreover, CLIL methodology calls on content teachers to teach some language 

too, because students need their support in those parts where language 

knowledge is missing and consequently, it could hinder the acquisition of the 

main content. Regarding language teachers, they play a key and difficult role 

within the teaching-learning process. They must provide content teachers with 

the language needed to efficiently work with the content matter so later on in 

the practice; their students will be able to manipulate the content taught through 

the foreign language. 

The key essence of CLIL falls on the “I” of the acronym: the integration of both 

content and language. Such integration is envisaged by Mehisto et al. (2008) as:

i) “Language learning is included in content classes (e.g. maths, history, ge-

ography, computer programming, science, civics, etc.).” (ibid. 2008: 11). 

It means that non-linguistic subjects should include innovative materials 

in their practices such as charts, drawing… to make the understanding of 

the information given easier. When students are aware of the importance 

of the language in the learning process in order to be able to express, 

think and understand the content, their motivation increases. Bearing in 

mind both content and language goals will help them to accomplish dif-

ferent tasks at the same time they are learning new content.

ii)  “Content from subjects is used in language-learning classes” (ibid. 2008: 

11). Coordination between language and content teachers is required. 

They must work together in vocabulary, grammar structures, terminology, 

and different types of texts. This way, students will control the necessary 

discourse patterns to acquire the content.

Going deeper, what defines CLIL? After some years practising and working 

with CLIL at different educational stages (e.g. Primary, Secondary and Tertiary 

Education), different scholars have identified and summarised some essential 

characteristics that could also be used as a guide for those who are novel CLIL 

practitioners. Coyle, Holmes and King (2009) gather them in five labels: “choosing 

appropriate content; developing intercultural understanding; using language to 

learn and learning to use the language; making meaning matters and progression” 

(ibid. 2009: 14-15). Considering key authors’ contributions (i.e. Marsh 1994; 
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Banegas 2011; Bruton 2015; Mehisto et al. 2008; Hüttner, Dalton-Puffer and Smit 

2012), we will arrange CLIL main features in relation to five main blocks: the 4Cs 

plus an extra section where some other relevant aspects are detailed.

CONTENT

- It has to respect the regional, national or even supranational statutory 

requirements of the curriculum. This aspect has to be taken into consid-

eration because CLIL-students cannot miss any part of the curriculum; 

otherwise they will not achieve the educational general objectives of each 

stage.

- When choosing the content, it should be appropriate to students’ levels, 

aptitudes and interests so as to increase students’ motivation and make it 

easier for them to get involved in the teaching-learning process.

- Content must be new. Students are not going to work in subject matter 

they have already been working with; if so, it should go into a deepening 

understanding.

- Content must stimulate students’ cognitive skills.

- Language should be included into the content-subjects programming 

(goals, competences, etc.).

- Rich and real input. Classroom materials and content should be mean-

ingful so they should be somehow related to and focused on global 

problems while connecting with students’ daily lives. “When topics are 

presented in such a way that the affective filters of the students remain 

wide open and when students can link new input to prior knowledge, ex-

periences and attitudes, subject learning works better.” (Meyer 2010: 14).

COGNITION

- Pupils develop new ways of learning because sometimes they have to 

understand the content by identifying some key words or common struc-

tures and use previous knowledge. 

- In order to acquire the content through a second language, students 
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should be encouraged to extrapolate some learning strategies they prac-

tise mainly in linguistic subjects, such as the reading ones: e.g. reading 

between lines, summarise the main ideas of a text, deduce from contex-

tual clues, among others.

- Higher Order Thinking Skills (H.O.T.). Different task structures should be 

presented in order to trigger several cognitive activities. Students should 

be provided with various types of thinking so they can go from the less 

complex thinking stages, such as remembering (e.g. find, name, identify 

and describe) or understanding (e.g. interpret, summarise and discuss) 

to the more complex ones like applying (e.g. solve, calculate or make a 

chart), analysing (e.g. categorize, examine and organise), evaluating (e.g. 

judge, critique and defend) or creating (e.g. design, construct, produce, 

plan and invent). Nevertheless, not every student has to go through all 

these stages (Pohl 2000; Zwiers 2006; Meyer 2010).

COMMUNICATION

- The role of language in CLIL has to be considered by both language and 

content teachers. It brings about motivating contexts to express students’ 

opinions, thought, believes and values.

- In contrast with non-CLIL classrooms where language learning is mainly 

focused on grammatical progression, CLIL combines “learning to use lan-

guage and using language to learn” (Coyle et al. 2009: 14). This is one of 

the reasons why CLIL fosters fluency rather than grammatical accuracy.

- The development of this “C” involves language of learning (what), 

language for learning (how), and language through learning (why). 

 

Language of learning refers to the language needed to prog-

ress in content learning and vice versa. CLIL classroom con-

texts should provide learners with the language they would 

need in order to analyse and understand the basic concepts. 

Language for learning brings into focus on learning how to use the target 

language, “how to learn effectively and developing skills such as those re-
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quired for pair work, cooperative group work, asking questions, debating, 

chatting, enquiring, thinking, memorising and so on” (Coyle 2007: 553).  

 

Language through learning is closely related to higher order thinking 

skills in the interest of being provided with the necessary language so 

as students can express what they have understood. It exists a cognitive 

demand in which learners have to connect the language they are practis-

ing with their previous knowledge (Met 1998). “Research has shown that 

cognitively undemanding work, such as copying or repetition, especially 

when there is little or no context to support it, does not enhance lan-

guage learning (Smith and Paterson in Coyle 2007: 554).

 

- Communication is more authentic than in non-CLIL classroom con-

texts. Students have the opportunity to interact with native speakers 

(e.g. language assistants, school international projects, exchange 

programs and ICT).

- More target language interaction among students and between 

teachers and students.

- Teachers and students’ discourses should create meaning.

CULTURE

- It is not about costumes, food and festivities. It aims at getting students 

ready to coexist and participate effectively in a globalised world where 

different languages and cultures live together.

- CLIL students learn the content through different cultural perspectives.

- Awareness of self and the other.

- CLIL involves progression towards pluricultural understanding and inter-

cultural competence (IC).

- CLIL facilitates more opportunities for students to research and reflect 

on citizenship, human rights, responsibilities, traditions and behaviours, 

among others.
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GENERAL

- Student-centred and more personalised learning, the focus of the instruc-

tion is on the student, so they develop their autonomy and indepen-

dence. Cooperation between teachers and students is the key.

- Autonomous and interactive learning. Pair and group work, research proj-

ects, peer review and other strategies may help students to control their 

learning experience.

- Active learning. While the teacher is a guide, students have to talk more 

and they have to assess their own progress and get into discussions.

- Real materials and resources such as video clips, web-quest, vouchers, 

brochures or newspapers should be included in everyday lessons in order 

to motivate students and provided them with authentic language input.

- Multiple focuses.

- “Many aspects of good pedagogy require enhanced and detailed scaffold-

ing” (Marsh, et al. 2011: 20). Careful scaffolding is essential as it is one of 

the keystones of CLIL. Learning is based on prior knowledge and skills. 

Learning content through a foreign language is really challenging, so that is 

why CLIL teachers need to make sure that their learners control at least the 

sufficient language resources to properly deal with the content acquisition. 

In this sense, each content subject requires specific linguistic requirements 

(expressed as a language needs) that should be analysed in advance so 

as to provide students with the pertinent support to deal with the under-

standing of the content area. Consequently, planning not only the language 

that students need to acquire the knowledge, but also to write and speak 

about what they are learning is among the keys to successful CLIL practise.  

 

“Scaffolding instruction to facilitate learning can involve the use of strate-

gies like activating prior knowledge, providing examples of outcomes prior 

to assigning a task, creating a motivating context, and facilitating students 

participation.” (Guerrini 2009: 74). Thus, teachers should take into account 

that their teaching tools must facilitate the development of their students’ 
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critical thinking skills characteristic of content areas and enable them to 

progress in language matters. There are many different approaches that can 

be used such as comprehensible visual support (e.g. flashcards, videos and 

charts), ICT or labels to define key terms and to summarise main points in 

larger texts. Teaching materials must be flexible and adaptable to different 

content areas and to students of different ages. In addition, it should be 

considered that to use real materials (mainly texts from websites, newspa-

pers or brochures) is not always feasible due to the more extensive vocab-

ulary, grammar and structures so the role of the teacher is crucial because 

learners will need extra language support to comprehend the concepts and 

talk about them with their classmates. Brinton et al. (1989) advised to con-

sider the level of difficult of the text by examining both students’ language 

skills and the load of lexical and syntactical burden of the text.

1.2.1 The Faces of CLIL

CLIL is an umbrella term; it is flexible and there are many different models. 

Thus, it pursues different aims depending on the model used by the teacher. 

We can find different types of CLIL depending on whether it is focused on 

language (‘soft’ CLIL: content-based language teaching) or content (‘hard’ CLIL). 

Its flexibility brings about the opportunity to decide the amount of time devoted 

to teaching through a second language and to decide whether it is going to be 

aimed at primary, secondary or higher education.
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Moreover, CLIL covers at least twelve educational approaches and it provides 

a wide and assorted way of applying what students learn from them (Mehisto et 
al. 2008):

§	Language showers. No more than one hour per day is devoted to 

CLIL exposure. It is mainly directed to young learners aged be-

tween four and ten years old. 

§	Teachers speak in the CLIL language, they develop routines so 

students learn by repetition, and they include in their lessons at-

tractive resources such as songs, games and realia. This approach 

aims to prepare students to learn a language developing a positive 

attitude.

§	CLIL camp. It gathers several groups of students from the same 

districts who during a weekend or a week assemble in an outdoor 

learning centre. They are subdivided into groups, they can choose 

from a wide range of activities and the main rule is that they have 

to use the CLIL language through their stay. Students take profit of 

being surrounded by the second language in a funny and sociable 

environment. This way, they will be motivated to keep on learning 

and improving their CLIL language. 

§	Student exchanges. It brings students the opportunity not only to 

put into practice their language skills in real situations, but also to 

know other cultures. 

§	Local and international projects. They promote innovation and they 

pursue to strengthen students’ creativity and group work. In the 

international ones, students can communicate with other students 

abroad through an internet-based network, while in the local ones 

families and local community members can be included. Teachers 

guide students along the project (choose the topic, provide mate-

rials and reach a consensus, among others). Their most important 

goals include the development of communicative skills with other 

speakers of the CLIL language and critical thinking skills. 
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§	Family stays. It is very similar to the students’ exchanges but they 

also live together with a family where they have to speak in the 

CLIL language.

§	Modules. It consists on providing students with one specific topic 

module during a short period of time. It is not a whole subject. 

These modules can either belong to one subject or they can be 

cross-curricular. They are taught in the target language so students 

have the chance of practising their communicative skills.  These 

modules help them to reinforce their linguistic competences and to 

raise their motivation towards learning through a foreign language.

§	Work-Study abroad. Those students who have the opportunity of 

living, working and studying abroad are practising CLIL to some 

extent. Their lessons are taught in the official language of the 

country where they are, so they unavoidably are learning contents 

through a language different to their native one. 

§	One or more subjects. There are some bilingual education pro-

grams that do not include many subjects, but the ones they choose 

are totally taught in a foreign language.

§	Partial immersion. It dedicates approximately 50% to teach and 

learn through the foreign language. Usually, half of the lesson 

time is devoted to teach and learn the subject matter in the foreign 

language. Some of the main goals of this approach are: to acquire 

understanding of other cultures, to gain a global perspective and to 

succeed academically in both the second language and the content 

matter at levels equivalent to, or above, to the ones they would 

reach in a non-immersion program. In order to achieve them, im-

mersion teachers should use an enormous collection of instruc-

tional strategies incorporating games, body language, songs and 

cards, among others.

§	Total immersion. It is designed to start in kindergarten. Teachers 

speak the immersion language and they stress on the communica-

tion skills by focusing on fluency rather than on accuracy. 
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§	Two-way immersion. It usually starts in kindergarten, too. It is a 

dual-language education program that combines students from two 

language groups: native English speakers and speakers from an-

other language background. One of the best advantages of bring-

ing students together from different cultural and socioeconomic 

backgrounds is that they will become interculturally competent, as 

they will develop positive feelings/dispositions towards different 

attitudes, customs and behaviours. 

§	Double immersion. It is a full immersion program because students 

receive instruction in two non-native languages. Sometimes, there 

is a dominant language. Part of the day they use one or the other, 

but none of them are their mother tongue.

1.2.1.1 CLIL vs. English as Medium of Instruction (EMI)

One of the results of globalisation includes the use of English as a Lingua Franca 

(ELF). Even though there has been a growing tendency for learning a foreign 

language, in some contexts, and mainly in Europe, it simply meant learning 

English. It contradicts what the European language policies state despite the 

Commission has already pointed out that “English is not enough” (European 

Union 2005: 4).

“The increase in the scale and quality of language learning has 

been concentrated on the English Language, and this fact is per-

ceived as problematic by education policy makers. Restricting 

foreign language learning to ensure a common knowledge of 

English as a universal second language might erect barriers to 

young Europeans’ appreciation of the rich cultural diversity of 

the continent and full participation in the cultural life of different 

countries.” (Trim 1999 in Vez 2009: 12).

English is the language of science, communication and business, and the most 

important researches, regardless the field of study, are written and published in 
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English. This huge potential of English is also reflected in bilingual education 

and immersion programs. Especially in Europe, English comes across as the 

most extensively language taught followed by French and German (Pérez-

Cañado 2012). In addition, Spain “provides scope for trilingual CLIL provision” 

(Eurydice 2006: 18) combining the national language, a foreign language and a 

minority language such us Catalonian, Galician, Valencian or Basque. To add to 

this, Marsh and Laitinen (2005) recognised that even though there should be an 

exclusive reason for the predominance of English, “English is the most dominant 

L2 medium of instruction, with its position forecast to strengthen further” (ibid. 

2005: 2).

As a consequence of the key role of English, some misunderstandings between 

CLIL and EMI could arise. Both educational concepts share similar concerns 

regarding the need for higher and richer exposure to the foreign language and 

the key linguistic objective of improving students’ level of the foreign language 

(English in this case) while learning content subjects. Despite this common 

feature, EMI and CLIL are different approaches and they are implemented in 

diverse situations. On the one hand, in EMI contexts there is usually an interval 

between the language skills acquired through courses delivered with traditional 

methodological approaches and the English skills required and needed; it is 

more oriented to higher level students, so teachers who work with EMI tend to 

suffer outstanding anxiety levels about linguistic matters because despite EMI 

gives more important to content, the way teachers speak in class can affect to the 

acquisition of contents so their discourse in the target language is essential: “es 

obvio que el habla del profesor en la clase EMI puede afectar a la adquisición de 

contenidos, retardándola e incluso impidiéndola. Por ello es urgente considerar 

las implicaciones pedagógicas y comunicativas del discursos del profesor en el 

aula EMI” (Martín del Pozo 2013: 201). On the other hand, CLIL is addressed 

to all students, so it seems to be more effective and inclusive for them, even 

though their linguistic abilities are weaker: “In schools where CLIL is associated 

with fast-track learners there is the danger that it might be seen as elitist. There 

is a view that CLIL is aimed at successful language learners or that to do CLIL 

learners must have a high standard of language. This is not the case – CLIL is for 

everyone – but changing attitudes is complex.” (Coyle, Hood and King 2009: 17). 

Moreover, Francomacaro  (2011) pointed out that:
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“There is an area where CLIL and EMI diverge from each other; this 

is the attention that each of them pays to language learning. While 

CLIL is a dual focused process, aiming to overtly develop both 

language and content knowledge, EMI focuses mainly of subject 

learning and exploits the language of instruction as a mere neutral 

tool to perform that goal.” (ibid. 2011: 34).

It means that EMI does not necessarily have to both consider and include linguistic 

objectives in the curriculum, so the content teacher is not in charge of teaching the 

vehicular language; this is one of the reasons why this approach is more frequent at the 

university level (Airey 2012). Language learning in EMI is expected to occur due to the 

exposure that students live daily in their lessons, though specific aims and outcomes 

in this area are not specified. To this fact, Coyle et al. (2010) warned: “ The shift towards 

the adoption of English as a vehicular language does not automatically correlate with 

the introduction of CLIL. This may be due to the assumption that studying through the 

medium of English as an additional language does not require an integrated approach 

where both language and content objectives are included” (ibid. 2010: 24). The 

exposure of EMI is not sufficient as Wolff in Wannagat (2007) argues that “language is 

learned because meaning is constructed; comprehension is not reactive and receptive, 

but it is a highly active, constructive process. Language learning always occurs when 

the learner completes a constructive process of comprehension. Learning does not 

occur when the learner only receives the incoming stimuli but does not use his 

constructive abilities” (ibid. 2007: 678). On the other hand, in CLIL the integration of 

language and subject matter learning supports the development of important subject 

matter skills; in EMI the priority is the acquisition of the content without paying special 

attention to neither the academic language skills, nor the subject-specific ones (Wolff 

2003; Wannagat 2007).

Due to these particular characteristics, in Europe EMI is more frequent in tertiary 

education whilst CLIL is more common in primary and secondary education. The 

supremacy of teaching content on teaching language is reasonable in higher levels 

(Martín del Pozo 2013). 
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1.2.2 Historical Background of CLIL 

Proficiency in only one language is not enough to live in a globalised world if 

we pursue a global societal, educational and economic success. Global integration 

at an economic, social, cultural and political level has made the world a smaller 

place. People move from South to North and from East to West more easily than 

world population did 20 years ago, so there is an urgent need of functioning 

in more than one language. Consequently, the number of language-minority 

children is constantly increasing, so schools reflect these changes. This could be 

mentioned as one of the reasons why bilingual education is gaining significance 

all over the world even though it arrived in some countries sooner than in others. 

Teaching content through a foreign language is nothing new. Nowadays, 

Content and Language Integrated Learning  (CLIL) is the cutting edge method for 

second language teaching in Europe but this approach has a long and rich history. 

Its first precedents date back some 5000 years ago in Iraq where the Akkadians 

after conquering the Sumerians were keen on learning the local language (Tejada 

Molina, et al. 2006; Mehisto et al. 2008). One clear example has to do with the use 

of Latin. It was the language of instruction in most European universities and it 

came to be the language of science (e.g. Medicine, Law and Architecture, to quote 

some of the most relevant ones).

Regarding bilingual education, both Canadian immersion programs and 

North America bilingual education should be considered as they have inherited 

a well-acknowledged tradition of this field (Pérez-Cañado 2011). They started 

with voluntary programs for children who were not French native speakers but 

who were taught in French in order to encourage bilingualism. The language of 

instruction was mainly French, though the amount of exposure to this language 

tends to decrease in the higher levels. 

There is not a single and unique bilingual education model; there is not a 

prototype, which is being imported from one country to another. Rather what we 

see is a range of different approaches depending on different variables related 

to the language of instruction, the age of the children, the linguistic goal of the 

program, the contexts where the schools are placed, the number of hours, or the 
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percentage students receive of foreign language instruction. What these models 

share is the intervening of content and language in a dual focused way. This is 

why it is more about learning by construction than learning by instruction (Pérez 

Gracia 2015).

i. French immersion in Canada

French immersion is one of the several ‘French as a second language pro-

gram’ options available in elementary and secondary schools across Can-

ada. Since the sixties, the major driving force behind French immersion 

is the parental figure due to their declared academic dissatisfaction. An-

glophone families across the country were worried about their low level 

of French due to the fact that French courses at English school systems in 

Canada were not successful. In order to improve this situation, they asked 

for higher quality opportunities within the publicly funded school systems. 

In 1965, a group of parents from St. Lambert, Quebec, decided to attempt 

to implement a program where their children had the chance of growing 

up in a completely French environment in the classroom. In 1969, English 

and French were recognised as the official languages of Canada by The 

Official Language Act so the government decided to institutionalise bi-

lingualism and started by designing and promoting different educational 

programs. Immersion was the most popular one as it considers among its 

main objectives to enable Canadian children to be educated in the official 

language of their choice and to let students to learn their second official 

language. These programs rapidly spread across Canada and their suc-

cess has been attributed mainly to the involvement of parents. Not only 

were they really active along the process of implementation, but they 

where also really keen on convincing administrators and other parents of 

the academic viability of these programs (Lorenzo and Gladstein 1984). 

 

We find some key features that they all share regardless of their typology 

define these programs. Communication is at the centre of the process; the 

target language is acquired in real and meaningful situations; materials 

are designed considering that all students have not got any knowledge 
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of this language because it is not prevalent in their community; it does 

not consist on teaching what students already know, so they do not re-

ceive the same content in two languages (Lorenz Ellen and Met 1990). 

 

It became a successful approach to second-language learning so 

this is one of the reasons why other countries like Spain, Finland or 

France are modelling their own bilingual programs off of Canada.  

 

The main goals of French immersion are to ensure achievement in ac-

ademic subjects to provide the participating students with functional 

competence in both written and spoken aspects of French; to capaci-

tate them to be fluent in French; to prepare students to be competent 

enough in French so they are able to be employed where French is 

the language of work; to enable students to gain an understanding and 

appreciation of Francophone cultures and “to instil in the students an 

understanding and appreciation of French Canadians, their language and 

culture, without detracting in any way from the students’ identity with 

and appreciation for English-Canadian culture” (Genesee 1989: 166). 

 

There are different kinds of French immersion programs but 

we should bear in mind that they all follow the same cur-

riculum that is carried out in monolingual program schools.  

 

They can be classified according to two different variables: the age of first 

French instruction, and the intensity of this instruction.
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The main difference between early, middle and late immersion type pro-

grams is that in the first one, students firstly work in second language and 

then in first language literacy.

On the one hand, in total immersion programs all subjects and lessons are 

taught in French during at least the three first years of schooling. Then, 

it experiences a gradual decrease when subjects like English language or 

Art are introduced in the curriculum. On the other hand, partial immer-

sion programs are characterized by their stability along the teaching-learn-

ing process. Since the beginning of the program, approximately half of 

the curriculum is taught in French and it remains this way until the end.  

 

French immersion programs have been used as a reference in other coun-

tries that were keen on encouraging bilingualism. After almost fifty years of 

experience, these programs’ results have been deeply analysed from which 

their effectiveness has been proved by different studies. For example, the 

Programme for International Student Assessment (PISA) conducted in 2000 

brought about some insights of how well Canadian students enrolled in im-

mersion programs are doing. Allen (2004) carried out a research in which the 

level of reading achievement was compared by comparing French-immersion 

and non-immersion students in Canada. Results show that French-immer-

sion programs outperformed their counterparts in non-immersion programs 

in reading performance.
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ii. North America Bilingual Education

The development of language policies in the North of America shows 

different interpretations along its history. 

“Many times, language policies have been dressed up in glowing terms 

about the superiority of American “civilization” and democratic institu-

tions, yet the intent of English-only mandates was to promote the prac-

tical objective of destroying minority cultures and to maintain colonial 

domination.” (Ovando 2003: 6). 

It was the creation of The National Defense Education Act in 1958 was crucial 

for the development and reinforcement of foreign language and bilingual 

education. It pursued to rebirth the instruction in languages other than 

English in order to raise children’s linguistic competences and to success-

fully engage immigrant students in the teaching-learning process due to 

a demographic shift. People from different countries (some of them were 

language minority speakers) arrive in North America and they conse-

quently appeared in the classrooms, so bilingual instruction was needed. 

Ten years later, in 1968, the federal government enacted The Bilingual Edu-
cation Act. Although it was a bit vague and ambivalent, it was: 

“The first time in American educational history, the federal government 

embarked on an educational experiment that sought to build upon stu-

dents’ home cultures, languages, and prior experiences in such a way 

that they could start learning without first being proficient in English” 

(Ovando 2003: 8). 

After twenty years of development and research activities related to bilin-

gualism, there was a dismissive period as the politics of language education 

agreed that these programs were against American concepts and preserv-

ing their native language. It is the clear evidence of the quality of bilingual 

programs and their academic success (Cummins 1989, 2000) what helps 

to overcome these years and they kept on working on this methodology.
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In addition, they count with a wide range of programs. They vary de-

pending on the number of years of instruction through a foreign language 

that students receive, the role of the first language, the amount of content 

taught in each subject, etc. They can be classified as follows:

- i. Structured immersion programs: Students do not receive any instruction 

in their native language but they are provided with specific ESL lessons 

(up to proficiency level).

- ii. Partial immersion programs: Students are given ELS instruction. At least 

one hour per day is taught in the native language but their main goal is 

to skip it and move on to the foreign language. 

- iii. Transitional bilingual programs: Children should be first fluent in their 

native language, and then they can most easily acquire the second lan-

guage skills. This is why this kind of programs provides instruction in 

both languages with the goal of helping students to move into a second 

language classroom as soon as possible. Firstly, students are taught in 

their native language (subjects such as Science, Maths and Social Stud-

ies) so once they leave the monolingual classroom, they are competent 

enough because they have the basic knowledge to succeed within their 

peers. Research studies show that the knowledge and skills acquired by 

the students in their first language are transferable to the second one. 

Usually, the transition occurs during the third grade but it also depends 

on pupils’ level of achievement and progress. On the one hand, an ear-

ly-exist transition takes place when students after 2 years or by the end of 

the second grade they move from a monolingual into a bilingual program. 

On the other hand, there are students whose transitions delay; it is by 

the fifth or sixth grade when they leave the monolingual classroom. Pro-

grams, as students, vary so these guidelines may adapt to this diversity.

- iv. Maintenance or developmental bilingual education: The main differ-

ence between maintenance or developmental bilingual education and 

transitional programs is that those students who are under the first option 

continue receiving part of the instruction in their native language even 
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though they become competent and skilful in English. It means that in 

maintenance programs students always work in their native language as 

well as in the second one, which differs depending on the context where 

the school is placed.

- v. Two-way immersion programs: It usually starts in kindergarten. It is 

a dual language education program that combines students from two 

language groups (native English speakers and speakers from another 

language background). Students of both languages are together in the 

classroom so they can learn each other’s language and work together. For 

example, the English-speaking student learns French at the same time 

that the French-speaking student learns English (they both achieve their 

goals). One of the best advantages of bringing together students from 

different cultural and socioeconomic background is that they will become 

interculturally competent, as they will develop positive attitudes towards 

different attitudes, customs and behaviours. 

Even though the evolution of bilingual education in North America 

is characterised by the lack of ideological consistency along the 

years and among researchers, policy makers, school administrators, 

parents and teachers, the success of these programs has been sta-

tistically studied through an endless number of studies at different 

levels (Cummins and Swain 1986; Krashen 1997, 1999; Lambert 

and Tucker 1972). Some of the benefits that immersion-program 

students get are: improvement of the second language, they ac-

quire the subject content at the same high level as the non-immer-

sion students, they develop high order thinking skills so they get 

cognitive advantages and they are much more motivated towards 

learning.

iii. Bilingual Education in Europe
In the European Union the field of second language teaching and learn-

ing is not what it once was. “Globalisation, European Union (EU) policies, 
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migrant movements and Global English are changing languages and cul-

tures of European nations in some way” (Jeremías 2009: 8). Many years 

ago, studying foreign languages was a privilege of higher social classes. 

Then, the European Commission and the Council of Europe presented 

a new aim towards diversity and multilingualism understanding both of 

them as an added value factor for getting European integration, com-

petitiveness and more qualified jobs. Leonard Orban (2007), who was 

the Commissioner for Multilingualism in the European Commission, had 

among their key aims:

“…to promote multilingualism in the different policies of the EU, 

such as culture, education, communication and employment is at 

the centre of his objectives and he firmly believes that languages 

open up new opportunities, doors to new experiences; and they 

can signpost the way towards a more inclusive, prosperous Eu-

rope for all citizens” (Jeremías 2009: 9).

There were mainly two reasons why language education within the Eu-

ropean context needed to be strengthened. On the one hand, there was 

an urgent need of responding to situations where the foreign language 

skills were deficient. On the other hand, it was a valuable opportunity to 

create situations for reinforcing Europe’s levels of multilingualism (Coyle 

et al. 2010). 

There have been great strides regarding foreign language education in 

Europe; actually it is compulsory to offer it in almost all the countries. It 

was in 1994 when the concept Content and Language Integrated Learn-

ing (CLIL) was born and it consists in “teaching and learning through a 

foreign language” (Marsh 2002: 54). Since then, “CLIL is considered the 

European label for bilingual education” (Lorenzo 2007: 28). CLIL is a de-

scendent of the previous mentioned bilingual programs, both Canadian 

immersion programs and the North American bilingual ones. Its main 

distinctiveness lies in its dual focus, it aims at developing content and lan-

guage simultaneously without an implied preference for either linguistic 
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or content axes as immersion programs have. CLIL is being implemented 

in almost all the European education systems. “In all countries, except 

Denmark, Greece, Iceland and Turkey, some schools give students the 

opportunity to learn non-language subjects in two different languages 

(CLIL type provision)” (Eurydice 2012). These data are highly consistent 

as Eurydice is an essential reference source on how CLIL is being devel-

oped in Europe. In addition, it ensures that CLIL is fostering the fact that 

integrated learning of languages and other areas of curricular content is a 

fast developing phenomenon in Europe.

“Usage of this term allows us to consider the myriad variations… with-

out imposing restrictions which might fail to take account of school 

or region-specific implementation characteristics… It does not give 

emphasis to either language teaching or learning, or to content teach-

ing and learning, but sees both as integral parts of the whole.” (Marsh 

2002: 59)

Its implementation does not follow the same patterns in all the countries 

but all CLIL European models share some characteristics: they intensify 

the presence of the target language in the curriculum and include differ-

ent content subjects to be taught during at least four years (Pérez-Cañado 

2012). Depending on the educational system, we can find certain dis-

similarities with respect to the number of subjects that can vary between 

primary and secondary education, the admission criteria for CLIL (subject 

competence, target language level, age, among others) or the subjects 

that can be taught through CLIL, which mainly depends on the teacher’s 

qualifications. 

Wolff (2002) affirms that the implementation of CLIL in Europe has been 

non-uniform due to the distinctive characteristics of each educational sys-

tem and linguistic background, likewise Grin suggests that “there are 216 

types of CLIL programmes based on variables such as compulsory status, 

intensity, starting age, starting linguistic level and duration” (Grin 2005 in 

Coyle 2007: 545).  There are different models of CLIL in Europe depending 

on where the program is positioned on monolingual, bilingual or multilin-
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gual continuum accounting for different societal and contextual variables 

such as language choice, age of learners and level of competence (Coyle 

2007). CLIL programs can also differ from each other by a wide range of 

variables and dimensions such as language, content or culture so this di-

versity goes: 

“…from those programs that use ‘sections européennes’ using differ-

ent languages in over 2000 upper secondary schools in France, to pri-

mary school learners using English in Austria; from ‘European Schools’ 

to vocational and professional institutions; from pre-school youngsters 

in Finland learning through Swedish to thousands of secondary school 

students in Germany using English or French to learn mainstream 

curriculum subjects; from over 4000 students in the Netherlands learn-

ing through English in all sectors of their schooling to primary school 

learners using English in Estonia, Bulgaria, Hungary, Italy . . .and so  

on.” (Beardsmore 1993; Eurydice 2006; Marsh 2002 in Coyle 2007)

Among them all, European Schools (ES) deserve special attention because 

they were widely spread, they gained a firm reputation in both linguistic 

and scholastic excellence (Vez 2009), and their main aim was to develop 

pluralistic identity and to prepare pupils for life in linguistically and cul-

turally heterogeneous societies. They have been working for nearly 60 

years so their experience and outcomes are more than useful for bilingual 

programs nowadays. ES “implies additive multilingualism, with high levels 

of functional proficiency and literacy in at least two languages: the child’s 

home language and one of the school working languages” (Vez 2009: 9).

Despite the wide spread of CLIL, it needs to be further investigated, as it lacks 

empirical research outcomes that test its effectiveness and demonstrate by ev-

idence the benefits in learning outcomes (Coyle 2006; Pérez Cañado 2012). 

After some years practising this methodological approach, it appears that we 

are at a crucial moment because CLIL practitioners are asking for help and 

guidelines in order to underpin the connection between the academic world 

and the classroom praxis. 
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Different researches have already verified that the two more developed 

axes (communication and content) work properly, so students have sig-

nificantly improved their skills when compared to non-CLIL students. Fur-

thermore, research papers focus on isolated axes, such as the improve-

ment of communicative skills or the acquisition of content and vocabulary 

in the target language in CLIL and non-CLIL groups.

Pérez Cañado (2012) presented the main conducted studies of CLIL in 

Europe by gathering them according to these four areas: North, Centre, 

East and South. 

In Northern Europe they have mainly analysed the potential of CLIL to-

wards improving the foreign language as well as the key role of students’ 

mother tongue competence on content learning. Some studies also fo-

cused on learners’ attitudes and their perspectives and opinions about 

this approach. The outcomes depend on the country; while in Finland 

there were found statistically significant differences in favour of the bi-

lingual group in the acquisition and development of the target language, 

in Sweden there is a lack of significant differences between monolingual 

and CLIL classes with regard to L2 competence. 

In Central Europe we can find both qualitative and quantitative research 

studies. The Netherlands is the country that has conducted the most rigor-

ous studies up to date and they are mainly focused on linguistic skills and 

some variables like gender, motivation or mother tongue. Like in Germa-

ny and Switzerland, production skills (oral and reading) significantly im-

prove in CLIL cohorts. Whilst in Germany CLIL students perform as well 

as non-CLIL in subject content, in Switzerland no significant differences 

have been found. In Austria, the attention has been centred on narrative 

and lexical competences, but there are not statistical outcomes to prove 

their achievement.

Regarding the South of Europe, two countries should be considered. It-

aly’s primarily focal point has been the teachers’ attitudes and learners’ 

motivation to CLIL programs. Consequently, these studies have been qual-
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itative and their outcomes are positive as they demonstrate that teachers 

are aware of the innovation that this methodological approach undergoes 

and the benefits it produces in the students’ impetus. The case of Spain is 

more complex; “Spain is rapidly becoming one of the European leaders 

in CLIL practice and research” (Coyle 2010: 8). This complexity is due to 

the number of diverse models that is approximately similar to the number 

of regions where it is applied. Another distinctive feature of CLIL is Spain 

has to do with the “dual focused education has been developed with both 

second (co-official) and foreign (other European) language, and in both 

bilingual communities where English is a third language taught through 

CLIL (The Basque Country, Catalonia, Valencia, The Balearic Islands, Gali-

cia) and in monolingual communities conspicuous for their lack of tradi-

tion in foreign language teaching (e.g. Extremadura, Castilla-La Mancha, 

or Andalusia)” (Pérez Cañado 2012: 327). On the one hand, bilingual 

communities have a longer experience in CLIL, so they have already 

proved the positive results in both language and content. On the other 

hand, monolingual communities (such as Madrid and Andalusia) are cur-

rently analysing their programs.

Conclusively, the most developed variables are in relation to the advance 

of the foreign language, the content subject knowledge, communicative 

competence (receptive skills, speaking, writing, vocabulary) and attitu-

dinal outcomes (emotive and affective factors) while other axes like the 

cultural one are not that developed and consequently are not analysed.

Finally, the initiatives promoted by the European Union in the field of 

CLIL are constantly increasing, as they truly believe that young people 

should become more competent with regard to multilingualism and cul-

tural requirements, thus reinforcing students’ mobility and European cit-

izenship.

In conclusion, learning foreign languages should be a lifelong experience and 

depending on where you live it could be easier to acquire a second, third or four 

language because of the opportunities to learn and use them within their real 

contexts. 
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Nowadays, thanks to these programs, being competent in different languages 

is not just an opportunity to the more able students or to those who belong 

to the higher class society; it is a much more accessible goal. There are many 

differences between immersion programs in Canada, bilingual education in North 

America and in Europe. It does not necessarily mean that one is better than the 

other; this diversity enriches the upcoming methodological approaches. The lack 

of a uniform criteria and procedures to implement a bilingual education program 

makes it more challenging for both educational institutions and professionals. 

What is clear is that this approach to education has proved its effectiveness – 

some more than others – around the word. Bilingual and multilingual education 

is replacing traditional approaches to second language teaching due to their 

benefits. Among the main advantages, we should bear in mind that:

- CLIL fosters students’ exposure to the target language (Pavesi, Bertocchi 

and Kasianka 2001). Thus, learners become more skilful in the target 

language, they learn non-linguistic subjects using more contextualized 

language. The language acquisition occurs in a more natural form as they 

are using the target language to talk and think about authentic situations 

related to science, art or music. Hence students find this approach more 

useful and helpful.

- CLIL students are more motivated and autonomous (Banegas 2012). This 

integrated learning process evokes higher levels of motivation among the 

students. Students are provided with a wide range of activities that also 

help them to develop their thinking skills.

- Teacher training in decisive (Pérez Cañado 2014). Teachers need to be 

up to date in order to deal with this new approach so the more qualified 

and prepared they are, the better their students will perform. Not only 

have they got to be proficient in linguistic skills, but also they must make 

a conscious use of the different teaching materials they are using anytime.

  
Nevertheless, bilingual education can do much better and this is the reason why its 

results are being deeply analysed (specially CLIL in Europe) in all educational systems.
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 1.3 WHY CLIL? BENEFITS AND RISKS

CLIL not only brings about benefits for learners, but also for teachers and 

schools’ management teams (Navés, 2009). Learners’ learning process is much 

more dynamic and interactive; it connects different areas of the curriculum so 

they can extrapolate different knowledge and skills among subjects, likewise 

they are more motivated (Marsh and Wolff 2007) and concentrated because they 

feel they are the leaders of their own learning process. For teachers, CLIL is an 

enormous challenge in different aspects, such as innovation and lifelong learning, 

but at the same times it supports teamwork. Finally, school managers are engaged 

in international projects that involve an endless number of advantages, such as 

mobility programs, teachers’ assistants, among others.

Moving from a general perspective to a more specific one, we could say that 

it is CLIL times because being education a social science and considering its 

dynamism, educational approaches should be adapted to nowadays demands and 

requirements, so they address to the newer generations’ needs. Labour market 

is highly demanding, what makes competitiveness constantly increase around 

the world; a new educational approach that targets to these societal demands 

cannot just focus on academic skills. Children require a deeper encouragement to 

deal with new and sometimes unknown challenges; CLIL offers a more creative 

way or learning because it promotes meaningful interactions, it brings about 

real life topics, it is oriented for everybody (regardless their social, academic 

and economic positioning), and it promotes a wider range of skills. CLIL not 

only brings about academic improvements, but it also “provides opportunities 

involving problem solving, risk-taking, confidence building, communication 

skills, extending vocabulary, self-expression and spontaneous talk” (Coyle 2006: 

7). It means that students make more cognitive effort and therefore their thinking 

skills are reinforced. In addition, regarding the cognitive skills, Bialistok, Craik 

and Freedman (2007) developed a study whose outcomes disclose that people 

who are bilingual or who start to be in contact with a foreign language since 

they are children are less prone to suffer dementia. Coyle found out in her study 

that “one of the most powerful findings of CLIL groups centres on increased 

motivation in both learners and teachers. One student referred to CLIL as ‘personal 

investment’ another as ‘wanting to come to lessons’ and another as ‘forgetting the 
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language and learning new things well’”. (Ibid.: 11). As for teachers, they reported 

that bilingual classrooms are even more motivated than the non-bilingual ones, 

they also pointed out that it is gratifying to see how children feel when learning 

through a foreign language because they are more aware of their learning process 

since they feel continuously challenged so as they overcome any difficulty, their 

motivation increases and they value the opportunity to work using different 

techniques where communicative skills are prioritised. Then, motivation is a great 

benefit of CLIL and according to Coyle (2006) it is fostered in different ways:

 

- Teachers’ collaborative work to design cross-curricular projects so learn-

ing is more meaningful.

- Matching teaching strategies with learners’ needs.

- Adapting context’s needs to curriculum development.

- Being original and using CLIL pedagogical framework as a guide.

- Using a wide range of approaches so as to enhance students’ attitudes 

towards learning foreign languages, to make them practise different types 

of cognitive tasks that make the contents more applicable and to value 

their role in the teaching-learning process.

- Building self-steem and confidence to maintain the motivation of stu-

dents. 

Some other reasons why this methodological approach was born have to do 

with the urgent need to overcome and strengthen the deficient foreign language 

competence and the desire of reinforcing Europe’s levels of multilingualism 

(Pérez Cañado 2012). To achieve these goals in relation to language, Marsh et 
al. pointed out that we learn effectively by experiencing so we should wonder 

where learners practise their target language skills during and out of the academic 

context. If the answer is negative, then they are not putting into practise what 

they are learning in language lessons so it could be wasted to some extent. For 

these situations, “in CLIL, we have the opportunity to try to prevent this from 

happening by giving opportunities to practice what they learn whilst they learn 

(Marsh and Langé 2000: 6). Hüttner and Smit (2014) stated that CLIL enriches 

the learning experiences in two different ways “firstly, developing discipline- or 

subject-specific language and genre proficiency and secondly, changes in the 
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affective dimensions of language learning” (ibid. 2014: 65). CLIL methodology 

goes further in languages because it considers that being able to communicate 

in a foreign language is more than just controlling its vocabulary and grammar. 

Moreover, positive and engaging attitudes towards communication in the target 

language should be promoted. Waiting to use the language until you are sure you 

know it is a huge mistake but it does not often occur in CLIL contexts, because 

the target language becomes learners’ main tool in every day routine, so they face 

it as an opportunity to improve and develop; what is more, they are frequently 

aware of the success they are achieving daily. Coyle (2006) stated that CLIL helps 

to raise linguistic competence and confidence because “evidence suggests that 

increasing quality time spent in a foreign language, for example on the topic of 

environment, where students use the language to learn as well as learn to use the 

language in a variety of situation, can lead to an increase in linguistic competence” 

(ibid. 2006: 6). Evidence suggests that CLIL helps students and enables them to 

use the target language in different contexts regardless the complexity of them, it 

increases their levels of comprehension skills, CLIL learners feel more comfortable 

to use the language, and consequently, they use it more than non-CLIL learners 

because they have to deal with loads of information presented in various types. 

Bruton (2013) defined another fundamental argument towards CLIL: “two for 

the price of one” (ibid. 2013: 588). CLIL students learn both content subjects and 

the foreign language at the same time. Regarding this idea, there are some other 

scholars like Mehisto et al. (2008) who stated that “common sense seems to say that 

students studying in a second language cannot possibly learn the same amount of 

content as students studying in their first language” (ibid. 2008: 20). 

Developing multilingual and multicultural interests and attitudes is another 

reason why CLIL should be implemented at any educational level because it gives 

students the opportunity to explore local, national and supranational cultures 

and to foster global understanding and IC. Hence, students raise some cultural 

issues, since they learn more about other countries and cultures and they have 

the chance of being in contact with native speakers. Teachers have to promote 

contexts and bring about content, which enriches the learners’ understanding of 

their own culture and those of others. 
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CLIL prepares for future studies and working life, at the same time that it 

promotes internationalisation. Globalisation has been one of the major shaping 

influences beneath the design of the curriculum. The internationalisation of higher 

education has been a key feature of the European Union educational policies 

aiming at a more globally connected society. The sooner students start to participate 

in exchanges programs, to travel around the world, to know other cultures; the 

better qualified they will be to overcome all the demanding requirements that 

nowadays society entails.  

On the other hand, there are some drawbacks and risks that might be considered 

when implementing CLIL. Even though the pedagogic disadvantages of CLIL are 

not many, teachers sometimes do not feel confident enough when they have to 

plan, create, select and adapt appropriate teaching materials and resources.

Teacher training for CLIL practitioners must meet appropriate and suitable 

methodological needs including both theoretical and practical aspects. It is also 

essential to manage deep knowledge of the psychological, social and cultural 

elements that the learning of a foreign language undergoes, as well as develop 

teamwork skills and classroom research. These attitudes and skills should not 

be exclusively linked to the target language. Specific teacher training in CLIL is 

required, as it does not consist on translating their materials and content into a 

foreign language; it is not an isolated subject focus, it goes further towards an 

integrated approach. Teachers need to rethink which strategies they are going 

to use in order to teach their students through a foreign language so they have 

to work differently. Thus, pedagogic, methodological and linguistic training 

is necessary because “all CLIL teachers will need to consider how to teach 

through the new language and how to build progression in both language 

and subject area content” (Coyle et al. 2009: 17). The continuity of staffing and 

teacher supplies is sometimes another handicap for CLIL schools. Usually, 

these schools invest time and resources in improving their professionals’ skills 

so as to achieve more qualified and innovated teaching.  When there is any 

change in the staff, it is quite difficult to find someone who has already 

developed these key skills (mainly methodological and linguistic). In this 

sense, a CLIL teamwork plays a key role as teachers should be able to cope 

with joint planning to broaden their skills across different areas (content and 
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linguistic ones), and to cooperate and share their visions among the various 

disciplines that are involved in the project.

It should be mentioned that another risk that CLIL faces has to do with its 

access, hence it is more common in those schools that offer both CLIL and non-

CLIL groups. The way in which students get the access to CLIL groups could be 

seen as elitist. Then, CLIL’s flexibility turns to be a disadvantage because each 

school can decide whether this approach is oriented either to more successful 

language learners or to everyone. This attitude is changing and nowadays there 

are only a few schools that keep on managing CLIL programs from an “elitist” 

viewpoint instead of encouraging and get the participation of every student.

In addition, there should be carried out an analysis between language and 

content in each subject before implementing it (Dalton-Puffer 2007) because 

we can create situations in which the curriculum can be simplified or there are 

discipline fragmentations due to linguistic issues (e.g. Social Science can become 

a content aggregator of different languages). 

Finally, the supremacy of Spanish-English as the most used bilingual section can 

leave aside the teaching of Interculture knowledge that helps students to enrich 

their skills and to be able to enhance intercultural dialogue. 
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1.4 KEY ELEMENTS FOR SUCCESSFUL CLIL

Successful CLIL depends on several factors and it is not an easy and quick goal 

to achieve; it is more a long-term aim so persistence is constantly required along 

the process.  

- Legislation and governmental support. It is extremely important that the suprana-

tional, national and regional governments work under a similar ideology, 

get involved and support CLIL implementation. It is common to find 

across different level language policies that promoting multilingualism 

and bilingualism is at the centre of their objectives because they tru-

ly and firmly believe that languages open up new doors to more ex-

periences, which eases the way towards a global and more inclusive 

society. What is not that common is to find motivated governments 

that not only support these bilingual projects, but also invest in edu-

cation and devote part of their funding to lifelong learning programs 

for in-service CLIL teachers. Being CLIL a flexible methodological ap-

proach, sometimes CLIL practitioners miss a guideline from which 

they can adapt their programs to their schools’ contextual necessities.   

Developing a holistic language education policy which involves some ba-

sic CLIL strategies would be helpful and advantageous indeed, as it would 

help improve the quality of this approach by delimiting its heterogeneity. 

- Implementation process. Different aspects should be considered before imple-

menting CLIL methodology and adapting the curriculum of the school. 

It should exist a “whole-school policy” of the CLIL project (Kelly 2014). 

When listening to both language and content teachers, they stated differ-

ent perspectives and viewpoints because as the first ones have the feel-

ing of being threatened by this approach in terms of their capacities and 

abilities, the second ones feel concerned and afraid about their language 

skills. To deal with this panorama and aiming at creating a cooperative 

learning atmosphere, it is extremely important that everybody feels part 

of the project, bringing everyone together and being aware of their main 
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blocks (i.e. objectives, competences and aims). Additionally, schools 

should be encouraged to write their own implementation guidelines 

that could be shared with other schools beginning to implement CLIL.  

 

Add to this, the curriculum is usually packed with abstract knowl-

edge, explicit skills and activity types that teachers can use as a mod-

el. Regarding the CLIL curriculum, Kelly (2014) advised in his web-

minar that “it needs to include samples of language that skills of 

language that skills and thinking demand of learners, so that teachers 

can both make sure that these functions of language are practised but 

also so that teachers can listen out for them and moderate teaching 

to make sure any difficulties and gaps are remedied in later learning.” 

 

CLIL teachers need extra time to prepare their lessons so department 

heads should take it into account in order to make the curriculum fit with 

the necessity of accurate planning. To achieve a prosperous implementa-

tion, there should be a coordinating CLIL team that ensures collaboration 

since the very beginning across language teachers, content teachers and 

visiting teacher assistant from the target language speaking country. 

- Teachers’ profile and teaching materials. There is not a unique and ideal CLIL 

teacher profile because this depends on the distinctive features of the 

program and the school. Nevertheless, there are two key points in ques-

tion. As for the level of the target language that teachers should have, 

it is quite difficult to fix one for every teacher even though there are 

some scholars who agree that B1 must be the minimum language re-

quirement in Primary Education while in Secondary and University it 

should be higher (being C1 the most popular choice among institutions). 

Likewise the appropriate level would let teachers working in the sub-

ject in the classroom while feeling confident. Teachers must be able to 

do everything they expect their pupils to do in the foreign language 

so they all can function and adequately progress in the subject. They 
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are already specialists on their subject so they do not need extra help 

with this; they just demand advice on how language works in their sub-

jects, the way it behaves. Teachers have to moderate their own speech, 

not only they have to dominate the discourse of the contents of their 

subjects but they also need to warn and be careful with the classroom 

discourse paying firmly attention to their use of the target language.  

 

As important as the level of language is the pedagogy. Considering that 

CLIL methodology focuses on what learners can do instead of what teach-

ers know – there has been a shift from the expert knowledge to the 

competence based learning –, teachers with contemporary methodology 

in the classroom are required so as to create and promote the adequate 

space for learners to think and discuss about new learning and the dif-

ferent aspects of the curriculum they are being taught. Consequently, 

pedagogy is crucial. It should help student to develop a proactive attitude 

towards their learning process.  

CLIL success also depends on classroom materials. We can distinguish 

among three different contexts (Kelly 2014): 

i. Schools that import native speaker textbooks. In these cas-

es, the quality of the language is more than guaranteed, 

but it undergoes some disadvantages for both teachers and 

learners because they will be constantly challenged. The 

high level of academic and content specific language makes 

teachers adjust each unit of the textbook so they have to 

devote extra time to this hard task.

ii. Schools that translate local textbooks. Translating is not a 

simple activity. Those schools that advocate translated books 

in most of the cases lose the culture elements despite they 

avoid some linguistics problems. 
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iii. Custom textbooks. It would be the most useful option be-

cause CLIL textbooks need to be written around a skill-based 

curriculum so they are adapted to learners’ levels.

- CLIL-students. CLIL programs must be addressed to every learner in the 

school, not just the elite ones. They should be provided with continuity 

of both language and content. 



83

1.5 THE IMPORTANCE OF CLIL IN THE 21st CENTURY: LANGUAGE 
POLICIES

Nowadays, in order to survive within this globalised area, there are some key 

skills such as critical thinking skills, problem solving, ICT application, teamwork 

and innovation we need to develop and reinforce. Consequently, the educational 

curriculum should include these in order to prepare global citizens for the 21st 

century. 

Some typologies are found among scholars where the most important skills that 

everybody should control in order to succeed in a globalised world are identified 

and ranked. Trilling and Fadel (2009) defined seven 21st century skills: “critical 

thinking and problem solving; creativity and innovation; collaboration, teamwork 

and leadership; cross-cultural understanding; communication, information and 

media literacy; computing and ICT literacy and career and learning self-reliance” 

(ibid. 2009: 176). Binkley (2012) classifies these skills into four different groups: 

“ways of thinking (creativity and innovation, critical thinking, problem-solving, 

decision-making and learning to learn), ways of working (communication and 

collaboration), tools for working (information literacy, computer and internet 

literacy) and living the world (local and global citizenship, life and career personal 

and social responsibility)” (ibid. 2012: 18-19).

At first, foreign language classroom seemed to be the ideal context for introducing 

and building these skills regarding its importance and complexity. Later on, due 

to the evolution of the educational methodologies in this field and to the already 

crowded curriculum, researchers and policy makers realised that bilingual and 

CLIL classrooms are more efficient, considering that content brings real world 

into the class and it provides a mean for developing more advanced language 

proficiency and transferring these to academic contexts.

Knowing foreign languages bring about a wide range of benefits and it does 

open a tremendous world of opportunities. Global and intercultural understanding 

is paramount in a world where people depend on each other in order to supply 

services and solve problems among other relevant examples, so the ability to 

communicate and understand diverse cultures is only possible by being competent 
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in other languages because it helps to step into the mind and context of these 

cultures. Consequently, it also makes learners realised about, critically analyse 

and understand their language, lifestyle, habits, and customs from an outside 

perspective so they can see their culture through the eyes of others. Being more 

competent in a globalised world requires these linguistics skills; so another 

advantage refers to the increasing employment potential and opportunities that 

you would not have otherwise.

Moreover, learning a foreign language enhances one’s ability to function and 

progress in other knowledge areas; not only it provides learners with the chance 

of developing cognitive and thinking skills like interpretation, mental flexibility, 

prediction, conceptualizing, problem-solving, working-memory, sequencing, 

creativity and reasoning; it also leads to the acquisition of some life skills that 

will help them to cope with the fast societal changes of the world.

In this sense, foreign language strategies and content instruction have gained 

relevance in the last decades through bilingual education programs and lately, 

through CLIL as a result of the fruitful and definite research outcomes related to 

these approaches which were more consistent, advantageous and practical for 

learners in general.

The importance given to both learning foreign languages, bilingual education 

and CLIL is recognised among the educational and language policies so they all 

work towards the achievement of linguistic competence. Therefore, political and 

educational actors at different levels (supranational, national and regional) have 

developed different policies taking into account their specific contexts.

In this section, some of these strategies and plans are presented. Moving from 

the supranational level (the European Union) to the regional one in which we 

will mainly refer to Andalusia and Madrid.

1.5.1 Supranational level: the European Union (EU)

The European Commission is really keen on promoting language learning across 

Europe. “In Europe, the impetus towards political and economic integration, the 

free movement of population, and the expansion of European institutions is 
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generating the need and demand for the teaching of foreign languages at all levels 

of educational systems” (Riagain and Ludi 2003: 7).  Language learning is among 

the most important priorities of the European Union as language is the expression 

of culture, as well as an integral part of our identity, so every EU citizen should 

acquire foreign language competence so as to improve their educational and 

employment opportunities within the European learning society. Consequently, 

one of the objectives of its policy refers to the need that every European citizen 

has in order to master two other languages in addition to their mother tongue. 

Furthermore, the EU Treaties support and supplement actions that the Member 

States should design and promote in order to develop the European dimension 

in education, particularly through the teaching a dissemination of the languages 

of the Member States (Article 165).

Despite language diversity being a widely acknowledge and appraised 

featured of Europe and considering that the member states of the EU somehow 

differ in terms of policies, the European Commission and the Council of Europe 

share a common aim, which is: diversity and multilingualism. Moreover, the 

importance of being competent in (at least) one foreign language is expressed 

in the new strategic framework for European cooperation “Education and 

Training 2020”. It defines a set of common objectives for Member States: 

making lifelong learning and mobility a reality, improving the quality and 

efficiency of education and training, promoting equity, social cohesion 

an active citizenship and enhancing creativity and innovation, including 

entrepreneurship, at all levels of education and training. The second goal 

involves eight key competences that must be acquired not only by young 

people, but also by adults. Among them, we can find communication in foreign 

languages so it is another proof of the European Commission’s concern about 

promoting unity in diversity in educational fields in general, and language 

education in particular. 

It is clear that the ability to communicate in, at least, two foreign languages is a 

necessity, and this learning process should start from a very early age. Nevertheless, 

in light of the packed curriculum, finding more hours for languages is an arduous 

task, so CLIL can provide an answer because language is used as a tool and the 

content is used as a source for learning language.
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CLIL is being given exclusive attention in Europe and it is confirmed and 

demonstrated in some policies and actions promoted by the European Commission. 

Actually it is a quick developing phenomenon in Europe as can be seen in the data 

provided by the Eurydice survey (Eurydice 2012: 39), so this is one of the reasons 

why the initiatives in the field of CLIL are increasing in Europe in recent years and 

national and regional policy makers are considering this challenge and promoting 

different ways of implementing this approach taking into account the diverse 

contexts. “One of the first pieces of educational provision regarding European 

cooperation in CLIL in the 1995 Resolution of the Council which refers to the 

promotion of innovative methods and, in particular, to the teaching of classes 

in a foreign language for disciplines other than languages, providing bilingual 

teaching” (Vez 2009: 16). In 2003, the European Commission brought out the 

Action Plan on Language Learning and Linguistic Diversity (2004-2006) in order to set three 

broad areas for action with specific objectives of each of them. The main areas of 

action are (http://eur-lex.europa.eu/legal-content/EN/TXT/?uri=uriserv:c11068): 

- Life-long language learning. It aims at earning two foreign languages; 

ensuring language learning in secondary education, higher education and 

vocational training; encouraging language learning among adults; devel-

oping language learning for persons with special needs and widening the 

range of languages offered in education.

- Improving language teaching through a more adaptable school structure. 

Its goals are: implementing global language learning policies in schools; 

disseminating more widely the tools developed for teaching and learning 

languages; improving the training for language teachers; increasing the 

supply of language teachers; training teachers so that they can teach their 

subjects in at least one other foreign language; testing the language skills 

of citizens using a European Indicator of Language Competence, and fa-

cilitating comparison between these skills. Moreover, CLIL is considered 

here one of the innovative methods to improve the quality of language 

teaching together with some programmes like Socrates and Leonardo da 

Vinci.

- Creating a language-friendly environment. It aims to promote an inclusive 
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approach to linguistic diversity; create language-friendly communities, 

through the use of sub-titles in cinemas, for example, or by capitalising 

on the skills of the many bilingual citizens; to improve the supply and 

take-up of language learning.

In 2005, Mady Delvaux-Stehres, the Minister for National Education and 

Professional Training and President of the Education Council of the European 

Union, and Jan Figel, the European Commissioner responsible for Education, 

Training, Culture and Plurilingualism, launched the symposium on “The changing 

European classroom - the potential of plurilingual education” that was held in 

Luxembourg and where for the first time European policy makers take part of it 

paying specific attention to CLIL.

It also gathered professionals of the educational field who highlighted some 

essential needs such as the CLIL provision at different levels of education, the 

encouragement of specific training for teachers not only in terms of language 

but also of methodology, the promotion of more foreign languages of instruction 

by incorporating other EU languages (French, German, Italian, Spanish), making 

people aware of the benefits of this approach as it could help to get social 

cohesion, to reinforce European citizenship and to increase work mobility. 

There is also a European Framework for CLIL Teacher Education that provides CLIL-

practitioner, researchers, language teachers and policy makers with a wide range of 

ideas for designing courses on professional skills in the area of CLIL as it identifies 

the main competences for CLIL teachers (Frigols, Marsh, Mehisto and Wolff 2011). 

One more initiative promoted by the EU has to do with the E-CLIL (http://e-clil.

uws.ac.uk). It consists on a funded project to design and share resources.

1.5.2 Regional Level: The cases of Andalusia and Madrid

In Spain there is not a national language policy because educational competences 

are delegated in the regions. Therefore, seventeen regional language policies 

have been designed by their respective Ministries of Education.
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Spain belongs to the group of the European countries that have taken a 

step forward with the implementation and development of bilingual education 

programs in its complex and differentiated landscape, nevertheless aiming at the 

integration of content and language.

The arrival of bilingual education to Spain has its roots and precedents in 

1996 when a collaboration agreement between the Ministry of Education and the 

British Council was signed in order to develop integrated projects in certain state 

schools leading to the simultaneous achievement of academic qualifications of the 

two countries in the field of compulsory education. Under the aforementioned 

agreement, in 1998 the bilingual curriculum was designed and applied in forty-

two state primary schools. This bilingual model only involved part of the students 

of each school so it was hardly criticised as it was considered elitist. Therefore, 

CLIL or AICLE (Aprendizaje Integrado de Contenidos y Lengua Extranjera) in 

Spanish arrived to overcome some drawbacks of the previous mainstream. 

One of the main features of these programs is shared with the previous one 

and associated with learning a global language (such as English). “The ideology 

behind the implementation of Spanish-English bilingual programs has to do with 

the dominance of English as a global language or, more precisely, with linguistic 

imperialism” (Phillipson in Relaño and Mijares 2011: 748).

As it has been mentioned before, each region has developed not only their 

language policies, but also their bilingual/plurilingual plans according to their 

contextual characteristics and ideology. They reflect how society manages the 

interactions of different groups and “the idea of the government regulations of 

its own language use, including steps to facilitate clear communication, train 

and recruit personnel, guarantee due process, foster political participation, and 

provide access to public services, education, proceedings, and documents” 

(Crawford 2004: 56). 

Each region has designed its own program. Moreover, those Autonomous 

Communities that count with one co-official language besides Spanish count with 

another differentiating element in the organizational level. 
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As an example of the most developed ones (and as an evidence of the variety 

among them) we are going to briefly compare the Andalusian Plurilingualism Promotion 
Plan and the Bilingual Program of  Madrid as they have been used as reference for other 

Autonomous Communities in the Spanish context.

Firstly, it is necessary to point out the main general objectives of both 

plans. In Andalusia, the Plan aims to improve the language competences 

of the Andalusian population in their mother tongue and to provide them 

with plurilingual and pluricultural skills. To reach this goal, contents of each 

stage of schooling are sequenced and adapted to the assessment criteria 

established by the Common European Framework of  Reference for Languages: Learning, 
Teaching, Assessment (CEFR). In Madrid, The Bilingual Plan expects their students by 

the end of Primary Education to be able to “use two languages competently: 

English and Spanish, across different subjects in the curriculum; acquire new 

knowledge through the instrumental use of English; value English and other 

languages in general as a means of communicating and understanding people 

from different places and cultures, and thus gain cultural awareness; use 

previous experiences in other languages to acquire English language skills 

more quickly, efficiently and autonomously; demonstrate a willingness to 

learn; build up their confidence in their ability to learn and communicate in 

English;  use different resources, including ICT, with increasing autonomy 

to obtain information and to communicate in English; assess their progress 

in their learning process, building on achievements in previous years and 

through the different subjects taught in English.” (Comunidad de Madrid 2006: 

41). Additionally, the Andalusian Plurilingualism Promotion Plan includes a series of 

specific programmes such as bilingual schools programme, official language 

schools programme, teachers and plurilingualism programme, plurilingualism 

and society programme and plurilingualism and cross-culturalism programme 
(Consjería de Educación 2005).

To start with some similarities among them, bilingual education in Spain is 

implemented and put into practice through CLIL methodological approach. 

Regarding the starting date, both programs were implemented in the academic 

year 2014/2015 and they chose the section model, which means that bilingualism 

only affects to a section but not to the entire school so in each level there is one 
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bilingual classroom. The reason for choosing this model can be related to political, 

economic or merely organizational issues depending on the context. 

On the other hand, there are some divergences related to the languages 

included in the program, the time of exposure to the foreign language, the 

subjects involved in it and the teachers’ training. The Andalusian Plurilingualism 
Promotion Plan, as its name says, includes Spanish-English, Spanish-French and 

Spanish-German sections, while in Madrid they mainly developed Spanish-

English bilingual sections. In addition, in Andalusia the number of hours 

devoted to the learning of the foreign language is the same for all students. 

The difference is that students in the bilingual program receive between 30% 

and 50% of some non-linguistic subject through a foreign language while 

in Madrid they only specify that at least 30% of the curricular areas must 

be taught through this. Regarding these content areas in primary education, 

in Andalusia at least Social, Natural and Cultural Science must be offered 

in the bilingual program and one more depending on the school project. 

On the other hand, Madrid not only mentions this subject as compulsory 

but they also forbid Mathematics and Spanish Language and Literature. In 

terms of evaluation2, the program is analysed by the school and by the 

Administration so as to have the chance of comparing results and learn from 

each other experiences. There is also a linguistic evaluation for students 

that is distinctively carried out depending on the region, but they all follow 

The Common European Framework of  Reference for Languages - CEFR (2001) levels 

and guidance. In Madrid, despite the internal evaluation of the school, the 

coordinator of the project is in charge of organising the external examinations. 

It is either The University of Cambridge or The Trinity College the institutions 

that make these tests in 2º (A1-CEFR), 4º (A2-CEFR) and 6º (B1-CEFR: usually 

Preliminary English Test - PET for Schools, Key English Test – KET for School) course of 

Primary Education.  

As for teachers, in Andalusia, the management team of each school following 

the guidelines and indications of the Provincial Department of Education 

decides which teachers are competent to take part of this program. Then, 

those teachers will be provided with specific CLIL training. In Madrid, one 

of the key distinctions of their programs refers to the demand of formal 

2We refer to the term “Evaluation” as one of the curricular element and the interactive process that provides us Information 
for improving learning and teaching.
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qualification as a requirement to join the program. There are two ways in order 

to achieve this qualification: overcoming a procedure that is designed and 

convened by the General Directorate of Human Resources for teacher of state 

schools or conducting, with satisfactory results, the activities of the one year 

specific training plan designed by the Ministry of Education for this program. 

In case of private or semi-private schools, there are also high requirement to 

be able to teach at the bilingual sections but they are mainly linguistic as it 

happens in Andalusia. 

Finally, in both regions the number of students and teachers involved in 

these programs is constantly growing. Actually, it is Andalusia the Autonomous 

Community with the highest number of bilingual schools due to the fact that 

almost the 50% of them are bilingual.
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1.6 INTERCULTURE WITHIN CLIL

Despite the flexibility of CLIL – more than one model can be found – the 

majority of the empirical research studies that have been carried out up to the 

moment mainly focuses on isolated axes. Within its four blocks (4C’s: Content, 

Communication, Cognition and Culture), the performance of content and 

communicative axes has caught the attention of most of the scholars and it has 

been verified that they work efficiently, so it now can be stated that CLIL students 

improve their skills when compared to non-CLIL students.

Consequently, here we have one of the debateable issues of CLIL: the role of 

the intercultural axis. “In the coverage of content, we cannot ignore knowledge 

of culture either” (Bruton 2013: 591). Marsh, Marjels and Hartiala commented 

that “There are five dimensions based on issues relating to culture, environment, 

language, content and learning … The dimensions are idealized and should not 

be viewed as ‘standing alone’, because they are usually heavily interconnected 

in CLIL practice.” (2001: 17). Throughout these words, they unquestionably refer 

again to the need to develop the different axes of CLIL in order to make it effective 

and efficient. Culture cannot be left aside since it gives sense to the complete 

learning process so it is necessary to design and integrate strategies to integrate 

culture although it is not an easy task. 

 Carrió Pastor makes reference to cultural diversity in CLIL and she explains 

that it provides the opportunity to promote intercultural understanding whereas 

other traditional approaches do not because students should be in contact with 

other cultures learning a non-linguistic contents through a foreign language and 

approaching them from different cultural perspectives: “language is one manifestation 

of culture and culture is implied in language” (2009: 34). She also states that every 

culture should play an important role and be recognised by the society, so people 

respect and understand the differences among customs, religions, popular traditions, 

etc. As we live in a global and interconnected world, it is highly important to 

consider different ways of interpreting the same reality since it enriches students in 

different ways. They become more open-minded and they are able to integrate not 

only a second language but also different cultures; their understanding of the world 

is more productive and holistic because they can put together points of views from 
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people who belong to diverse cultural background so they end up their training 

being a intercultural human being who are qualified to appreciate the interculturality 

of our environment: “We have to assume that we are in an intercultural environment 

constantly and to ignore this reality is to miss a joyful experience. Being aware of 

the singularity and uniqueness of other cultures enriches us and makes us conscious 

of the plural interpretations of reality.” (Carrió Pastor 2009: 37). 

CLIL is also linked to the development of intercultural knowledge because of 

the importance devoted to socialising and communicative skills considering that 

the school is not only a place to learn reading, Physics or Maths, but it is also 

like a social microcosm where it can be proved that intercultural coexistence3 

is possible; therefore, teachers should keep in mind that it cannot close their 

doors and does not relate what they learn there with their daily routines out of 

the school. Furthermore, it is important to create a common experience context 

in the school specially when a shared cultural context does not exist (Portera 

2008). Socialising skills are developed since the moment that students get along 

with other people in the school context. These skills also are related to the social 

competence of the Primary Education curriculum that enable them to interact in 

consistency with the cultural environment, to critically analyse different codes of 

conduct and to understand the differences among ethnic groups, societies and 

cultures.

In order to develop communicative skills in CLIL, teaching through conversation 

is the best way to convey and explain a culture. Assumptions, perceptions, values, 

beliefs and experiences will be present, so the teacher can contextualise their 

teaching task at the base of the pupil’s experience. Consequently, we will get 

not only an individualised teaching but we will be within culture. In addition, 

CLIL offers the chance of developing intercultural communication skills. Holliday 

et al. (2010) agree that it is advantageous when three main factors are taken into 

account: identity, ‘otherization’ and representation. 

All in all, both socialising and communicative skills enable learners to 

effectively work in collaboration with their classmates regardless their grounding, 

environment, etc., to take part in intercultural activities promoted by the school 

such as exchange programmes so they build self-confidence to get in touch with 

3 “Coexistence” as the term that best suits the Spanish “convivencia” because this word has no direct translation into English.
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students from different countries and avoid problems related to racism and other 

prejudices (Marsh,et al. 2001), definitely, to help them to develop their IC. 

It should be clear that language, content and culture must be taught together 

as each of them are present on everyday reality of the student. We transmit 

our feelings, thoughts, etc. through language so it explains why language and 

culture are closely interconnected. Moreover, culture not only influences language 

learning but it also affects content learning so the proper combination is made 

of three elements namely content, culture and language (communication). The 

third element, which is one of the innovation that this approach includes, needs 

specific attention by teachers when they plan their courses. 

On the one hand, foreign language teachers are more aware of the necessity 

and the importance of developing this intercultural axis in order to accomplish 

one of the main purposes of the supranational, national and local educational 

institutions, which has to do with Interculturalism and social cohesion. They 

have more experience on teaching culture because it is frequently included 

in their curriculum. On the other hand, non-linguistic subject teachers rarely 

take into account the role of communication in their lessons hence they do not 

necessarily include current affairs or cultural features within their lesson planning. 

Consequently, CLIL teachers need guidance in empowering their learners to 

make the transition from cultural awareness to intercultural understanding (see 

chapter 3). Furthermore, culture includes “teacher/student cultural background, 

and first languages, diverse mind-sets (ways of thinking) which arise from age, 

first language, lifestyles preferences, gender, socioeconomic background, etc. and 

subjects specific cultural ways of thinking and learning.” (Marsh and Frigols 2007: 

35). 

CLIL not only pursues to increase linguistic competence, but it also aims at 

acquiring a deepening intercultural awareness through the positioning of self 

and the “otherness”. Consequently, classrooms (in general, not only the foreign 

language ones) should be “culturally sensitive places to learn” (Porto 2010: 47). 

Learning through a foreign language should serve as the first stepping-stones 

to open students’ minds to a different perspective, a foreign one. “Relativizing 

cultural perspectives and the ability to shift between them can be seen as a key 
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element in intercultural learning and development of intercultural competence” 

(Bennett 1993: 32). 

In addition, “… the role of ‘culture’ in CLIL is fundamental if we are to achieve 

intercultural learning and understanding. CLIL integrates both content learning and 

language learning. However, for this integration to be effective it cannot be left to 

chance by some process of osmosis but should be planned systematically through 

the development of ‘intercultural learning’.” (Coyle 2009: 105). This last quotation 

from Coyle clearly explains why we call the C of Culture as the intercultural axis 

and it has to do with the aim of getting intercultural learning. 

1.6.1 The Need and Reasons to Develop the Intercultural Axis of 
CLIL

As we have already said, CLIL, as a methodological approach includes in 

its theoretical background the development of interculturalism. Moreover, this 

interest coincides with other motives that drive the initiative of promoting IE 

and the integration of its principles in the curriculum. The internationalisation 

of education at their different levels (mainly at the higher one), the educational 

goals for the 21st century and the educational policies at supra-national levels are 

some of them.

Firstly, despite the fact that the internationalisation of education is a mainstream 

at the Tertiary level, it makes us think about the need to prepare our students since 

the very beginning to then be able to take part in mobility programmes and to 

work together in class with students from a wide range of different nationalities. 

To do so, not only they need to be trained in linguistic skills but also they need 

to become interculturally competent. 

Secondly, the educational objectives for the 21st century include the need to 

educate to the future; to educate to live together in plural societies where diversity 

is constantly growing. 

Thirdly, as it happens with bilingual and multilingual education, there is an 

increasing number of European educational policies in connection to the field of 
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Intercultural Education (IE) and cooperation in order to face the difficult challenge 

to provide quality education for all regardless of cultures, beliefs, customs and 

religions. Actually, since 2002 when the Council of Europe launched the project 

called The New Challenge of  Intercultural Education they started to aim at promoting the 

awareness of the need of introducing as an element of IE the interfaith dialogue 

focusing on religion as a cultural phenomenon (Samers 2002). One of the main 

goals was to put forward the introduction of common European principles for 

managing diversity at school considering the greater social plurality of their 

countries (Faas, et al. 2014).

Peñalva Vélez and Soriano Soriano Ayala (2010) also highlighted the importance 

of interculturalism and IC to develop a European identity among citizens. In 

this context we understand interculturalism as the process of interaction and 

communication among different cultures being the horizontal alignment a key 

feature due to the fact that equality and empathy are needed to get a real and 

peaceful inclusion and coexistence. Besides, these goals also put particular 

emphasis on the promotion of multilingualism to preserve the linguistic diversity 

of each region while language skills of citizens are enhanced to improve their job 

prospects and the understanding between people from different cultures.

This context must be taken into account when teachers design and plan the 

teaching-learning process (see chapter 3) in different aspects like the selection 

of the contents providing the opportunity to work towards intercultural values 

such as empathy, critical thinking, respect and cooperative work. In addition to 

these values, the content should not be directed simply to know aspects from 

a theoretical dimension but should serve to help direct intervention in reality. 

Content (to help establish various forms of communication and expression) makes 

them develop critical thinking and thus can perceive the complex social reality 

from different points of view (Sales 2012).

Up to the moment there are not many studies connected to the intercultural 

axis of CLIL (Méndez García 2014; Sudhoff 2010); these ones state some 

of the advantages of using CLIL as a pedagogical approach to enhance 

learners’ intercultural communicative competence (ICC) (Byram 1997) and 

the intercultural understanding. Some of these benefits are related to the 
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real materials in the target language that teachers can use in the classroom, 

its authenticity helps students to get some insights on different foreign 

perspectives. Actually, the information and communication technology (ICT) 

resources offer measureless opportunities to access to this kind of teaching 

materials to be used in content subjects. González Rodríguez and Borham 

Puyal carried out a study in which they used multicultural literary texts in 

order to promote ICC in CLIL contexts. It brought about great results and they 

mentioned that “by reading multicultural fictions that portray varied attitudes, 

feelings and assumptions on a given topic, students will acquire a richer 

and broader perspective on a theme… this would allow students to become 

interculturally competent as they explore a topic from foreign viewpoints” 

(González Rodríguez and Borham Puyal 2012: 110). 

It made us focus our attention on this axis and analyze if it is being developed 

in daily praxis, as we think it is necessary to carry out more studies about this 

approach (mainly empirical ones) to test its effectiveness and to then provide 

practitioners with the outcomes so they know how they are implementing it and 

how they can improve their daily praxis. 
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1.7 CONCLUSIONS OF THE CHAPTER

This chapter has presented the theoretical underpinning of CLIL starting by its 

historical background and finishing with the significant role of Interculture within 

CLIL.

It is undeniable that it is CLIL time, not only due to its massive expansion in 

our country where a large number of schools and universities have implemented 

this approach or are about to do it, but is also because there was a need to adapt 

educational systems to the new generations that have to face an endlessness 

number of challenges and compete in a international and demanding labour 

market.  Moreover, the innovation of CLIL from conventional approaches lied in 

its integration, which brings about several positive outcomes. Some of them have 

to do with its creativeness, its motivating power, the claiming that it must include 

learning for everybody, and the promotion of meaningful interactions with and 

through the teaching of contents in a foreign language, since it makes the learning 

process more real and effective.

Then, at the end of the chapter we highlighted several reasons related to the 

need of reinforcing one of the main axes of the CLIL matrix so as to meet its basic 

premise. Culture in CLIL is understood as intercultural understanding so it is in 

the following chapter where we aim to first comprehend IE to then provide some 

key ideas to improve it within this methodological approach.  
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2.1 INTRODUCTION

Education is affected by the social reality on which it depends, from which 

the need arises to examine society critically in order to transform and improve 

it both in practise and along the process of research according to cultural, social 

and economic changes. “Globalized world has resulted in ‘interdependence’ 

between men, so it is now necessary to recognize and give value to this 

interdependence. Educate to ‘mutual dependence’ (economic, emotional, 

cultural, environmental, etc.) means educate to recognize oneself nor as an 

isolated entity, nor as part of a limited group of people, but as mankind” 

(Silva 2008 in Pasquale 2015: 2677). Current society is becoming more and 

more multi-ethnic and multicultural. Within this scenario, schools are turning 

into complex contexts; it is no longer possible to see them as homogeneous 

settings. “Schools must face all difficulties related to integration between 

different cultures and it must oppose to discriminatory or racist behaviour 

that can appear and can originate serious social conflicts” (Wallnofer 2000 in 

Pasquale 2015: 2675).

To respond to the new needs of multicultural societies and considering these 

significant and accelerated changes, educational models should be reconsidered 

in order to seek for methodological approaches that aim to promote dialogue, 

cooperation, coexistence, respect and empathy. 

This chapter aims to conceptualise IE and how relevant institutions, 

reference scholars and the Spanish legislation understand it; to outline 

how it could be integrated into the Primary Education curriculum in Spain, 

especially in Andalusia; and to explain what the role of IC is at this stage so 

as to end up with a synthesis in order to bring together insights from both 

IE and CLIL to find relevant connections and to maximise the potential of 

this methodological approach. 
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2.2 CONCEPTUALISING INTERCULTURAL EDUCATION: A RELEVANT 
BACKGROUND

Intercultural interactions and communication processes are increasing in 

everyday life, so there is a need of being competent in this field. With regard to 

“Intercultural Competence” (IC) we mean -in consistence with most of the scholars’ 

views- a collection of behavioural, affective and cognitive skills that enable us 

to effectively and appropriately interact in intercultural situations and diverse 

cultural contexts (Bennet 2008; Deardorff 2006; Lustig and Koester 2006; Perry 

and Southwell 2011). Hence, the spreading of interest in Intercultural Education 

(IE) is an answer to this imperative requirement. Scholars debate about their 

different assumptions and insights, the arguments for and against IE, and the ways 

in which it can be approached and taught at different educational levels among 

other issues.

Before focusing on what IE means, it must be said that different societies 

and countries rely on different models to address cultural diversity. Some of 

them refer to “multiculturalism” and Multicultural Education (ME) and others to 

“Interculturalism” and IE. 

Multiculturalism describes “the culturally diverse nature of human society. It does 

not only refer to elements of ethnic or national culture, but also includes linguistic, 

religious and socio-economic diversity” (UNESCO 2012: 17). Multiculturalism also 

means the preservation of various cultures and cultural identities in a concrete 

context. This coexistence is demonstrated in people’s behaviours, values, attitudes, 

ways of live and thinking and their communication patterns. There is a wide range 

of ideologies regarding multiculturalism. Some people understand it as the mutual 

and equal respect to different cultures which coincide in the same society, while 

others believe that it promotes the maintenance of the existing cultural diversity 

without the explicit need of connecting each others (Harper 2011). The raise of 

the distinctiveness among these cultures can be related to other conceptions such 

as cultural assimilation or racial segregation.

Moreover, the term “multiculturality” (Argibay 2003) refers to the existence 

of different cultures in the same geographical and social space. However, these 
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cultures cohabit but do not influence each other; they live separately; they neither 

learn from each other, nor share their customs. The host society tends to establish 

social and legal hierarchies that place its minority groups in disadvantage. As a 

result, conflicts and contempt easily arise. 

Interculturalism is a more dynamic term as it tries to reflect the interaction between 

different cultures, all of them considered equal, and where the harmonious 

coexistence of all individuals is favoured. It refers to “the existence and equitable 

interaction of diverse cultures and the possibility of generating shared cultural 

expressions through dialogue and mutual respect” (UNESCO 2012: 17). It means 

a new paradigm which brings the opportunity to critically analyse and think 

about race and diversity, at the same time that it enables cultures to contact, 

to be exchanged, and to influence each other to some extent. We can say that 

interculturalism responds better to the demands of the globalised era because it 

creates contexts where cultures interact. Interculturalism incorporates a number 

of elements such as “pluralistic mindset, meaning sensitivity to ethnocultural 

diversity and the rejection of all discrimination based on difference.” (Bouchard 

2011: 440).

There is also a crucial difference between multiculturalism and interculturalism 

in regard to the conceptualization of identity. Multiculturalism understands it as 

a static feature that is fixed to each cultural group, while interculturalism sees it 

as a dynamic concept that can be modified due to the contact with people from 

different cultural backgrounds.

This cultural diversity brings about a different educational paradigm: Multicultural 
Education and IE. 

Multicultural Education (ME) “uses learning about other cultures in order to 

produce acceptance, or at least tolerance, of these cultures. IE aims to go beyond 

passive coexistence, to achieve a developing and sustainable way of living 

together in multicultural societies through the creation of understanding of, respect for 

and dialogue between the different cultural groups” (UNESCO 2006: 18). In addition, 

Banks (1993) considers ME as a tool for helping immigrant students to get a higher 

performance in their learning process. He also stands out the native pupils’ need 



108

CHAPTER 2: INTERCULTURAL EDUCATION

of taking part in the integration practice, enquiring about the other cultures, all 

of which have to coexist within the school context. It will let them be ready for 

interchanging experiences in a reformed school where students from diverse 

racial, ethnic, and social-class groups will live within a kind educational equality 

paradigm. Another of its main goal is to give both female and male students an 

equal chance to experience educational success. Banks (1993) explains that ME 

is determined by five different dimensions:

- Content integration of the different cultures in the curriculum.

- Building knowledge from the subjective experiences of the student.

- Promoting positive attitudes towards cultural differences.

- Developing pedagogy with a commitment to equity and facilitating the 

academic success to every student regardless their background.

- Organizing a structure which ensures an equitable status for all students.

Educate consists on transforming, modifying and developing. Educate from 

an intercultural point of view means the development of a common reality of 

coexistence, where nobody is in the possession of the whole truth. Education must 

serve to change attitudes towards cultural diversity and to review and transform 

our cultural components. IE depart form the sociological fact of the existence of 

different cultural groups where some are majoritarian than others (Sáez Alonso 

2006)

IE must be seen as a basic dimension of general education for individuals, groups 

and communities, and not exclusively addressed to those schools characterised 

by cultural diversity.

It covers more complexities rather than just to integrate immigrant students. It 

bets for the mutual enrichment; respect is the key of the practice because they 

are looking for a common social good in a democratic society. It offers a means 

to gain a complete and thorough understanding of the concepts of democracy 

and pluralism, as well as different customs, traditions, faiths and values. IE takes 

into consideration both the common objectives of all human beings and specific 

peculiarities; it transcends the acknowledge of equal dignity of all people of the 
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world, regardless of skin, religion, culture and colour (Bell 1989). “Intercultural 

education offers the opportunity to show real cultural differences, to compare 

and exchange them, in a word, to interact: action in the activity; a compulsory 

principle in every educational relationship. It provides students with skills and 

abilities to manage activities with common norms and regulations. The aim is not 

assimilation or fusion, but encounter, communication, dialogue, contact, in which 

roles and limits are clear, but the end is open”. (Portera 2008: 488).

It aims to know and respect other cultures, to develop a tolerant attitude 

towards ethnic minorities, to recognize and accept cultural pluralism as a 

social reality, to contribute to the establishment of a society where equal 

rights and equity prevail over discrimination and to help all students to 

develop their personal identity. Its fundamental pedagogical principles are: 

improving and strengthening of the school and the human and equality 

values of the society; recognition of the personal right of every student to 

receive the best personalized education, taking care of their personal identity 

formation; positive appreciation of different cultures, languages, and their 

presence in school; diversity awareness and respect for differences without 

underestimate none of them; to fight against racism and discrimination; to 

attempt to overcome prejudices and stereotypes; improving school success 

and promotion of the ethnic minority students; active communication and 

interaction among all the students, who will take part of the teaching-learning 

process democratically; active participation of the families in the school and 

promote the relationships between the various ethnic group by inserting the 

school in the local community (Muñoz-Sedano 2002). 

In addition, IE suggests that social-justice and equity values should 

guide the transformation of both pedagogy and the curriculum in order to 

empower marginalized students and provide them with the corresponding 

skills that presuppose these transformation processes (Hadjisoteriou, Faas 

and Angelides 2015; Leclercq 2002; Zembylas and Iasonos 2010). In this 

sense, the UNESCO, in the seek of guaranteeing universal primary education 

for all, launched the Guidelines on Intercultural Education and identified three key 

principles for IE that should be considered as a practical guide in this field 

(UNESCO 2012: 32):
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i. IE respects the cultural identity of the learner through the provi-

sion of culturally appropriate and responsive quality education 

for all. Teaching and learning materials should help students 

appreciate their cultural heritage and respect other identities, 

languages and values by introducing learners’ experiences and 

previous knowledge. Teachers need to put in practice culturally 

appropriate methods to ensure that all students feel themselves 

and their cultural roots part of the learning process through 

contextualised activities such as story-telling, drama, songs and 

visits to museums and monuments. It is essential to raise the 

interactions between the school and the community in which it 

is placed, moreover, the promotion of the participation of fami-

lies and other communities members benefits the development 

of cultural and more sensitive activities thus students become 

more aware of their role as vehicles of culture and they recog-

nise the not only the educational purposes of the school, but 

also the social ones and supply with extra support those who 

suffer any special cultural need or historical backlogs so they 

can manage to equally participate in the education process. 

ii. IE provides every learner with the cultural knowledge, attitudes 

and skills necessary to achieve active and full participation in 

society. It mainly refers to the provision of equal access to edu-

cation in all its levels of students regardless their cultural back-

ground. Teachers must aim to incorporate learners from mi-

nority cultural groups into the learning process and to create 

active learning environments through projects in which students 

acquire cultural skills and have the change of communicating ad 

work together with others. 

iii. IE provides all learners with cultural knowledge, attitudes and 

skills that enable them to contribute to respect, understanding 

and solidarity among individuals, ethnic, social, cultural and re-

ligious groups and nations. The curricula should contribute by 
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involving knowledge about cultural heritage in subjects such as 

History, Art, Languages, Literature, Technology, etc. being aware 

of how the same content can be approached from different cul-

tural perspectives and developing interdisciplinary projects that 

enable learners to understand the culture values beneath the 

content and the diverse ways of interpretation. Furthermore, 

the use of ICT and exchange programmes facilitates direct and 

regular contacts between pupils and educators from different 

countries. These international networks enrich the learning pro-

cess as they all pursue similar goals.

Finally, IE states that teachers and learners should promote education for 

empathy as it is an essential that allows gathering life experience of the other’s 

as one’s native life experience (Banks 2006; Pasquale 2015). 
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2.3 SOME SENSE OF HOW INTERCULTURAL EDUCATION IS UNDER-
STOOD

In this section we will look at the different insights that draw IE. The analysis herein 

of specialised literature has brought up the distinction and further specification 

of key concepts such as ME and Citizenship Education. After presenting in detail 

(in the previous section) what IE and ME mean according to different scholars 

and institutions, we will now seek for some sense of how IE is understood as 

a key concept by a range of different associations, supra-national and national 

organisations, influential scholars and curricula’s perspectives.

2.3.1 Associations

By associations we will refer to groups of people who come together with a 

formal structure for the purpose of working towards IE. This epigraph has been 

included to cope with some associations that work within different areas. 

- International Association of  Intercultural Education
4 (IAIE). The history of this 

association somehow explains its understanding of IE. During the eighties, 

there was a feeling of dissatisfaction with the educational respond designed 

to cope with the arrival of newcomers from different cultural backgrounds, 

histories, religions, customs, etc. Teachers were convinced that students’ cul-

tural roots drew out their process of learning. Therefore, the answer to this 

situation was based on a segregationist and compensatory policy that aimed 

to absorb the different migrant and ethnic groups by imposing the culture 

of the dominant society. This assimilationist educational model was defi-

cit as most educators saw migrants as the main problem for society. There 

was also disagreement with the fact that cultural and racial diversity was 

considered an issue that threatens social cohesion as well as with the way 

in which intercultural relations and communication were defined. Within 

this context, and after some international conferences where the Council of 

Europe was involved, a group of experts gathered with the main purpose 

of fighting against social, economic and educational inequalities, racism, xe-
4 International Association of Intercultural Education http://www.iaie.org
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nophobia and marginalisation in increasingly multicultural societies. To do 

so, they were keen on designing teaching materials and specific pedagogi-

cal strategies to move from an assimilationist to an intercultural perspective. 

Colleagues from different countries and from a wide range of content sub-

jects areas discussed and cooperatively worked organising further confer-

ences so as to not only learn from each other’s insights, but also to spread 

their contributions and involve as many people as possible in the process.  

 

They understand IE as human rights education. It should be implemented 

across the curriculum in order to adapt it to problems and challenges that 

arise from contexts characterised by cultural diversity, so education can be 

used as a tool for progressing in democracy, cooperation, peace, etc. As 

the core goal, IE has to “promote understanding, tolerance and friendship 

among all nations and all racial, ethnic or religious groups” (Batelaan and 

Coomans 1999: 6). IE advocates the belief that students should fully partic-

ipate in the school practices, policies and organization hence their cultural 

background, heritage and languages must be recognised within them. It 

comprehends heterogeneity as a source of learning where students devel-

op skills such as critical thinking and creativity; values like empathy, re-

spect, openness and honesty in order to develop intercultural awareness. 

All in all, IAIE understands IE from a historical point of view since its tra-

jectory explains how they have been moving forwards in order to rise in-

tercultural awareness at educational and social levels both internally and 

externally. IE is implicitly defined and it counts with a critical perspective.

- Association of  Citizenship Teaching (ACT)5
. It represents teachers 

and other stakeholders of The United Kingdom involved in Citizen-

ship education since 2001. Its main aims are to “support the teaching 

of high quality Citizenship and to promote wider public understand-

ing of the subject and to promote research into the participation of 

young people in society” (http://www.teachingcitizenship.org.uk 2016)  

Citizenship education is a subject which is either statutory or not depend-
5 Association of Citizenship Teaching http://www.teachingcitiezenship.org.uk

http://www.teachingcitizenship.org.uk
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ing on the educational level. As for early years and primary education 

(key stages 1 and 2), it is part of the non-statutory National Framework 

that schools are not required to follow, but can help them to complete 

and plan the curriculum. It defines a series of skills, values and knowl-

edge such as developing confidence and responsibility and making the 

most of their abilities and developing good relationships and respecting 

the differences between people, so students can learn about their com-

munities and how to become an active and competent citizen. There 

are three modules in primary education: active citizenship, controversial issues 

in citizenship and children’s rights. Along these stages, it is up to the school 

whether to provide it joint with the subject of Personal, Social, and Health 

Education (PSHE) or to teach it as a discrete subject. Citizenship edu-

cation became a compulsory National Curriculum subject in secondary 

education (key stages 3 and 4) in England in 2002. It aims to ensure that 

all pupils “acquire a sound knowledge and understanding of how the 

United Kingdom is governed, its political system and how citizens partic-

ipate actively in its democratic systems of government develop a sound 

knowledge and understanding of the role of law and the justice system in 

our society and how laws are shaped and enforced develop an interest in, 

and commitment to, participation in volunteering as well as other forms 

of responsible activity, that they will take with them into adulthood are 

equipped with the skills to think critically and debate political questions, 

to enable them to manage their money on a day-to-day basis, and plan 

for future financial needs” (http://www.teachingcitizenship.org.uk 2016). 

To ensure the continuity of this module, there is a network (http://www.

activecitizensfe.org.uk/index.html 2016) where teachers can find some 

advice and support on how different education institutions can keep 

on working on and promoting Citizenship education after key stage 4.  

 

After briefly presenting both the association and the subject itself, it can be 

seen that it evolves into a holistic and reflective approach. “Citizenship” 

inherently includes rights and obligations therefore; it is closely related to 

http://www.teachingcitizenship.org.uk
http://www.activecitizensfe.org.uk/index.html
http://www.activecitizensfe.org.uk/index.html
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human rights education, peace education, equality education IE and sus-

tainable education since they all uphold the idea of contributing to a fair-

er world. Citizenship education and teaching lay intercultural and global 

perspectives not only for the sake of promoting inter and intra cultural di-

alogue and global understanding in order to learn how to appreciate dif-

ferences and be able to look at ourselves through the lenses of the other, 

but also for the sake of providing learners with the opportunity to expand 

their cultural and social horizons to help them develop their own identity 

considering the diversity of nowadays society. It has the potential to em-

power young people to become agents of change in their own communities 

by developing skills i.e. IC, leadership, creativity and active participation.  

 

In conclusion, this association uses the term ‘Citizenship Education’ to re-

fer to a statutory subject on the National Curriculum in secondary educa-

tion in England, which aims to provide students with the appropriate and 

necessary skills to thrive, enhance and share a democratic life. Despite 

being a subject itself, it has different elements that should be promoted 

in other subjects such as History or English so we can say that they agree 

with a whole-curriculum oriented perspective. It mainly works internally 

meaning that they focus on values of their country.

- National Association of  Multicultural Education (NAME)6
. It was 

founded in 1990 in the United States of America. Nowadays, among 

the more than 1,500 members, it counts with professionals from ear-

ly years to higher education levels, colleagues from different fields 

of knowledge, people keen on ethnic studies and bilingual educa-

tion, etc. sharing the purpose of promoting multicultural education 

(ME) with a view to get equity for all regardless their language, cul-

tural background, religion, ethnic, gender, age or race, and social jus-

tice, inclusion under the principles of democracy and cultural diversity. 

 

In such a diverse society as the American, this association helps to encour-
6 National Association of Multicultural Education http://www.nameorg.org
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age the specific values of each culture that coexist so that they can make 

their young citizens more aware of the benefits this diversity brings about 

and enable them to critically analyse their roots to truly understand others 

without any type of discrimination i.e. racism or xenophobia. Thus, the or-

ganization is committed to an anti-discriminatory policy in all their actions.  

 

According to this association, it is the school the entity that can 

implement and carry out the developing of the necessary val-

ues to overcome possible democratic conflicts in their social con-

text. ME accepts and respects cultural differences among all pupils. 

 

This association explicitly defines ME: “Multicultural education is a pro-

cess that permeates all aspects of school practices, policies and orga-

nization as a means to ensure the highest levels of academic achieve-

ment for all students. It helps students develop a positive self-concept 

by providing knowledge about the histories, cultures, and contribu-

tions of diverse groups. It prepares all students to work actively to-

ward structural equality in organizations and institutions by providing 

the knowledge, dispositions, and skills for the redistribution of pow-

er and income among diverse groups. Thus, school curriculum must 

directly address issues of racism, sexism, classism, linguicism, ab-

lism, ageism, heterosexism, religious intolerance, and xenophobia.” 

(http://www.nameorg.org/definitions_of_multicultural_e.php 2016) 

 

Teachers play a key role because they should guide the teaching-learn-

ing process and place students’ cultural roots at the centre of the mod-

el in order to promote empathy within the educational community.  

 

This association explicitly defines ME as the ideal approach for learning 

about cultures that coexist in the same context at the same time aiming 

to develop skills, which help students to progress in equity and social 

justice. They explicitly define this term and they identify the need of 

http://www.nameorg.org/definitions_of_multicultural_e.php
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evolving it across all the curricular subjects at all levels of education.

- Aula Intercultural7. It arises from a joint project between a Span-

ish trade union (UGT and the teaching branch named FETE-UGT) 

in collaboration with the Institute of Teacher Education, Educational 

Research and Innovation of the Spanish Ministry of Education and 

funded by the General Directorate of Immigrant Integration (Minis-

try of Labour and Immigration) and the European Integration Fund 

(the Council of Europe). It aims is to provide teachers, didactic ma-

terials, research outcomes and publications, workshops, etc. in terms 

of intercultural awareness and inclusive education towards the rec-

ognition of the abundant diversity of cultures. They want to move 

from the traditional school to a more intercultural one where learn-

ers are provided with the appropriate skills and values to prevent 

and cope with possible discriminations in the classrooms and in their 

communities. Celebrating rather than simply tolerating the cultural 

differences will enable them to build unity through diversity, learn-

ing from different each other and valuing what each culture offers. 

 

Even though they do not explicitly define IE, they offer materials to all 

levels of education and they internally work. 

2.3.2. Supra-national Organisations

In this section, we refer to organisations with a high status and relevance at a 

supra-national level such as the UNESCO and the Council of Europe.

- United Nations Educational, Scientific and Cultural Organization (UN-

ESCO). The Member States of UNESCO highlight the need of rein-

forcing education for peace, intercultural and interfaith understand-

ing for sustainable development and the “need for tolerance and 

respect of all people in the world through the inclusion of human 

7 Aula Intercultural http://aulaintercultural.org



118

CHAPTER 2: INTERCULTURAL EDUCATION

rights principles in the school and the curriculum” (UNESCO 2012: 7).  

 

They understand IE, in relation with a human rights perspective, as the 

way to provide equal education for all. It pursues the goal of developing 

critical thinking skills that enable learners to become tolerant citizen who 

understand and respect each other’s attitudes, values and backgrounds. 

They do not conceive education without culture and vice versa “culture 

forges educational content, operational modes and contexts because it 

shapes our frames of reference, our ways of thinking and acting, our 

beliefs and even our feelings… yet education is also vital to the survival 

of culture” (UNESCO 2012: 12-13). Moreover, they link culture, educa-

tion and language since “linguistic competencies are fundamental for the 

empowerment of the individual in democratic and plural societies, as 

they condition school achievement, promote access to other cultures and 

encourages openness to cultural exchange” (UNESCO 2012: 13). Due to 

the tensions that arise in multicultural and multilingual societies in terms 

of education e.g. debate about whether design a unique curriculum na-

tionwide or curricula that embrace the different cultural and linguistic 

identities, they advocate in IE as the tool to overcome them. 

In the light of the facts mentioned before, IE for the UNESCO is ex-

plicitly defined and it is needed for ensuring quality education “as the 

knowledge, values, competencies and behaviours needed for a global-

ized world, balancing local, national and global aspirations, reflecting 

cultural and linguistic diversity for equity, equality and quality of life, and 

for peace, freedom, solidarity, democratic citizenship, human rights and 

sustainable development” (UNESCO, 2003 in UNESCO 2010: 12); it is not 

only focused on cognitive awareness skills to acknowledge the validity 

of different cultural expressions and contributions, but it also requires a 

deeper understanding of one’s personal values and cultural behaviours to 

learn how to live together in a culturally diverse world. 

They believe that in order to make it effective, it should be taught across 

the curriculum and as a whole-school approach in which not only teach-

ers and students are involved, but also staff, family and the corresponding 
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communities. It focuses on intra-national and international diversity to 

address inequities in their local contexts, which will have a direct effect 

on their national and international communities.

The UNESCO not only has paid attention to IE, but they also refer to 

Global Citizenship Education as one of the strategic fields of UNESCO’s 

Education Sector programme for the period 2014-2021 guided by the Ed-

ucation 2030 Agenda and Framework for Action which “calls on countries 

to ensure that all learners are provided with the knowledge and skills 

to promote sustainable development, including, among others, through 

education for sustainable development and sustainable lifestyles, human 

rights, gender equality, promotion of a culture of peace and non-violence, 

global citizenship and appreciation of cultural diversity and of culture’s 

contribution to sustainable development”8. They state that this approach 

aims to nurture respect for all, build a sense of belonging to a common 

humanity and help learners become responsible and active global citi-

zens. It also aims to empower learners to assume active roles to face and 

resolve global challenges and to become proactive contributors to a more 

peaceful, tolerant, inclusive and secure world9. 

They comprehend it as a holistic approach, which should be approached 

across the learning content and outcomes in formal, non-formal, and 

informal learning settings in order to transform the society and make is 

sustainable basing on equality and respect values.

- The Council of  Europe. Despite the fact that each European country as-

sumes the responsibility of designing their education policies according 

to their needs and different contexts, the European Union and the Coun-

cil of Europe act as a supra-national guide presenting unifying criteria so 

as to get the rhetoric of “unity in diversity”. Cultural diversity in Europe 

is increasing not only due to the migrant flows, but also to the assorted 

range of countries that belong to it. The promotion of this diversity in 

education is developed by changing from a nation-centred education ap-

proach into an intercultural one. It must be considered that each society 

8 UNESCO: Sustainable Development Knowledge Platform
http://sustainabledevelopment.un.org/post2015/transformingourworld
9 UNESCO: http://en.unesco.org/gced
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prefers a different model; some of them refer to Interculturalism and IE, 

others to multiculturalism and ME, and others to Citizenship Education, 

all of that depending on their national experiences and historical back-

ground. Above all, IE aims to promote equal education for all culturally 

diverse people where they are treated in a non-discriminatory manner. 

In 2005, the project called Policies and Practices for Teaching Socio-cultural Diversity 

put special emphasis on introducing common European principles for 

managing diversity at schools. It highlighted that “that it should include 

the teaching of diversity through curricula, teacher training, and training 

for diversity in rural and urban areas” (Faas et al. 2013: 312). 2008 was the 

Year of  Intercultural Dialogue and they started to work on moving from cultur-

al diversity to social cohesion where individuals from different cultural 

backgrounds feel themselves recognised in their societies. Moreover, the 

White paper on Intercultural dialogue. Living together as equals in dignity was launched 

by the Council of Europe Ministers of Foreign Affairs and they stress the 

important role of intercultural dialogue: 

“Intercultural dialogue has an important role to play in this regard. It 

allows us to prevent ethnic, religious, linguistic and cultural divides. It 

enables us to move forward together, to deal with our different identi-

ties constructively and democratically on the basis of shared universal 

values. 

Intercultural dialogue can only thrive if certain preconditions are met. To 

advance intercultural dialogue, the White Paper argues, the democratic 

governance of cultural diversity should be adapted in many aspects; dem-

ocratic citizenship and participation should be strengthened; intercultural 

competences should be taught and learned; spaces for intercultural dia-

logue should be created and widened; and intercultural dialogue should 

be taken to the international level.” (Council of Europe, 2008: 4).

IE within the Council of Europe is mainly language-oriented as it priori-

tises to some extent the combination of linguistic and cultural differenc-

es. Their main aim is “to raise awareness of the value and opportunities 
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of the EU’s linguistic diversity and encourage the removal of barriers to 

intercultural dialogue” (European Commission 2008: 5). It means that by 

mastering different languages (regional, national and foreign languages). 

Furthermore, IE is also regarded as a transversal topic to all school sub-

jects.

The Commission will make strategic use of relevant EU programmes and 

initiatives to bring multilingualism closer to the citizen: they run aware-

ness-raising campaigns on the benefits of linguistic diversity and lan-

guage learning for intercultural dialogue monitor citizens’ language skills 

through the Language Indicators and the Eurobarometer surveys together 

with the Member States; exchange good practices; train and network le-

gal interpreters and translators and develop specific translation tools to 

access documents in order to improve access to justice. The Member 

States are invited to: make efforts in order to have Points of Single Con-

tact under the Services Directive working in several languages; to facili-

tate cross-border provision of services; and to facilitate access to targeted 

courses of the host country’s language(s) for non native speakers.

2.3.3. National Organization

As a national organisation, we focus on the Ministry of Education of Spain and 

the different programs they have developed in order to enhance IE. 

- Spanish Ministry of  Education. “The Spanish education system is based 

on a decentralised model and the Central Government, Autonomous 

Communities, Local Administrations and schools all have areas of respon-

sibility… The Ministry of Education is the Central Government authority 

responsible for the proposal and implementation of general guidelines 

on education policy, vocational training and universities” (Alarcón Pérez, 

Benedí Pérez, Boix Teruel, Díaz-Caneja Sela and Gil Traver 2010: 15). 

Consequently, education competences are delegated in the Autonomous 

Communities so the Regional Boards of Education Departments are in 

charge of managing national regulations not only to ensure homogeneity 

and unity of the education system, but also to guarantee basic education 
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for all. 

Above all, it does not mean that the Ministry of Education does not have 

a proactive attitude in terms of education, and particularly towards IE. 

In fact, IE is one of the main points of interest for the Spanish Ministry 

of Education, which over the last decade has funded, promoted and de-

veloped studies and reports related to diversity awareness and cultural 

diversity in educational contexts. This trajectory leaded in 2006 when 

the CIDE (whose acronym in Spanish corresponds to ‘Center for Edu-

cational Research and Documentation’ in English) created the CREADE 

(that stands for ‘Center of Resources for Attention to Cultural Diversity 

in Education’) whose acronym in Spanish stands for ‘Centro de Recursos 

para la Atención a la Diversidad Cultural’. This is a website translated 

into thirteen languages whose aim is to bring together, develop and fa-

cilitate cultural resources in response to the demands of professionals of 

the social and educational fields, as well as to promote and disseminate 

research and innovation in intercultural studies. Some plans promoted by 

this Centre are carried out in Spanish classrooms, which can help us to 

understand where they place the emphasis:

§	Welcoming plan. It facilitates the process of schooling, 

adaptation and integration of the immigrant students with 

the main objective of promoting the acceptance of these 

students by emphasizing their integration into the school 

environment and immediate society. It also invites them to 

participate in school activities and extracurricular ones. The 

tutor is the responsible to carry out this plan.

§	Intercultural mediation program. It is a set of actions 

aimed to improve communication and relationships among 

people of different cultural background through a third per-

son, who is called ‘the intercultural mediator’ and who will 

create a network of coexistence. These mediators are sent 

to school from various voluntary associations. This plan con-
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tributes towards effective communications between the host 

and the immigrant population. This will be managed and co-

ordinated by the school management team in collaboration 

with tutors and volunteers.

§	Temporary classroom for linguistic adaptation. It is a pro-

gram of teaching and learning Spanish as a vehicle language. 

It will facilitate their incorporation into the class pace, at the 

same time that they will take the most of any specific activity 

addressed to their age and curricular competence. This sup-

port will be developed in the ordinary class even though in 

special occasions it could be organized by particular groups 

for immigrants. Teachers here should conduct their lessons 

in Spanish, paying attention to the possible learning difficul-

ties, coordinating with other teachers and guiding them with 

methodological techniques and materials, not forgetting to 

communicate with immigrant families. At the end of each 

term these teachers will write a report.

§	Extracurricular activities based on linguistic support. 

These activities are specially designed for those who need 

extra help in linguistic and communicative skills. Schools 

will organize each group according to their levels and lan-

guage teachers will be appointed to conduct these courses, 

which they will develop in the afternoons.

§	Spanish Virtual Classroom. It is an online teaching en-

vironment provided by the Instituto Cervantes. This institution 

offers Spanish courses (at different levels) supervised by a 

tutor of their schools. These courses are also offered to par-

ents of immigrant pupils who are allowed to use the school 

computers. Its aim is to study the Spanish language through 

all its competences. 
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It was in 2008, coinciding with the European Year of  Intercultural Dialogue, 
when different plans were presented to enhance the opportunities that 

intercultural dialogue brings about in a diverse society, raise intercultural 

awareness among Spanish citizens, and highlight the enrichment diversity 

makes to the heritage of Spain.

As mentioned before, education competences are delegated to the differ-

ent regions so in spite of general actions promoted by the National Minis-

try of Education, we find diverse initiatives regarding IE at regional levels. 

In Andalusia, a basic guide on IE was published in 2011 aiming to provide 

teachers and schools’ management teams with a wide range of programs 

and resources available in order to promote inclusiveness in the class-

rooms, so learners can cooperatively work together in terms of equality. 

Some ATAL teachers (whose acronym in Spanish stands for ‘Temporary 

Classrooms for Linguistic Adaptation’) who took into account the increas-

ing diversity in this region, designed the guide with the final aim of turn-

ing classrooms into intercultural and inclusive places where all students 

are recognised in the curriculum and nobody could feel excluded due to 

their nationality, culture or level of curricular competence. They stress the 

importance of Spanish with immigrants and not for immigrants because they 

truly believe that all the educative community should be involved in this 

process, so we can learn from each other. 

Even more, in Andalusia, there are some programs which aim to preserve 

the culture of origin of those students who belong to ethnic minority 

groups. Schools can develop purposeful strategies to promote the knowl-

edge and valuation of these cultures by all the educative community.

Other regional programs are similar in terms of role of the immigrant cul-

ture. Some of them are: Programa de Acogida del Alumnado Inmigrante (Aragón), Plan 
de Atención a la Diversidad (Canarias), Plan de Interculturalidad 2005 (Cantabria), Plan de 
Ciudadanía e Inmigración 2005-2008 (Cataluña).
Considering the plans implemented both at national and regional lev-

els, we can say that IE gives certain importance to immigrant students. 
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It believes in an IE, plurilingual and inclusive model based on different 

acculturation theories (Booth and Ainscow 2002; Berry 1980; Navas et al. 
2005) trying to explain transcultural adaptation by taking into account the 

perspective of the immigrant and the host groups and considering that 

this process takes place in both cultures in contact, although usually, the 

subculture receives more influence than the dominant one. Moreover, 

they introduce some psychological variables as in-group favouritism, the 

perceived cultural enrichment and the permeability of the groups. 

One of our first conclusions here is that IE is not exclusively language-ori-

ented within the Spanish context, since it suggests the development of 

inclusive strategies and attitudes at all levels of education in which immi-

grant and autochthonous students keep the values of their culture of ori-

gin at the same time they value, respect and adopt other cultures. IE can 

mostly promote mutual enrichment among a wide variety of cultures that 

allows, through the development of individual identity of each student, 

the shaping of a group identity. 

2.3.4 Influential scholars

This section includes a selection of key and influential international scholars 

who have based their research on IE from a wide range of viewpoints so as to 

provide the reader with a heterogeneous and complete perspective on it. The 

selection of these scholars has been made according to different criteria such 

as their nationalities (Europe and America), the evolution of their careers, their 

centres of interest, their relevant publications and posts, as well as, their interesting 

relationships with the previous associations in order to get a holistic panorama. 

Byram is a reference in this field and he has a long and solid experience in 

different European countries not only as a teacher, but also in terms of research. 

Portera counts with a wide range of publications related to IE, IC and identity. He 

is also a board member of the journal Intercultural Education as well as Gundara. In 

addition, Jagdish Gundara is also relevant because he has been a chair-holder of 

the UNESCO Chair in Intercultural Studies and Teacher Education. Coulby, despite 

being a reference in the theoretical area of IE, he has work in practical issues such 

as the design of curricula. Finally, Bennett is the co-founder of the Intercultural 
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Communication Institute and the director of the Intercultural Development 

Research Institute and he is well-known because of the design of the Intercultural 

Sensitivity Model in 1986. All in all, they contribute to the progression of IE at all 

levels so we are going to go in depth in each of them.

  

- M. byram is one of the main international referents in IE. He has pub-

lished a number of relevant papers and books about his understandings 

of the cultural dimension of language education, and education in gen-

eral.

In spite of being a specialist in foreign language education, his approach 

to IE is not restricted to this, but he also mentions other subjects in the 

school curriculum. Consequently, according to Byram, IE is history (he 

addresses the connection between culture and language from a historical 

perspective), language (he emphasises the profound influence between 

language and culture, since language is not just a mean of communication 

but it strongly influences culture, so they are undeniably intertwined), 

and whole-curriculum oriented (he involves other content subjects within 

his discourse at the same time that he discusses about different pedagogi-

cal implications considering their theoretical considerations); it is working 

both internally and externally and it must be carried out at all levels of 

education. Moreover, his definition is explicit even though he does not 

only refer to IE, but he also extends the concept of interculturality beyond 

foreign language learning and cross-cultural training aiming to improve 

and innovate in education praxis and to make the educator more aware 

of the benefits that it brings about. He is keen on encouraging the study 

of languages and cultures using a variety of ways that can ultimately en-

rich the practise. For this aim, it is necessary to rethink teaching methods 

so as to consider intercultural teaching and learning and their social and 

educational purposes (Fleming 2003).

First of all, he defines being intercultural as “being interested in, curious 

about and empathetic with people of other groups is not synonymous 

with being ‘international’, being a constant traveller, being constantly in 

search of somewhere else… it leads to a heightened awareness of these, 
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and of the interaction between ‘own’ and ‘other’, an interaction which 

whilst maintaining distinctions creates sense of communality, of com-

munity” (Fleming 2003: 4). It means that in order to be intercultural it is 

not necessary to reject own cultural roots or abandon group values and 

identities. This clarification is essential in order to better understand what 

he means by IE.

Byram has always identified the pedagogical development of an ade-

quate didactics for cultural studies as a key area referring to the need to 

“structure cultural studies in a pedagogical manner which takes account 

of ways of structuring our knowledge of the world and of other cultures. 

It must be influenced by knowledge of cognitive and affective learning 

processes, and clearly linked to the pedagogy of language teaching in its 

existing and developing forms” (Byram 1988: 23). This interest is still alive 

since he has analysed the progress in this field and he stated that despite 

the extensive evolution in terms of theoretical work, he highlighted that 

there is still a lack in teaching and assessing IC and it has grown an in-

terest among psychologist in IE although they have not focused on the 

classroom yet (Byram 2014). 

Regarding methodology, he has provided language teachers with a book-

let edited by the Council of Europe where language professionals can 

learn about different ways to enhance IC in the classroom, what materials 

they can use and how to assess it (Byram, Gribkova and Starkey 2002).

Byram’s model of intercultural communicative competence (ICC) de-

scribes the qualities required of intercultural speakers since it is based on a 

view of language education as a communicative process (Byram 1997; 

2001; 2008; 2009). This model is structured according to different knowl-

edge, values, attitudes and skills (Byram 1997: 34; Hoff 2014: 510): 

Savoir: knowledge of self and other; of interaction; individual and soci-

etal.

Savoir être: attitudes; relativizing self; valuing other.

Savoir comprendre: skills of interpreting and relating.



128

CHAPTER 2: INTERCULTURAL EDUCATION

Savoir apprendre/faire: skills of discovering and/or interacting.

Savoir s’engager: political education, critical cultural awareness.

Taking into consideration this model, we can say that this author cen-

tres his attention in communication so IE should provide students with 

the proper communicative strategies with a view to establish relation-

ships across cultural boundaries where the self and the other collaborate 

and develop mutual enrichment showing interest and openness to other 

cultures. Teachers’ role in IE is determinant since they should encourage 

their learners’ concerns of their communities.

In closing, despite his emphasis on language education and its connec-

tion with IC, he also refers to intercultural citizenship (Byram 2010; 2011; 2012; 

Porto and Byram 2013). His proposal explains that content matters should 

bring citizenship education taking account of and enriching intercultural 

communicative competence defined before and providing cross-curricu-

lar cooperation.

- A. Portera understands IE as an educational opportunity in time of global-

isation. He also states that both “intercultural education and intercultural 

pedagogy” offer “the opportunity to show real cultural differences, to 

compare and exchange them, in a word, to interact: action in the activi-

ty; a compulsory principle in every educational relationship. It provides 

the immigrant with skills and abilities to manage activities with common 

norms and regulations. The aim is not assimilation or fusion, but encoun-

ter, communication, dialogue, contact, in which roles and limits are clear, 

but the end is open”. (Portera 2008: 488). 

He agrees that this new paradigm enables the renewal of previous ap-

proaches, which had compensatory features meaning that they consider 

diversity as a risk factor as they only analyse the presence of students 

from different cultural background in one way instead of providing the 

educational practise with more dynamism. Even more, Portera supports 
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the idea that for the member states of the European Union: “the education 

of children of foreign origin could be undertaken with some consider-

ation of the ‘dynamic’ character of individual cultures and their respective 

identities… Officially, the possibility of enrichment and of personal and 

social growth was recognised, which stems from the congregation of 

people from different ethnic, cultural and religious background.” (ibid. 

2008: 484).

He has written relevant papers (Portera 1998; 2004; 2005; 2006; 2008) 

where he has clarified the possible misunderstanding surrounding the 

terms IE, ME, trans-cultural education and others. He distinguishes be-

tween IE and ‘trans-cultural education’. This last notion is well rooted in 

some European countries but it presents limitations since its educational 

strategies aims at developing common components such as peace, envi-

ronmental protection, peace, autonomy and respect, so it can result an 

unrealistic viewpoint of the world where heterogeneity is one of the main 

features. 

Furthermore, he stresses that the risk of “multicultural education” lays on 

the difficulty of respecting all diversities as happened in some schools 

in Europe where multicultural pedagogy has become a sort of pedagogy 

of assimilation of the minority. Forcing people into assumed cultures of 

origin, especially behavioural patterns, can create hurdles when they are 

trying to build their individual identity.

According to this scholar, children with migration background cannot be 

seen as a “problem” any more, but as a “resource”, and they should be 

given the same rights as local people. Teachers should take the best of 

each culture present in the classroom in order to promote the possibility 

of personal and social growth. Schools are facing the challenging op-

portunity of establishing connections between different groups so as to 

heighten nurtured conversations and the creation of shared values. 

Besides, Portera (2010) has recently introduced within his discourse the 

term “intercultural citizenship education”. On the one hand, citizenship 

education “enables young people to understand their rights, obligations 
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and responsibilities as active citizens, within most complex democrat-

ic societies”. It makes even more sense in societies where these com-

plexities are consequence of migrant flows so the intercultural approach 

brings “the opportunity to consider the dynamic character of individual 

cultures” (ibid. 2010: 49).

To sum up, IE offers every student, regardless their ethnic, linguistic and 

cultural roots the opportunity to interact so as to make encounters easier 

and encourage dialogue.

- J. Gundara’s understanding of IE is closely related to Portera’s viewpoint. 

Actually, this narrow relationship can be seen in a paper they co-authored 

in 2008 about the theoretical reflections on IE as they remarked that “in-

tercultural education is the most appropriate answer to globalisation and 

interdependence” (Gundara and Portera 2008: 467). In Gundara’s words 

IE “has the complex function of developing dynamic local cultures which 

lead to confederal links with other localities and identities” (Gundara 

2010: 8). He owns unique insights concerning relationships between cul-

tures as he aims to foster positive intercultural relations.

He acknowledges IE should be differentiated from multicultural and 

trans-cultural education because it is the most important and appropriate 

education initiative by reason of providing a way to address problems re-

garding educational inequalities all over the world. He does not exclusively 

understand this approach from a linguistic point of view but as whole 

curricula oriented, as he believes that it can be worked in diverse field of 

education. Still he also bets for IE in multilingual context; even more, Por-

tera and Gundara are convinced that “In multilingual this necessitates the 

development of intercultural bilingual education to enable first languages 

of learners to be used to develop the learning of second and other lan-

guages. Multilingual educational contexts necessitate intercultural bilingual 

competences to enhance better communication across linguistic and na-

tional divides. In developing measures of multilingualism and non-centric 
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curriculum, educational provision needs to become more accessible to larg-

er number of students and lead to greater levels of equality in educational 

terms.” (Gundara and Portera 2008: 465). 

Moreover, he asserted that IE was not born due to the arrival of immigrant 

minority groups to our societies, but as a response to some risks, which 

affects to all groups in society.

He goes beyond in the interest of seeking and analysing not only the 

multiple aspects of diversity, but also the endless number of complexities 

this new context means. Among them, the reconsideration of the ways 

of learning together with expectations and outcomes take a crucial place 

seeing that the teaching-learning process and teachers should become 

aware of these issues. 

According to Gundara, IE should be adaptable to formal, informal and 

lifelong learning communities and it should be multi- and inter-disci-

plinary based, meaning that various academic disciplines or fields of 

study must be involved so IE can be taught as a cross-curricular theme 

instead of approaching it as an isolated topic.

In addition, he refers to inclusive education with the purpose of establishing a 

solid basis for stability in culturally diverse societies where social conflicts 

are increasing. Citizenship education is a wide spread notion in Britain so it 
is also among their points of interest for the sake of developing demo-

cratic civic cultures, ensuring basic education to everybody and avoiding 

inequalities.

All in all, Gundara argues about the need of including IE within the cur-

ricula, as it should be taught at all levels and it must work both internally 

and externally. He attempts to convince educators play a crucial role con-

sidering that they are in charge of creating a classroom culture to make 

IE effective. 

- David Coulby agrees that IE is fundamental to better understand the po-
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litical, economic, social and cultural contextualization in which we are 

immersed (Coulby 2006; 2011). According to him, IE is an educational 

approach which is based on respecting each other and recognising diver-

sity as an essential issue of every society that will address at providing 

equal opportunities and will result in a world characterised by equal-

ities. To promote intercultural communication and educate everybody 

will help society to overcome racist attitudes. In the light with the above 

mentioned, Coulby coincides that IE is not simply for those schools which 

count with a large number of students from different countries but for all 

since it is addressed to every student and all of them should be respected 

and reproduced within the school system. In addition, IE must be imple-

mented in all systems and typologies of education e.g. formal, informal 

and lifelong learning programs. 

This scholar states that: “any serious educational study will contain at 

least an element of intercultural education.” (Coulby 2012: 465) and as 

a discipline “intercultural education needs to face re-appraisal if it is not 

to risk being marginalised as the good-cause-before-last.” (Coulby 2011: 

254). 

Coulby (2012) pointed out that school systems, among their major func-

tions, aimed to solidify nation states because “schools inscribe children and 

young people in the language, literature, history, culture and science of 

what the state wishes to enforce to be their nation” (ibid. 2012: 254). Then, 

the ideology of having one nation curriculum for all can be a handicap for 

escaping from nationalism. This author believes that IE confronts nation-

alism and internationalism considering that the vision of the compulsory 

school system is to defend one nation cultural issues. This approach serves 

the need of recognising all identities within the system, so schools become 

more internationalised not only regarding their students’ nationalities, but 

also the school knowledge. As for the different educational levels, Coul-

by ensures that tertiary education is much more aware of interculturalism 

due to the internationalization of higher education which has encouraged 
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students to go abroad thanks to the internationalization of the curriculum 

and to the constantly growing offer of subjects in different languages. This 

multi-faceted phenomenon also advocates knowledge transfer, research 

cooperation, excellence and innovation. Consequently, owing to the di-

versified benefits this trend brings about, Coulby states that: “it is almost 

possible to assert that if an institution is not international then it is not a 

university” (2012: 254).

IE is essential nowadays to Coulby because it supplies education with 

responses to demographic movements in an interconnected world, at the 

same time that it is still education. He criticises that curricula needs to be 

reformulated so as to give more relevance to IE, and sees it as a curricular 

priority along all the subjects. 

In conclusion, he understands IE as a broader term which involves a set 

of parameters, e.g. to understand the wider international context to bet-

ter figure out difficulties which they can be immerse, and to be able to 

successfully face and overcome them; to preserve world resources which 

are rarely included in schools and universities, and to be technology pro-

ficient (Coulby 2011; 2012).

- M. J. bennett defends that IE is intentional, so intervention at two levels, 

namely curriculum and facilitation, is necessary (2009).

In his literature, key concepts such as intercultural learning, intercultural 

sensitivity and intercultural communication are found, since he believes 

that they are firmly interrelated. 

Intercultural learning consists on “acquiring increased awareness of subjective 

cultural context (world view), including one’s own, and developing great-

er ability to interact sensitively and competently across cultural contexts 

as both an immediate and long-term effect of exchange” (ibid. 2009: 2). 

According to this definition, cultural self-awareness plays an essential role 

as it involves the recognition and positive valuation of cultural differences 

that can be presented in the same context. This learning process includes 
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strategies of how a culture can be learned and for which purpose; it 

takes into account the development of both intercultural sensitivity and 

IC. Intercultural sensitivity refers to the complexity of perception of cultural 

difference, so that higher sensitivity refers to more complex perceptual 

discriminations of such differences (Bennett 1993; 2004; 2011). It has to 

do with the ability to recognise different cultural behaviours and place 

oneself into another cultural background trying to understand its ways 

of thinking; alongside, it makes you wonder whether you are misunder-

standing cultural praxis, too. 

After many years of direct observation, he designed a Developmental 

Model of Intercultural Sensitivity (DMIS) to analyse people’s feelings and 

their reactions when living experiences with different cultures, so it sup-

plies a structure in order to stress how someone’s cultural pattern can 

affect a cultural experience. He understands that cultural sensitivity and 

cultural differences determine the effectiveness of communication.

Bennett defines IC as the ability to think and act in interculturally appro-

priate ways. This competence can be assessed with the above-mentioned 

questionnaire that counts with six different stages, so competence is, in a 

way, objectively measured. These stages are: 

i. Denial of difference. At this stage, people are not even 

aware of the existence of cultural differences. Actually, they 

are rarely able to identify their cultural identity since they 

just realise of those aspects which are visible and easily rep-

resented. The majority of them have not had much contact 

with people who are culturally different.

ii. Defense against difference. People at this stage recognise 

these differences, but they can feel threatened by them. 

They usually have negative stereotypes of other cultures and 

they are convinced their own culture is superior to others so 

they cannot even learn more about them. 
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iii. Minimization. People depreciate cultural differences and 

they tend to think that everybody is similar to each other, so 

it makes the acknowledgement of dissimilarities even more 

difficult. 

iv. Acceptance. It is known as the first ethnorelative stage mean-

ing, where the key is the acceptance of the existence of 

diverse behaviours, ways of thinking, religions, values; peo-

ple here show interest in learning from each other’s cultural 

patterns even though they do not have to agree with them.

v. Adaptation to difference. People are able to change their per-

spective and behaviour where they feel the urgent need to 

interact with foreigners. Bennett mentions in this stage the no-

tion of ‘intercultural empathy’ because “the ability to empathize 

with another worldwide in turns allow modified behaviour to 

flow naturally from that experience” (Bennett 1993: 12). 

vi. Integration. It refers to those people who are keen on learn-

ing from other cultures; they are more open-minded and 

they appreciate cultural differences as a positive issue.
Finally, and considering what Bennett has done in the field of Intercul-

turalism, it can be said that he bets for IE as the approach which can 

raise students’ IC. Even though he does not explicitly define IE, we can 

confirm that his approach is history-oriented and he analyses it from a 

critical point of view.

2.3.5 Spanish Educational Laws and National Curriculum 

It is necessary as well to see how the Spanish educational legislation and the 

curricula of Primary Education understand and approach IE, and why they do it.

Immigration has increased in the last decades all over the world, from South 

to North, from East to West. It has also become an important phenomenon for 

European societies. Patterns of migration flows can change greatly over time, 

with the size and composition of migrant populations reflecting both current 
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and historical pattern of migration flows. This is influenced by a combination of 

economic, political and social factors, either in a migrant’s country of origin (push 

factors) or in the country of destination (pull factors).

There is no doubt that one of the causes of the greater social plurality is 

the increasing immigration. These migratory effects bring about a negative and 

stereotyped view of the immigrant people, as well as the cultural racism. Then, IE 

can, and should achieve the effective social and school integration of pupils from 

immigrant families and the normalization of their presence in everyday life, too.

“Formerly a country of emigrants, Spain has now become a receptor of 

immigrants from other countries. In spite of the great diversity that existed in 

our country’s past, reflection, legislation and educational concern pertaining to 

cultural pluralism developed only after this phenomenon.” (Aguado and Malik 

2001: 149)

That is the reason why it is necessary to increase social cohesion in Spain 

and prevent the segregation of people from different cultures who are sharing 

experiences in the Spanish educational system. 

According to the latest data provided by the Ministry of Education of Spain and 

included in the annual report Datos y Cifras. Curso escolar 2014/2015 / Facts and Figures. 
2014/2015 Academic Year (Ministerio de Educación, Cultura y Deporte 2015), the 

number of students with an immigrant origin rose from 460,518 in 2004-2005 to 

712,098 during 2015, representing almost the 10% of the total population of the 

students schooled at non-university educational level.

The following tables present these data according to the distribution of the 

educational stage where students are enrolled on (see table 2.1); the evolution 

of foreign students in the Spanish education system from 2004 to 2015 (see 

figure 2.1); its distribution by geographical origin in the academic year 2014/2015 

(see figure 2.2); and the percentage of foreign students in each Autonomous 

Communities during the academic year 2014/2015 (see table 2.4).



137



138

CHAPTER 2: INTERCULTURAL EDUCATION



139

These data show a cultural diversity that is transforming the educational 

landscape of our educational institutions, where there is no doubt that attention 

to diversity is a major challenge. Therefore, it is necessary to strengthen equity 

and equality in our educational system so immigrants can feel integrated and part 

of the system. It is also important to stress that it is primary education the stage 

which counts with the highest rate of foreign students.

Even though, we cannot assert that Spain has been one of the most racist 

and xenophobic countries in Europe: “the fact is that Spain continues to show 

the gloomy face of racism: many are the complaints from parents who do not 

want migrant children as course-mates of their own children because they are 

African, Maghrebi, Gitano, of from locals who would want to see migrants from 

these communities somewhere other than their own village, neighbourhood 

or small town. And as in any other country, discriminatory and derogative 

language is present in the public language of politicians and in private circles, 

as something readily acquired and difficult to get rid of. This is reinforced by 

the proliferation of implicitly racist educational texts and videos, which have 

been disseminated throughout Europe, and Spain has not been exempt from 

this… However, Spain is becoming more and more tolerant.” (Turell 2001: 44). 

Besides, Mr. Ruteere, who is a special rapporteur on contemporary forms of 

racism, racial discrimination, xenophobia and related intolerance of the United 

Nations Human Rights Council, has pointed out that “it is crucial that Spain 

makes the agenda of combating racism, racial discrimination, xenophobia 

and related intolerance a priority” (http://www.un.org/apps/news/story.

asp?NewsID=44013#.VumfclI2ZEQ). In this sense, education policies and 

its system should approach this fact and take responsibility of the worrying 

situation because we cannot remind blind to the fact that culture cannot be 

solely Spanish but it is fertilized by a wide range of cultures for different 

reasons. 

When we talk about integration, we may take into account some considerations 

related to education which will help the society to get used to the new reality 

and to become more conscious of the negative drawbacks that discrimination to 

migrants can provoke in nowadays societies.
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The current reality does not let anyone to live anymore in close and homogeneous 

societies, it pushes everybody to learn how to live in harmony with others who 

are culturally different. Immigrants cut several links with their cultures because 

they are afraid of feeling rejection, disdain or humiliation. The real integration 

will appear when the immigrant feels that they are immersed in the society, when 

they participate in the social, cultural and school life. 

Taking account of this context, many initiatives on IE have been carried 

out in Spanish schools considering the distinctiveness of each Autonomous 

Community. For this reason and due to the importance of establishing a 

relationship between policies and practice, it is indispensable to look through 

both the Spanish Education policies that have covered these actions to some 

extent and the current national curriculum to analyse the role of IE within it. 

Rodríguez, et al. (2011) present some contributions given by official documents, 

policies and acts from the last three decades (ibid. 2011: 102-103):

- Documents:

1989, Children’s Human Rights (ONU): right to have access to mandatory 

education without distinctions due to national, ethnic or racial issues.

1966, International agreement on economic, social and cultural rights (ONU): understand-

ing among all racial, social or ethnic groups is promoted. Primary educa-

tion for those who have never received it is especially encouraged.

1978, Spanish Constitution: social and formal equality.

- Laws:

1980, Religious freedom act: it ensures the right of students to receive educa-

tion of their respective religions.

1990, LOGSE (Ley Orgánica de Ordenación General del Sistema Educativo): positive 

recognition of diversity in the classrooms. Among their aims we find: to 

promote the knowledge of the cultures of the different students; and to 

enhance plurilinguism. Moreover, in its Preface, it states: “La educación per-
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mite, en fin, avanzar en la lucha contra la discriminación y la desigualdad, sean éstas por razón 
de nacimiento, raza, sexo, religión u opinión, tengan un origen familiar o social, se arrastren 
tradicionalmente o aparezcan continuamente con la dinámica de la sociedad.” It means that, 

according to this law, education is the way to prevent and avoid discrim-

inatory actions.

1992, Religious freedom act: foreign students can miss classes in case of reli-

gious festivals and they also have the right to choose a special school diet 

based on their beliefs (e.g., Muslims).

1995, LOPEG (Ley Orgánica de la Participación, la Evaluación y el Gobierno de los cen-
tros docentes): “Las Administraciones educativas prestaran especial apoyo a 

aquellos centros que escolaricen alumnos con necesidades educativas es-

peciales o estén situados en zonas social o culturalmente desfavorecidas.” 

It guarantees the education of those children who live in disadvantaged 

social and cultural contexts. 

2000, Act of  rights and freedom of  foreigners in Spain and their social integration: right 

and duty of immigrants to have access to basic education and, also, to the 

post-compulsory one. They will receive education in order of make easier 

their social integration by respecting the immigrant pupils.

2002, LOCE (Ley Orgánica de la Calidad Educativa): equal education for all, in 

the same conditions.

2006, LOE (Ley Orgánica de Educación): compensation of inequalities in educa-

tion. Implementing the principle of equality in the education process by 

developing compensatory actions in relation to individuals, groups and 

areas that are in unfavorable situations, to prevent or avoid inequalities 

arising from social, economic, cultural, geographical or other issues. It 

is the first Spanish educational law in which the term “interculturality” 

appears: “La formación en el respeto y reconocimiento de la pluralidad 

lingüística y cultural de España y de la interculturalidad como un elemen-

to enriquecedor de la sociedad.”
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- More acts:

1983, Compensatory education: oriented for those who need extra help in terms 

of education. Many of these students come from an immigrant back-

ground.

1996, Compensatory education: it is especially addressed to immigrants; its goal 

is to keep and disseminate the cultures and languages of those groups as 

well as to promote the development and respect for the cultural identity 

of students through communication.

Nowadays, the current educational policy LOMCE (2013) [whose acronym in 

Spanish stands for Ley Orgánica de Mejora de la Calidad Educativa] shares several points 

with the LOE regarding its interest in raising plurilingual skills and cultural studies. 
The LOMCE does not explicitly include anything related to IE, it mentions some 

related terms and ideas that are included within this approach so we are going to 

refer to them in pursuit to analyse the chance of working IE in Spanish educational 

settings.

Firstly, it states that “solo un sistema educativo de calidad, inclusive, integrador 

y exigente, garantiza la igualdad de oportunidades y hace efectiva la posibilidad 

de que cada alumno o alumna desarrolle el máximo de sus potencialidades” 

(Boletín Oficial del Estado 2013: 97859) meaning that giving every student the 

same opportunities guarantee the maximum development of their potentialities. 

Providing everybody with equal opportunities is one of the aims of IE as well 

as placing the education as the center of our societies to adapt the educational 

system to continuous and sensible demands, such as the development of proficient 

command of foreign languages and the importance of IE. In this sense, the current 

law believes that education is the key in order to get a progressively evolution 

of societies: “el éxito de la transformación social en la que estamos inmersos 

depende de la educación” (Boletín Oficial del Estado 2013: 97859).

This text also refers to key intercultural values such as tolerance and respect 
“transmisión y puesta en práctica de valores que favorezcan la libertad personal, 

la responsabilidad, la ciudadanía democrática, la solidaridad, la tolerancia, la 

igualdad, el respecto y la justicia, así como que ayuden a superar cualquier 
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tipo de discriminación” (Boletín oficial del Estado 2013: 19373). Even more, this 

policy stresses the need to prepare young people for being active citizens, and 

to acquire social and civic competences. It defends a methodological change to 

incorporate these skills in a cross-curricular way so that they can be included in 

all subjects of basic education with the goal of enhancing their transferability and 

guiding nature.

“es importante destacar que la mejora de la calidad democrática de 

una comunidad pasa inexorablemente por la mejora de la calidad de 

su sistema educativo. Una democracia cada vez más compleja y partic-

ipativa demanda ciudadanos crecientemente responsables y formales. 

Elevar los niveles de educación actuales es una decisión esencial para 

favorecer la convivencia pacífica y el desarrollo cultural de la socie-

dad” (Boletín oficial del Estado 2013: 97860).

The first article of the LOMCE states: “La equidad, que garantice la igualdad de 

oportunidades para el pleno desarrollo de la personalidad a través de la educación, 

la inclusión educativa, la igualdad de derechos y oportunidades que ayuden a 

superar cualquier discriminación y la accesibilidad universal a la educación, y que 

actúe como elemento compensador de las desigualdades personales, culturales, 

económicas y sociales, con especial atención a las que se deriven de cualquier tipo 

de discapacidad.” The final goal here is that everybody has the same opportunities 

in terms of education, so that it can help to balance out the possible existing 

inequalities regarding cultural, economic or social discrepancies. 

Along the text, we can find more examples in which the learning of cultural 

aspects is indispensable, but they just refer to the national ones aiming to get the 

integration of foreigners to our context. It does not consider the mutual teaching 

and learning of different cultures, at least the ones which are more represented 

in the Spanish classrooms. It is only at secondary education when the reciprocal 

learning of cultures takes place (i.e. both cultures are promoted), and there are 

different programs which enable students to take part in mobility exchanges.

In the light of the above mentioned, one of the main principles of the Spanish 

education system has to do with the transmission of democratic values with a view 
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to promote a tolerant and fair society where human rights are ensured. 

“Uno de los principios en los que se inspira el Sistema Educati-

vo Español es la transmisión y puesta en práctica de valores que 

favorezcan la libertad personal, la responsabilidad, la ciudadanía 

democrática, la solidaridad, la tolerancia, la igualdad, el respeto y la 

justicia, así como que ayuden a superar cualquier tipo de discrimi-

nación. Se contempla también como fin a cuya consecución se ori-

enta el Sistema Educativo Español la preparación para el ejercicio 

de la ciudadanía y para la participación activa en la vida económica, 

social y cultural, con actitud crítica y responsable y con capacidad 

de adaptación a las situaciones cambiantes de la sociedad del con-

ocimiento.” (Boletín oficial del Estado 2013: 97866)

 

To do so, the LOMCE agrees that the methodological change should consider 

the inclusion of these concepts in a cross-curricular way so as to acquire the 

seven competences in the curriculum namely linguistic competence, mathematical 

competence and basic competences in science and technology, digital competence, 

learning to learn, social and civic competences, initiative and entrepreneurship 

and cultural awareness and expression. 

Furthermore, the LOMCE in its third article states the importance of raising 

awareness among the students and the school community of topics and problems 

that affect globalised societies such as health, migration, pollution, global warming, 

racism and inequalities between people, towns and nations. It also highlights the 

need to value the contribution of different societies, civilizations and cultures to 

the development of humanity. 

In conclusion, despite the fact that the current Spanish education policy does 

not specifically take into consideration IE as an approach whose main goal is to 

develop attitudes, skills and behaviours not only to deeply understand our cultural 

values, but also to respect and learn from others leading to empower children 

to engage in the wider and changing community with rights and possibilities, 

even though it can be addressed from different perspectives and subjects; it does 
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count with some cross-curricular themes and competences that bring teachers the 

possibility to work on IE.

The Spanish National Curriculum is defined in the Royal Decree Act 126/2014 

(primary education) and in the Royal Decree Act 1105/2014 (secondary education 

and baccalaureate):

“El currículo estará integrado por los objetivos de cada enseñanza y 

etapa educativa; las competencias, o capacidades para activar y apli-

car de forma integrada los contenidos propios de cada enseñanza y 

etapa educativa, para lograr la realización adecuada de actividades 

y la resolución eficaz de problemas complejos, los contenidos, o 

conjuntos de conocimientos, habilidades, destrezas y actitudes que 

contribuyen al logro de los objetivos de cada enseñanza y etapa 

educativa y a la adquisición de competencias; la metodología didác-

tica, que comprende tanto la descripción de las prácticas docentes 

como la organización del trabajo de los docentes; los estándares y 

resultados de aprendizaje evaluables; y los criterios de evaluación 

del grado de adquisición de las competencias y del logro de los ob-

jetivos de cada enseñanza y etapa educativa. Los contenidos se or-

denan en asignaturas, que se clasifican en materias, ámbitos, áreas 

y módulos en función de las enseñanzas, las etapas educativas o los 

programas en que participe el alumnado.”

It includes the elements that determine the whole teaching-learning process: 

objectives, contents, assessment criteria, evaluable learning standards, methodology 

and competences. This definition justifies the complexity of the curriculum, and 

consequently, the importance of following it when planning each lesson in every 

subject so as to ensure a solid and continuous training. Nonetheless, despite its 

rigidity, the new shaping of the curriculum according to the current educational 

policy, the LOMCE provides both educational administrations and centres with 

more autonomy so the system becomes more flexible since they can adapt their 

academic offer to families’ demands, context characteristics and to the faculties 

allocated around them. 
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Since curricula are designed according to the educational policy, they barely 

include IE. Even so, they incorporate within their objectives for these educational 

stages the development of the adequate abilities to know and respect the rules 

of civic coexistence and the pluralism within a democratic society. They also 

highlight the importance of respecting other cultures.

Finally, cultural diversity and IE must be explicitly addressed within the school 

system instead of being part of the hidden curriculum. To do so, we should take 

advantage of some principles that regulate the Spanish educational practice, such 

as the autonomy of schools and the involvement of all the educational community. 
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2.4 INTERCULTURAL EDUCATION APPROACHES TO THE CURRICULUM 

First of all, we tackle the definition of the term ‘curriculum’. We understand it as 

the set of knowledge and skills that students are expected to learn and achieve 

in a specific educational stage. It includes the learning aims, the content, the eva-

luable learning standards and the assessment criteria. Then, we cannot unders-

tand this term as a list of contents that students must learn or as a close tool that 

provides teachers with the basis for the teaching process but as a broader, more 

flexible and adaptable concept.

In Europe, school curricula are designed according to different and isolated 

content subjects whereas interculturality and interdisciplinary should go together 

and work across them. We can talk about intercultural pedagogy when teachers 

manage to establish cultural transmission axes by adjusting the contents that are 

strictly separated to more integrated educational models where IE is not taught 

as a solitary subject but it is embedded in all modules.

When designing the subjects, it is determining to choose what to teach in each 

level in an appropriate way which not only responds to overall students’ skills 

and capacities, but also to educational policies and their objectives. 

Nowadays intercultural challenge is primarily an approach that suggests 

cognitive dynamics and divergent thinking, a worldview that considers culture 

as a process rather than as a product, and the identity is also understood as a 

process and versatility, a democratic model in continuous change. The selection 

of contents should be done from this perspective of the world so as to ensure 

that future of societies is updated in knowledge, skills and values to help people 

successfully live in a democratic society. 

In the light of the above mentioned, we do not simply aim to introduce some 

descriptive contents of different cultures but we critically reflect on the current 

education systems and on diverse societies’ needs to take the benefits of IE that 

can be able to address at them.
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The problem regarding the introduction of intercultural curriculum does 

not have to do with the incorporation of cultural references or study elements 

concerting cultural minorities, but with the need of representing these minorities 

in the common curriculum received by all citizens. Moreover, if there is an ethnic 

group which does not feel their culture respected and recognised in the schooling 

process, it means a problem of equal opportunities. Education must be thought 

of as a valid cultural offer for all, accepting students as they are. Subjecting 

them to a prior academic-cultural pattern or select and rank them according to 

the possibilities of each to follow that pattern is opposed to the right that every 

student has to benefit from compulsory schooling. School culture is far from 

being a representative of the culture of the society from which it emerges and 

to which it is intended to serve. This lack of representation has two particularly 

serious consequences: firstly it generates inequality and, secondly, it incapacitates 

students to understand the real and current world.

As we have said in the previous epigraph, the real curriculum is the sum of 

all kinds of learning experiences and achievements that students have obtained 

along their schooling stage; it is the authentic culture lived in the classroom. 

Therefore, an intercultural approach of the curriculum involves changing not only 

the aims of what we want to convey, but also the internal processes developed 

in institutionalized education and the contextual conditions.

There are different debatable issues regarding IE in the curriculum such as the 

mistake of associating it with immigrant students who mainly come from poor 

countries (third world) instead to address it to every student. 

While the development of curriculum from and with an intercultural 

approach is at an early stage, there are different approaches from some 

decades ago (McCarthy 1994; Lovelace 1995) attempting to respond to 

multiculturalism. 

McCarthy (1994) distinguishes four approaches:

- Social Democratic Approaches
They arrived to Europe in the late 60s and early 70s but they did 

not come to Spain until the 80s coinciding with the successive so-
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cialist governments. They aimed to put an end to prejudices and 

intolerances by counting with the collaboration of all institutions, in-

cluding the educational ones. They focused on two main keystones: 

impartiality and logic. 

They suggested the need of broadening both educative and social 

opportunities to those who belong to ethnic minority groups and 

count with some special needs to be attended and compensated. To 

do so, they already highlighted the appropriateness of modifying 

the curriculum and promoting bilingual education for the purpose 

of adding knowledge about the language and cultures of those cul-

tural groups. 

- Convervative Approaches
Conservative approaches came to Spain during the 90s after their 

strong influence in the rest of Europe due to the traditional and 

neoliberal ideology under the governments of M. Thatcher in the 

UK and R. Reagan in the USA.

They see cultural diversity as a strong threat, so they do not po-

sition for educational policies which take into account differences 

regarding gender, social status or cultures. They do not agree with 

the ideology of the previous approaches since they think that posi-

tive discrimination towards minorities do not benefit them because 

they have to be stimulated and make efforts to overcome whichever 

adaptation problem they suffer. They believe that the only way to 

overcome differences is to treat everybody equally.

Accordingly, they defend a curriculum rigid, rigorous and strict-

ly academic oriented emphasising the essential subjects such as 

Mathematics and Language and removing those modules that 

they understand having a political motivation. 

- Marxist Approaches
These approaches granted a privilege to the differences originated by 

social status above the ones caused by gender and cultural issues. They 
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believed that racism is a consequence of the economic circumstances of 

each period of time and the capitalist education. They criticised compen-

satory education programs because they argued that they were temporary 

and in consequence, useless despite their palliative intention because 

they do not change the discriminatory situation provoked by an oppres-

sor system.

They neither propose nor recommend any change in the curriculum.

- Critical Approaches
Critical approaches carried out an analysis of the capitalist societies 

similar to the Marxist one, but they see the curriculum as a tool to 

fight against it. Additionally, they believed that: “la alfabetización 

crítica, entendida como el proceso mediante el cual los estudiantes 

pueden aprender a leer y comprender el mundo y, más concreta-

mente, cuáles son los mecanismos utilizados para perpetuar la mar-

ginación de las minorías, de las mujeres y de las clases trabajadoras” 

(Besalú 1998: 156) meaning that providing students with the appro-

priate knowledge and skills to critically read and understand the 

world that surrounds them is the way to finish with discrimination 

in all fields. 

These approaches are strongly determined by political and ideological influences 

and they cannot be applicable to nowadays education system except from the 

critical ones in which IE agrees with in terms of developing critical thinking skills 

so as to avoid discriminatory actions. 

One year later, Marina Lovelance (1995) presented a classification of 

different approaches to effectively deal with cultural diversity from schools. 

She firstly tackles the usefulness of adapting the curriculum in order to 

approach IE because the changes produced in every society must be reflected 

in what we teach to students. Her perspectives and strategies to cope with IE 

within the curriculum are based on the hierarchy designed by Banks (1994), 

who also refers to the involvements of teachers and how they can introduce 

contents. 
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- Perspective of  contributions
The perspective of contributions made by different cultures consists on 

including cultural contents related to those ethnic minorities present in 

the school environment. They mostly address issues related to gastrono-

my, art, music or cinema but rather than implying a change in the regular 

curriculum, it organises “cultural weeks” or “international days” in which 

the participation of the various members of the educational communi-

ty regardless of their culture of origin is favoured to promote mutual 

learning and development of educational skills that revolve around the 

cross-curricular areas chosen. Thus, it provides an opportunity to explore 

and analyse the perceptions about our culture and the cultures of other 

groups.

- Additive Perspective
This perspective does not introduce any change in the curriculum as in 

the previous approach. It reflects on the need to analyse the curriculum 

from a critical point of view in order to discuss cultural diversity. In this 

case, they add isolated didactic units that teachers can work on in diffe-

rent subjects, but they are usually criticised due to their Eurocentric bias.

- Transformation of  the curriculum
This perspective is substantially different to the two previous ones seeing 

that it means a transformation of the curriculum for all pupils -not only for 

those who are immigrants or belong to minority ethnic and cultural groups 

because IE addresses to everybody. It aims to encourage students to analyse 

and understand the curriculum content from different cultural perspectives. 

Thus, the selection of the contents is of great importance since they must also 

provide the opportunity to work towards intercultural values such as empa-

thy, critical thinking, respect and cooperative work among others. 

Introducing these changes in the curriculum not only will allow students 

to recognise the differences between people who come from different 

cultural groups, to accept these dissimilarities and respect them, but it 

will also help them to elaborate their own conclusions about the cultures 

coexisting around them.
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- Civic Engagement Perspective
This perspective deepens the previous approach considering that besides 

the change of the curriculum, it wants students to actively take on a civic 

commitment, to change their attitudes in an unfair world which needs ap-

propriate resolutions. Moreover, it stresses the need to educate students 

so as to take part and responsibility in situations where injustice, discrim-

ination and marginalization are common features. 

Neither in the first, nor in the second perspectives, teachers need to adapt 

the curriculum because they simply introduce isolated activities about cultural 

festivities. It makes students associate these cultural activities as something festive 

instead of making them reflect on these issues as subject matters. Even so it can 

be the first step of a school community to start working on IE. 

As for these last four perspectives, the third one can be the most applicable 

and realistic one since it aims to ensure equal opportunities to every student; 

to help them to develop positive and rewarding attitudes towards differences; 

to develop IC; and to help students who belong to minority groups to develop 

their cultural self-esteem so they can progress both academically and personally. 

To do this, an extra effort by the teacher is needed, who must be cautious when 

selecting suitable curriculum contents in a contextualised way, in order to work 

on those that are easier to apply a diversified approach in. Tormey (2005) in the 

Guide for Intercultural Education in Primary Schools agreed that: “the curriculum is designed 

to be broad and balanced, affording flexibility to the teacher and the school to 

take account of the diverse backgrounds, interests, capacities, and cultures that 

are found in the school. The discretion afforded the teacher in the selection and 

sequencing of content, and the range of assessment techniques available ensures 

the adaptability of the curriculum to the diversity of children’s circumstances and 

experiences” (ibid. 2005: 23). Furthermore, Lluch (2012) emphasises the value 

and importance of problematizing and contextualizing every content; the goal is 

to analyse them from different cultural viewpoints to finally get a cross-curricular 

perspective which embed the whole curriculum.

Finally, it is also important to mention that teachers must teach learners 

the close and interdependent relationship that exist among the different 
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elements of the society, to overcome interpersonal disputes that can arise 

in culturally heterogeneous contexts and verbal and non-verbal intercultural 

communication.

Therefore, integrating IE in the curriculum does not mean to change its specific 

aims and contents but to reflect it in the hidden curriculum, school policies and 

in teaching strategies, as well as to include different aspects that maximise it in 

order to bring students the chance to:

i. better acquire the knowledge of  the world and understand its diverse cul-

ture. If learners are provided with knowledge about those cultures they 

are coexisting with, they will be able to prevent and overcome racism, 

violence and ethnic disputes as well as enrich their community life. Un-

derstanding the culture is important in order to successfully build the 

community on the grounds that it allows the improvement of the current 

conditions and the resolutions of conflicts that appear due to a possible 

lack of awareness and misunderstanding. All the members of the school 

community not only have to understand that every cultural group have 

unique features, strengths, attitudes, points of view and aspects, but also 

to appreciate the heterogeneousness of many cultures, to establish rela-

tionships with foreigners and to build formidable bridges and friendship 

connections with different cultural groups. 

Moreover, “If we do not learn about the influences that cultural groups have 

had on our mainstream history and culture, we are all missing out on an accurate 

view of our society and our communities” (http://ctb.ku.edu/en/table-of-contents/

culture/cultural-competence/culture-and-diversity/main 2016).

Finally, once students acquire the knowledge about their own and other 

cultures, they can empathise to move across cultural boundaries, learn, mature 

and become more interculturally competent citizens. 

i. Develop social skills to meet, relate and understand others who are 

discriminated against with respect and empathy. The final aim has to 

http://ctb.ku.edu/en/table-of-contents/culture/cultural-competence/culture-and-diversity/main
http://ctb.ku.edu/en/table-of-contents/culture/cultural-competence/culture-and-diversity/main
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be to get an equitable and democratic society where everybody feel 

themselves included and part of decision making processes, policies 

design and system implementation, so as to achieve, understand and 

interiorise every civic principle. In this sense, teachers have a strong 

responsibility since there are different research studies which confirm 

that when they show empathy to other cultural customs, then students 

feel more confortable and understood by their peers so their academic 

progress improve, too, due to acquired well-being and welfare. 

Among social skills, communication with others distinct from your background 

is essential. Zhu (2011) highlights that intercultural awareness can be regarded as 

the foundation of communication since “it involves the ability of standing back 

from our own point and becoming aware of not only our own cultural values, 

beliefs and perceptions, but also those of other cultures” (ibid. 2011: 116). When 

communicating and meeting new people we should bear in mind that what 

some people can consider as appropriate is likely to be inappropriate by another 

person. Respect and empathy must be presented in any intercultural encounter 

for the sake of placing oneself into a different cultural background; this helps 

you to better comprehend, and then, respect them. “The ability to be culturally 

empathic is of great significance in many ways… Empathy leads us not only 

to experience the feelings of another but also to reflect on those feelings and 

compare them to our own. However, it is important to emphasize that cultural 

empathy is not sympathy with, agreement with or identification with a specific 

culture.” (Zhu 2011: 117). Intercultural empathy and respect help people to build 

healthy relationships. 

In order to bring up these key values, teachers have to know some 

barriers that frequently rise up in the school context so they have to 

intercede to keep away from misunderstandings and disrespectful actions. 

Some of them are:

a) The little contact with people of other cultures. Sometimes stu-

dents from the local culture only have contact with foreigners in 

the school context so it makes more difficult the development 

process of intercultural empathy. It takes more time to students to 
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get familiarised with these non-native cultures and to learn about 

them.

b) Not paying attention to the cultural differences. Students often need 

their teachers to explicitly define these cultural differences, so they 

can become aware of how people belong to different groups without 

undervaluing them.

c) Students indiscriminately apply their customs to others. It is closely 

related to the previous one due to the fact that they do not consider 

themselves to be culturally different, so lack of awareness of what is 

suitable or not in each cultural group emerges. Sometimes, all of that 

leads to uncomfortable situations where foreigners feel attacked and 

disrespected. 

i. Explore their personal values and attitudes because by learning how to 

deal with one’s emotions and the emotions of others help them to success 

in interpersonal and intrapersonal relationships and to prevent from racist 

attitudes, stereotypes, prejudices and lack of sensitiveness. 

“Neither racism, nor interculturalism is based on knowledge alone. Both are 

informed and influenced by emotional responses, feelings and attitudes, as well 

as by knowledge. Simply providing people with facts and information or focusing 

on cognitive development will not, on their own, counteract racism, since there 

may be an emotional resistance to changing one’s mind even in the face of new 

evidence, facts, or ways of thinking. In particular, the development of positive 

emotional responses to diversity and an empathy with those discriminated against 

plays a key role in intercultural education” (Tormey 2005: 21).

Stereotypes make us create false expectations and they can be effects and 

products of cultural interactions. There are both negative and positive stereotypes 

but they should not be used to describe individuals’ ways of behaving. These 

precipitate judgements that rarely are based on objective data or facts also provoke 

prejudices. “The prejudgment may be based on an emotional experience people 

have had with a similar person, sort of their own personal stereotype… Prejudiced 

people may fall victim to errors in the processing and recall of information regarding 

the objects of their negative feelings.” (Zhu 2001: 118). Consequently, if students 
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have ever had a negative experience with any people of a different ethnic group 

in their classroom, then they are apt to amplify this experience and keep distance with 

those who come from similar groups even though they have never shared moments 

and experiences. Through IE, the teacher should give examples and provide learners 

with the necessary knowledge, values and skills so as to develop cultural sensitiveness 

so they cannot ignore differences between cultures and then, ignore how they can affect 

the establishment and maintenance of their intercultural relationships.

To understand the nature of stereotypes and how they reflect in culture, Lebedko 

(2013: 14) designed the following classification which teachers may consider in 

their teaching practices:



157

IE is gaining importance in schools because of the need of reorienting the 

principles that control the human relationships. There should be, at least, two 

principles which prevail over the rest. Schools must bet for equality and reciprocity 

principles.

In the teaching–learning process the equality principle should be remarkable in 

order to achieve the important goal of learning how to coexist in culturally diverse 

contexts. There are lots of factors that determine it in schools because although 

legislation states that immigrants should be considered as real fellow citizens it is 

not completely true in everyday life. It also occurs in schools where the School 

Educational Project and the School Curriculum Project are not enough to get a 

realistic and intercultural coexistence; it is sometimes too theoretical.

The desirable intercultural coexistence will be settled down when every student, 

without distinction, has the ability to perceive that their values are recognized in 

everyday school life, in the countless daily incidents in their relationships with 

classmates and teachers. It should be built little by little, working every day on 

the value of equity. In this new task, the teacher must change their mind firstly 

and then give priority to the educational component rather, than to tuition.

Moreover, IE in schools should develop a sense of equality in terms of cultures 

as a precondition to the cultivation of the relevant cultural differences in all 

students. Every immigrant student deserves the same opportunities regardless the 

country they come from. As any other person, they deserve shows of affection, 

self-esteem, respect and success. They long for taking part of the scholar life 

without noticing any exclusion or xenophobic reaction. Teachers also try to 

highlight elements from their tales, music, languages, religions, values, at the same 

time that they establish relations with the same elements in the autochthonous 

culture. Doing it this way, both native and immigrant pupils will be aware that 

the similarities outweigh the differences between their cultures; they are not as 

different as they think.

There is another value which is extremely important in order to get a real 

coexistence in schools, and this is the reciprocity. Sometimes in schools, everybody 

is used to fix their look in the “other”, those who do not belong to our culture. 
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It is him or her who must improve their linguistic skills, their academic progress, 

they should change their difficult behaviour and, of course, the adaptation is 

their main task, they have to do whatever if they want to introduce in this new 

cultural context. It is the immigrant who, despite of its shortcomings, feels the 

need of modifying partially or fully their cultural identity. This attitude is affected 

by ethnocentrism (Bennett 1993) and it also concerns the intercultural pedagogy. 

This critical activity should work in both directions, although immigrants should 

refine certain elements of their cultures in order to progress, native students who 

are immersed in this pedagogy need extra help to eliminate their prejudices and 

rejections as we have already mentioned. Multicultural coexistence in schools 

would not be possible without a different welcoming attitude, a more mature one.

One of the most important goals of the school should be to make students 

aware that heterogeneity is a wealth rather than a problem and that the feeling 

of belonging to a community is essential to appreciate what it means to live in a 

diverse environment.
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2.5 INTERCULTURAL COMPETENCE IN PRIMARY EDUCATION

There are various ways in which the term competence is used. It is neither a 

synonym of ability, nor simply a matter of skills. It is a combination of knowledge, 

attitudes and skills to successfully cope with tasks, challenges or difficulties, 

individually or together with other people (Pérez Gracia 2015: 15). Thus, as we 

have mentioned previously, we understand IC as a set of knowledge, attitudes 

and skills to effectively and appropriately coexist, communicate and interact 

in different cultural contexts with foreigners, and to understand and value the 

existing differences between them.

First of all, it is noticeable that, as we have seen on the previous table (2.1), in 

Spain, Primary Education is the compulsory educational level which counts with 

the highest percentage of immigrant students in their classrooms as a consequence 

of the migratory flows. Then, to overcome the possible challenges multicultural 

societies are facing in terms of living together, the majority of countries and 

governments have had to offer responses with the aim to get to know about other 

cultures. One of the most responsible and outstanding answers has been offered 

from the education field by promoting actions that contribute to the development 

of individual, social, intellectual, cultural and emotional abilities according to the 

current needs; in other words, to develop the IC among students. 

Nevertheless, Howard Hamilton, et al. (1998) already pointed out that the failure 

of education systems to educate in values and towards cultural diversity so they 

highlight the need to introduce different strategies that promote them so as to 

help young people to respect people from different cultural background and live 

together with them in peace, at the same time, they learn how to behave and take 

part in a democratic society. 

Serrano Olmedo (2008) was quite critical with most of the hitherto existing 

approaches regarding cultural diversity in education. The first one includes three 

different models, namely the assimilationist model, the segregationist model 

and the compensatory model, where they all aim to the get the hegemonic 

affirmation of the host country culture. The second approach works towards the 

integration of all cultures (whose model is called ‘human relationships and non-
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racist education’). It is risky since it requires some conditions within the society 

whose absence can cause the domination of the host culture.

Then, the third approach aims to recognise the plurality of cultures. It includes 

four models: the multicultural curriculum, the multicultural orientation, the cultural 

pluralism, and the multicultural competences. Among these models, the first and 

the last ones deserve specific attention due to their relation with the purposes 

of this chapter. The first model consists in introducing partial changes to the 

curriculum aiming at involving all cultures present within the school through their 

activities. These modifications lie in adding ethnic contents, developing bicultural 

and bilingual programs to relieve the hypothesis that those students who belong to 

minority ethnic groups do not success as equal as the others due to the fact  that 

they are not learning through their mother tongue, and enhancing actions to keep 

the mother tongue. As for the last model of this approach, believe in the urgency to 

define a set of competences that students need in order to value cultural differences.

The forth and latest approach moves towards an intercultural perspective based 

on cultural symmetry since its models are against racism, post interculturalism 

instead of multiculturalism, criticise education focused on cultural differences, 

and believe in a more holistic model, such as the intercultural one. This approach 

is the one that seems to follow an adequate path in order to respond to social 

demands because these models are more inclusive and emphasise the relationship 

between IC and the intercultural enrichment of students. 

It does not mean that we have achieved a unique model of IE that promotes 

IC since it is applied differently according to the contexts.

Most of the literature about IC has been focused on adults, not children. 

Kramsch in Takeuchi (2012: 47) stated that one of the reasons why these studies 

are limited is “because of the assumption that the attainment of IC presumes a 

cognitive ability and morality that many young children have yet to acquire.” 

Nevertheless, “there are studies whose outcomes point out that ‘any subject can 

be taught effectively to children at any stage of development, an thus the issue 

of intercultural competence is relevant for the youngest of children’” (Byram and 

Doye in Takeuchi 2012: 47). 
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Taking into account IC’s aims, among other goals, we can underline the 

following one: to develop the ability to interact with human beings with distinct 

identities and their own one; it is a lifelong process which rarely is complete. 

Some children do not have their first intercultural contacts until they are teenagers 

but it does not mean that they should not pay attention to this competence along 

their Primary Education stage as it would be adequate to anticipate this training 

they will need in near future. Byram, Gribkova, and Starkey (2002) also agree that 

IC instruction should be a continuous due to the fact that: 

“everyone’s own social identities and values develop, everyone 

acquires new ones throughout life as they become a member of 

new social groups; and those identities, and values, beliefs and 

behaviours they symbolise are deeply embedded in one’s self. This 

means that meeting new experiences, seeing unexpected beliefs, 

values and behaviours, can often shock and disturb those deeply 

embedded identities and values, however open, tolerant and flex-

ible one wishes to be. Everyone has therefore to be constantly 

aware of the need to adjust, to accept and to understand other peo-

ple - it is never a completed process.” (ibid. 2002: 11)

Consequently, we believe that IC needs to be involved and immerse within a 

continuous and integrated process of learning that ensures children at the end of 

their Primary Education stage will be able to adapt and get on properly among 

either majority and minority cultural groups, i.e. develop knowledge about other 

cultures, skills to communicate in different foreign languages, positive attitudes 

towards cultural diversity, etc. 
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2.6 INTERCULTURAL EDUCATION IN PRACTISE

Before working on IE, it is important to define what we want our students to 

acquire through the teaching-learning process and which environmental conditions 

are the most appropriate ones to promote and develop IC. Consequently, in 

this section, we firstly present what contents, skills and values must be taught 

according to the UNESCO (also considering the needs of the Spanish society), 

and then, we define the adequate learning environment for IE.

2.6.1 What to teach

The UNESCO (2010) outlined what – contents, skills and values - learners 

need to know in order to harmoniously coexist in a culturally diverse context, to 

become a responsible citizen of the world and to make the achievement of the 

above-mentioned objectives easier. 

As for the contents and skills, they are classified according to four content areas 

namely culture, language, heritage and cultural diversity; civics, citizenship and cultural identities; equality 
and human rights; peace and harmony among diverse cultures. Not all of them must be applied to 

every context, so here are listed only the ones that better fit and are more needed 

within the Spanish educational context.

§	Contents (UNESCO 2010: 18-19)
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§	Skills (UNESCO 2010: 21-22)
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§	Values (UNESCO 2010: 20)

2.6.2 Where to teach 

Integrating IE in the teaching-learning process and across the curriculum is not 

enough if we do not consider the learning environment. In order to promote equality, 

challenge unfair discrimination among students, teachers and school staff, as well as  

to recognise, accept, respect and celebrate the commonness of cultural diversity it is 
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crucial to create a supportive, active, peaceful, safe, non-discriminatory and respectful 

learning environment. Consequently, it does not only consists on developing inclusive 

curricula which include aspects of history, languages and cultures of minority and 

non-dominant groups but to consider the school as a whole taking into account the 

learning materials used, school life and its connections with the outside-school life, 

decision making, students interactions in the school context and with others, teacher 

training, languages of instruction and relationships between families and schools.

In this sense, the role of school staff is of great importance in the interest of ensuring 

an effective environment not only in the classroom, but also throughout the entire school.

Creating and enhancing these learning conditions help to promote more democratic 

civic cultures in a more real way. Students should be the center of the teaching-learning 

process so they all feel recognised and their voices are heard alongside culturally 

dissimilar viewpoints and perspectives. This sense of belonging benefits learners in 

view of the fact that they will feel part of a group where they are able to communicate 

and collaboratively work regardless the cultural background of their classmates and 

part of the school ethos. It also awakens interest and curiosity among learners to 

dialogue, to critically reflect about their own culture and to think and question about 

other practices that they do not associate as the common ones (UNESCO 2010; 2012). 

Teachers should act as guides and role models so they can put in practice IE through 

their behaviour and actions demonstrating adequate values and practising key skills. If 

they take the most of each teaching moment and make it remarkable and unforgettable, 

children will develop every skill through a holistic perspective. It is also decisive that 

teachers use their students’ knowledge, interests and experiences to keep on building 

upon them. Religious background should be also contemplated because religious 

diversity is of relevance to IE as it is part of the culture and identity of individuals. 

Moreover, “due attention paid to the religious dimension of intercultural education 

can make a significant contribution to peace, openness to other cultures, tolerance 

and respect for human rights in Europe” (Keast 2007: 13). This dimension does not 

address to some kind of religious education, its goal is to “foster reciprocal awareness, 

respect, and learning how to live together in order to promote social cohesion and civic 

participation by all in a democratic context, in which everyone feels accepted as an 

equal in terms of rights ant dignity” (ibid. 2007: 15). Schools have to ensure that through 
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IE they are nurturing their learners with an understanding of belief and non-belief so 

they can reflect on their perspectives and they are promoting tolerance, reciprocity and civic-
mindedness (a capacity to stand back and moderation in the public expression of  identity) with the final goal 

to become able to understand religion within a modern secular society.

Moving farther, the school community has to follow the same path and philosophy 

meaning that they must aim to foster harmonious and consonant relations between 

staff, children and families and to design and support sensitive context where the 

local and foreign cultures respectfully ad peacefully coexist. In addition, students who 

come from ethnic minority groups have to feel comfortable within the school despite 

the dissonances between the linguistic and cultural environment at home and at the 

school, e.g. habits, food requirements, moments and spaces to meditate and pray. 

As we have mentioned at the beginning of this chapter, IE should be present 

in all aspects of school life and included in the curriculum, policies and teaching 

strategies. Furthermore, “the integration of knowledge and understanding, skills 

and capacities, and attitudes and values across the curriculum provides the learner 

with a more coherent and a richer learning experience. It is also more likely 

that appropriate attitudes and values will be developed by children if these are 

integrated with all subjects and with the whole life of the school, than if they are 

addressed in a piecemeal or ‘one-off’ fashion.” (Tormey 2005: 22).

As for the physical environment, teachers should be careful with the visual surroundings 

and consider them within the planning stage, “ensuring that representation of minority 

groups do not focus on the spectacular or colourful events, as this may lead to stereotyping 

and may run counter to the aim of representing diversity as normal and that all children 

irrespective of their colour, ethnic group, or ability can feel at home and represented within 

the school” (Tormey 2005: 35). To do so, they can represent the different cultural groups 

of the school in pictures, labels and signs in different languages, and make sure that they 

have an appropriate vetting system to avoid wrong and discriminatory messages or images.

All in all, the appropriate learning environment for working on IE should be active, 

participative, student-centred, respectful, warm, welcoming, rewarding, where all 

children whatever their ethnicity background are positively valued and where 

teachers adapt their teaching strategies to their groups’ needs and singularities. 
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2.7 CONCLUSIONS OF THE CHAPTER

In our opinion, IE must be embedded in knowledge, understanding, skills, 

capacities, values and attitudes and integrated with all subjects from a real 

world perspective, meaning that then they can put in practice what they learn 

in their daily routines in and outside the school context. This close-to-life focus 

is determining because the child has to build their knowledge from what they 

have already learnt, from the simplest to the more laborious; from the concrete 

to the abstract.

Look at the curriculum from an intercultural viewpoint should represent the 

cultural realities of the context and favour the learning practice in order to enable 

those students, who come from other cultural backgrounds different to the local, 

to overcome the differences by providing them with meaningful daily experiences. 

Schools contexts should be regarded as places where dissimilar cultures live together 

as small microcosms. This is the reason why it represents the diversity of the 

society and it is an ideal area not only to promote values which give advantage to 

pacifically coexist such as empathy, interaction, cooperation, cohesion, engagement 

or commitment, but it offers a way to better understand the conceptualization of 

the social reality through knowledge (Lluch 1996; 2012). Due to its appropriateness, 

school staff and families should work together following the same path and under 

an ideology that pursue to take the best of each learner and to make them critically 

think about their communities and their roles within them.

Moreover, there is a pedagogical principle that states that every learning 

experience is based on a cultural reference and then, it is projected onto the social 

context where it makes sense and meaning. On the one hand, it is crucial to create 

a learning environment and a framework, which relies on these cultural references 

because this is the only way teachers can prevent or, in some cases, avoid the 

juxtaposition of codes among students that sometimes lead to problems. On the 

other hand, they must provoke and encourage that these cultural references come 

together and interact, at the same time that educators take care of how these 

exchanges (real communication and spontaneous expressions of their cultural 

identity) occur while they consciously analyse the ideological cultural factors that 

can influence their practice. 
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Teachers have to take the most of children’s experiences and backgrounds, 

and use them to approach intercultural topics because “unless children are 

encouraged and facilitated in applying interculturalism to their own lives, they 

may well embrace intercultural ideas in the abstract but not engage in intercultural 

practices” (Tormey 2005: 22). 

Consequently, teachers need to get ready and be trained to face this challenge 

to fulfil the societal 21st century education goals. 
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3.1 INTRODUCTION

Scholars and educators have debated for many years which school variables 

could influence student achievement. They pointed out factors such as school 

size, class size and teacher qualifications (Darling Hammond 2000: 2).

It is clear that there are different aspects that affect quality in education. Among 

them, there is evidence from different education systems around the world that 

shows that teacher’s role and teacher education are the most influencing factors 

in determining students’ achievement. Not only we refer to pre-service teachers, 

but also to in-service ones as lifelong learning is needed in this professional field. 

“Teacher training was positively related to effective teaching. This relationship was 

statistically significant and positive for overall student achievement.” (Rahman, et 
al. 2011: 155). Thus, it means that it exists a narrow relationship between how 

teachers are trained and their students’ academic success. 

Despite the benefits that effective teacher education brings to students, their 

training is also relevant since it can help to prevent failure. Teachers will feel more 

confident sharing each other’s problems and insights. Moreover, teachers have to 

keep up to date on the latest research on education since this social science is 

facing constant changes, then, in order to keep the pace with all developments 

and trends, remain effective over the years and be aware of this evolution and their 

consequences, there is a need to come closer research and educational praxis. 

In addition, in-service teacher training is highly important so they can remain 

effective over the years and they can face challenges regarding the changes on 

educational policies, new methodological approaches or assessment modalities 

that constantly affect the teaching and learning processes. 

In the light of the above-mentioned, Content and Language Integrated Learning 

(CLIL) has meant a complete and drastic change in pedagogical strategies. It 

consists neither on teaching using the same habits teachers have when working 

with their mother tongue, nor it means that whoever teaches with the appropriate 

linguistic skills is able to efficiently work in CLIL. Teachers working through this 

approach often find serious limitations (Pérez Cañado 2012; 2016), so this is why 

CLIL specific teacher training deserves and requires more attention. 
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The forces behind CLIL are represented along with the benefits for institutions 

and practitioners involved (Martín del Pozo 2015).

Content and Language Integrated Learning (CLIL) means an enormous challenge 

for both pre-service and in-service teachers in different aspects such as innovation 

and lifelong learning. The development of a teacher education curriculum in 

CLIL is a demanding and difficult task because of its integrative nature. Specific 

teacher training in CLIL is required, as this type of instruction does not consist on 

translating their materials and contents. It is not an isolated subject focus; it goes 

further towards an integrated approach. Teachers need to rethink which strategies 

they are going to use in order to teach content through a foreign language, so 

they have to work differently. This training must meet their methodological needs 

including both theoretical and practical aspects so it is necessary to firstly clarify 

which are the skills and competences they need in order to successfully cope 

with these new requirements.

In this context, Marsh, et al. (2010) detected the urgency to design a guide 

for CLIL teachers so as to provide them with the main ideas about professional 

development curricula as well as to try to make uniform among the CLIL 

programmes promoted by the Council of Europe member states (which differ 

from one country to another in terms such as implementation, contents and 

variety of vehicle languages, among others) This European Framework for CLIL Teacher 
Education establishes the set of universal competences for CLIL teachers that comes 

up from a deep examination of international CLIL teacher training curricula needs 

(so it fastly became a reference), to then define a wide range of educational 

programmes which ensure aspects, e.g. innovation, proper organisation and 

planning and assessment tools among others. 

Taking this framework and recent research based on CLIL educators, in this 

chapter, we are going to discuss the role of teachers in a CLIL classroom considering 

some main features (e.g. their training); then, we are going to map some key 

competences that explain what CLIL teachers need in order to effectively fulfil in 

their practise paying specific attention to the intercultural competences (IC) which 

are needed to promote cultural diversity through intercultural understanding, 

and to develop the intercultural axis of this methodological approach. Pedagogy 
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says that teachers cannot teach if they are not specifically trained on that so we 

believe that training on IC will help teachers not only to met the basic premise 

of CLIL and consequently get their benefits (chapter 1), but also to achieve the 

educational objectives of the 21st century regarding Intercultural Education (IE) 

and multilingualism among our students.

Thus, in this chapter, we present the CLIL teacher as an agent who has the 

commitment to put into practise this approach (that was analysed in depth in the 

first chapter of this Thesis), and consequently, to implement the intercultural axis 

by taking into account the specific guidelines discussed in the second chapter, 

complemented by another set of strategies which is going to be explained along 

chapter three below. 

 



178

CHAPTER 3: THE TEACHER AS AGENT

3.2 CLIL TEACHERS’ PERCEPTIONS

The trajectory of CLIL started with funding and support by the European 

Commission. “The actual work was done by pioneers, many of them teachers, 

some of them working with committed local or regional administrators. A few 

years later around 2000, CLIL attracted the attention of the private sector and, 

increasingly, politicians.” (Marsh 2013: 129). All of these actors have different 

reasons to get involved in this innovative methodological approach but not all 

of them agree with the interest of enhancing and improving the education of 

young people. Then, discussions are brought about mainly from English as a 

Foreign Language (EFL) teachers who analysed the threat it could cause to their 

field. Nevertheless, since CLIL origins until nowadays “there has been a steady 

flow of educators who have introduced CLIL, or become involved in research or 

resource-building, that have maintained a strong and steady power base for its 

development.” (Marsh 2013: 130). Spain is a country where education decisions 

are the responsibility of political bodies so the voice of teachers is not listened 

enough. This hinders the process of seeking for improving learning outcomes at 

different educational levels. However, it is important the fact that teachers have 

been involved in the development of this approach since the very beginning as 

they are constantly in contact with students and they deeply know the current 

reality in the classrooms and which the most urgent needs are. Moreover, CLIL 

development coincides with other innovation processes at the educational ground 

such as the use of Information and Communication Technology (ICT) in the 

classroom and the revaluation of cooperative learning. All together with other 

best practice experiences help to proceed towards the implementation and 

advancement of CLIL.

Due to the strong influence and benefits that a well-educated population 

generates (although some of them are intangible and consequently, less commonly 

known, like the higher level of global competitiveness, political stability, innovative 

ways of problem solving, and economic enrichment) education leaders appreciate 

the need to introduce changes in educational systems so as to meet current 

challenges. 



179

Frequently, they are initiated and motivated by some agents. According to 

Hoteit, et al. (2012) these must share a set of characteristics.

i) To take into account and be responsible of giving the response needed 

by the demand or challenge.

ii) To focus on the student as the centre of the teaching-learning process.

iii) To determine a set of key success factors which lead to innovative learn-

ing strategies as opposed to the traditional ones like memorization.

iv) To take advantage of the benefits that the previous factors bring about 

such as creativity, communication, group work, cooperation, critical 

thinking skills, cultural awareness, etc.

v) To put the emphasis on how to achieve the educational goals in order 

to favour meaningful environment and learning so students can put in 

practise their knowledge outside the school contexts.

vi) To use ICT to promote motivation among students and teachers.

 

The role of teachers is crucial in and for all these changes. Talking about CLIL 

teachers, they count with one of the main features in order to lead a process of 

change and innovation: their intrinsic motivation (Coyle 2009), as a great amount 

of teachers who belong to this collective are characterised by being motivated 

intrinsically with the aim of satisfying their desires of self-fulfilment and personal 

growth. They do not only aim to obtain results so they rarely see failures as 

such but as a way of learning. This driving force is also affected by two factors. 

On one hand we have competition, so that the effective interaction that makes 

each person with their environment causes a sense of efficiency. On the other 

hand, their self-determination, the ability to choose properly and then, how these 

elections determine their future actions.

At a first glance, teachers who are working in bilingual programmes 

understand CLIL as an opportunity that provides them (both teachers 

and schools) with a distinguishing quality, which also accentuates the 

strategic value of promoting English learning among the youngest students. 

It was also seen as the type of education to the elite, since it started to 

be implemented in the private education sector (although it was then 
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strongly motivated among the state education institutions both at national 

and regional levels). 

There are not many research studies about the perceptions CLIL teachers 

have about bilingualism in Primary Education. We would like to highlight that in 

Andalusia, Travé González (2013), a teacher of a Primary school in Huelva, as part 

of an excellence project jointly financed by the regional government of Andalusia 

and the European Union, carried out an interesting study which reveals the main 

perceptions and conceptions of current CLIL teachers on bilingual education; 

what teachers understand about bilingualism; which methodology supports this 

teaching-learning approach; how they design the projects; the requisites of the schools; 

and which measures they implement to enhance training among teachers, among others.

This mixed research study classified data into three different categories: 

conceptualisation of bilingualism and bilingual education, purposes of the 

bilingual experiences, and the bilingual project.

We consider that the first one is crucial in order to deeply analyse how CLIL 

practitioners understand this new educational paradigm because it then will have 

consequences in their praxis. Most teachers still associate bilingualism as the result 

of two corresponding monolinguals brains. They relate the concept of ‘a bilingual 

speaker’ to ‘the perfect competence in two languages’. Consequently, it explains 

the fact that teachers do not believe that at the end of compulsory education 

(Secondary Education in Spain), students will be bilingual. Nevertheless, some 

teachers understand bilingualism as the ability to efficiently communicate in two 

languages since they consider communication and the use of language more 

important than other linguistic aspects such as phonology, morphology, vocabulary 

or syntactic analysis, so they do not focused on different competences neither on 

traditional methodologies (Travé González 2013; Pavón Vázquez 2010)

CLIL is the approach used by Andalusian schools since it is the one included within the 

Andalusian Plurilingualism Promotion Plan. Teachers understand that it consists in a methodological 

change and they believe in this approach because it increases the number of input hours 

their students have with English (in most of the schools) and because of the way learners 

meet the foreign language, which, according to them, is different and more natural. Thus, 



181

CLIL gets the conciliation of two ambitious goals in a complex context where there are 

limited school hours and where it exists a powerful curricular pressure: promoting the 

learning of a second language and maintaining the content levels so there is not difference 

between learners who study in bilingual schools and those who do not (Dalton Puffer, et 
al. 2010). However, this conciliation is complicated because it is difficult to find the balance 

in which contents are taught properly through a foreign language and students learn both 

relevant contents and the vehicle language. 

As for the purposes of bilingual education, this study distinguishes between 

endogenous (referring to the teaching-learning process) and exogenous objectives 

(related to the context).

Teachers’ perceptions regarding the implementation of CLIL in schools have to 

do with two big issues (Travé González 2013). On one hand, the opportunity that 

this approach offers to promote the communicative competence in both the mother 

tongue and the foreign language and to achieve a comprehensive development 

of every children. This is in concordance with the educational policies of Europe 

which bet for plurilingualism, and the competence-based education that, at the 

same time, benefits from the current political, cultural and social context of this 

century. This model “involves developing competences as an amalgamation of 

knowledge and skills, and encourages a change in academic, vocational and 

professional educational goals.” (Asikainen, et al. 2010: 10) and agrees with the 

current educational law of Spain that includes as a key competence the linguistic 

one. 

CLIL practitioners also refer to the standardisation of education seeing that it 

was obvious that most of the education institutions where going to implement this 

approach sooner or later to prepare young people to compete in the demanding 

labour market of our globalised world. Moreover, it awards schools with a special 

distinctiveness and it makes the attention to multicultural diversity of each community 

easier; in a teacher’s words, the bilingual project answers to “la demanda que hay 

de tantas culturas en el pueblo” (Travé González 2013: 391) meaning that it offers 

an answer to the multiple cultural demand in Andalusian society. 
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3.3 THE ROLE OF CLIL TEACHERS

One of the questions that arises from CLIL contexts has do to with who would 

be the ideal CLIL teacher, that is, the most capable and competent practitioner 

to teach content through a foreign language. There is not a unique answer to 

this question in view of the fact that success depends on the ability to analyse 

and adapt to each situation’s specific features. Additionally, even though CLIL 

teachers are generally fully qualified, each country, and even, each Autonomous 

Community – when we talk about Spain – requires different qualification and 

recruitment criteria. 

There is a controversy between language and content teachers. While language 

teachers can feel threatened because a proficient linguistic competence is not 

compulsory characteristic (Nikula and Marsh 1999), subject-content teachers do 

not feel confident enough in terms of methodological and language skills. 

Marsh et al. pointed out that “Teachers undertaking CLIL will need to be prepared 

to develop multiple types of expertise: among others, in the content subject; in 

a language; in best practice in teaching and learning; in the integration of the 

previous three; and, in the integration of CLIL within an educational institution.” 

(2010: 5). Consequently, the role of teachers who work in CLIL contexts is 

extremely important and complex at the same time. They should have the “the 

ability to teach one or more subjects in the curriculum in a language other than 

the usual language of instruction and thereby teach that language itself. Such 

teachers are thus specialists in two respects” (Eurydice 2006). 

Teachers involved in CLIL must be aware of the methodological shift that 

it undergoes and therefore, of the need to change their teaching habits in L1 

when teaching the same content subject in L2 (Papaja 2013). On the one hand, 

we cannot take for granted that those teachers how are able to use a L2, can 

simply teach the same subject in that L2, so a proper command of the L2 is not 

enough for CLIL classrooms. On the other hand, language teachers’ role needs 

to go beyond having the appropriate skills to efficiently communicate with their 

learners. They have to develop the ability to critically think and consider their 

knowledge of the language system they are using in order to enrich the input 
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students receive for learning and progressing. This is the reason why a CLIL 

teacher should simultaneously be language and content teacher. 

Marsh et al. (2010) pointed out and discuss the importance of the human 

factor in determining the effectiveness of CLIL regardless its model and way of 

implementation. It depends on the Autonomous Community to outline the profile 

of the teachers who can teach in CLIL sections either the language teachers 

(e.g. English, French, German teachers) or the content teachers. The Andalusian 
Plurilingualism Promotion Plan noted that content teachers are responsible of teaching 

the non-linguistic subjects through a foreign language. It does not mean that this 

model is more successful than the other for the reason that its prospering depends 

on how the context is analysed and the available teaching materials. Nonetheless, 

it is crucial that everybody in each school (teachers, children, staff, families and 

the administration) understands how the model works in order to obtain the best 

results (Mehisto 2012). 

Among other main features and in accordance with the lines before, collaboration 

among teachers and with other stakeholders is decisive because it helps teachers 

to feel more confident in their teaching and it enhances the learning process 

(Pérez Gracia 2016). It is common to find content teachers that are not ready 

to deal with this task not only because of linguistic handicap, but also because 

they do not know the appropriate strategies to carry out their job (Pavón and 

Rubio 2010). This situation can be a consequence of the differences between 

their initial teacher training and the needs and demands that societies place upon 

them, which emphasises the need to design lifelong learning programs for these 

teachers to provide them with the necessary and indispensable tools and guide 

to feel satisfied when teaching. 

There is still a strong controversy because authors such as Bowler (2007), who 

stated that CLIL teachers must be foreign language teachers, and others such as 

Nikula and Marsh (1999), who do not agree on this as they stress the that content 

teachers in CLIL do not need to be proficient in the foreign language because the 

pedagogic training is more relevant in these learning contexts. 

In Andalusia, despite the fact that teachers working in CLIL at state schools are 

content teachers, they need to prove they have a minimum level of B2 (Common 
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European Framework of  Reference for Languages, henceforth CEFR). As for private and 

semi-private schools, this profile is not that clear. It is not strange to find English 

teachers who are teaching non-linguistic subjects through English since they can 

choose who they take on as we will see when we describe the sample of our study 

(see chapter 4). The common point has to do with the linguistic accreditation; there 

is no teacher without it who is working in CLIL at our Autonomous Community. 

It brings to light the importance given to linguistic skills: “Good linguistic skills in 

the target language are necessary. Teachers who use CLIL need to be linguistically 

aware, possessing insight into how language functions, in addition to being able 

to use the language as a tool in the classroom. What is very important is that those 

teachers who know their linguistic skills are limited need to adapt their content 

and methods.” (Papaja 2013: 149).

Finally, teachers who use a CLIL approach must be aware of the need to 

incorporate into their daily teaching practise a series of fundamental ideas such 

as taking into account that they are the contents which provide the backbone of 

the learning of the foreign language since it is the instrument that conveys the 

curriculum (Consejería de Educación 2016)

All in all, there is not a unique profile of the CLIL teacher since the debate is still 

open and there is considerable lack of research outcomes on this. Nevertheless, 

since they work with a dual-focus approach, they must be competent in both 

issues, that is, they must be dually-qualified. 



185

3.4 CLIL TEACHER TRAINING

There are numerous factors that influence the results of bilingual programmes 

such as the implication and support of Administration and institutions, the 

resources, the economic investment… but it is the teacher what we identify here 

as the key to success due to its responsibility in educational daily practise. 

Different institutions and governments have highlighted the crucial role of the 

human factor in the success of bilingualism as well as the challenges arisen from 

CLIL. Consequently, there was a need to rethink these necessary competences 

and upgrade their training. Among other initiatives, they started by designing 

recommendations to help teachers at all educational levels to better understand 

the objectives, contents and strategies to be used within this methodological 

approach, to then continuing by implementing measures to improve coordination 

and teacher training with the foreign language fluency in both language and non-

language teachers in service. 

Despite this need, there is an insufficiency into the analysis about CLIL teacher 

training needs. As we highlighted in the first chapter of this Thesis, investigations 

have been connected to the different blocks of CLIL (4Cs) such as acquisition 

of the foreign language and students’ communicative competence (e.g. Llinares 

and Pastrana 2013 focused on the communicative skills of CLIL students at 

Primary and Secondary Education; Xanthou 2011 examined whether groups of 

elementary students exposed to AICLE acquire the contents; Sylvén and Ohlander 

2015 compared vocabulary acquisition between CLIL and non-CLIL groups.). 

Nonetheless, several studies attempted to identify the training needs of CLIL 

teachers and analyse the effectiveness of CLIL teacher training programs that have 

been developed in different regions. 

Pérez Cañado (2014) provided a detailed diagnosis of in-service CLIL teachers’ 

current level and training needs in Europe. She aimed to determine these needs 

regarding their linguistic and IC, theoretical underpinnings, methodological 

aspects, materials and resources and on-going professional development. Results 

manifest that teachers feel confident in terms of linguistic and intercultural skills 

due to the fact that most of them have a C2 level of the target language they 
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are using for teaching and they assume that they are able to foster attitudes like 

tolerance and respect among their learners. As for the theoretical underpinnings 

of CLIL, there is harmony between the level they have and the training they 

demand because they appear to be familiar with its framework. In regard to 

methodological aspects “in-service teachers appear to be particularly acquainted 

with CEFR, the ELP and Task-Based Language Teaching (TBLT). They are less 

familiar with the Autobiography of Intercultural Encounters and the lexical 

approach.” (Pérez Cañado 2014: 15). As for materials, teachers feel trained 

enough in this field except to the integration of curriculum and some ICT 

resources like webquests and computer-mediated communication. Finally, 

regarding training needs in professional development, teachers declared to 

have insufficient level on aspects like associations and organised conferences 

on CLIL, research journals and books about this approach, types of research 

methodology, participation in linguistic programs abroad, courses to improve 

their methodological skills, etc.

Moreover, at a European level, Pérez Cañado (2016) examined whether CLIL 

teachers are ready or not to face their roles. She realised that there are only two 

studies related to teacher training actions in European countries different than 

Spain. The first one was carried out in Poland by Czura, et al. (2009). Teachers and 

students reported through interviews the results of bilingualism in their country 

and it revealed that “teachers are involved, committed and eager, and see CLIL as a 

challenge and a source of professional satisfaction” and they also pointed out that 

“greater networking with schools abroad, increased teamwork, external suppor t 

and teacher training are called for. Finally, the lack of curriculum and ICT availability 

and the poor access to materials in English are all documented” (Pérez Cañado 

2016: 204). The second study took place in Italy where eleven CLIL teachers were 

interviewed about their experience working with this methodological approach. 

Results showed that teachers are satisfied with it because although there are 

different problems to overcome, CLIL improves their teaching and allows them to 

look at the subject from different viewpoints (Infante, et al. 2009).

In Spain, the situation is completely different since it is the country with the 

greatest number of studies articulated on this topic. It concurs with Coyle (2010) 

who believes that our country is one of the European leaders in CLIL. 
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We are going to review some of the investigations carried out in different 

regions of Spain, some of them are monolingual such as the cases of Madrid, 

Andalucía and Extremadura; and others are bilingual (Spanish plus a co-official 

language) like the Basque Country and Catalonia. 

- The autonomous community of Madrid has a long and solid experience 

with CLIL at different levels because the bilingual programme was im-

plemented in 2004. Since that moment they were aware of the fact that 

any innovative pedagogy to be effective needs the support of teach-

ers, so they planned initial training in English language skills (they 

become independent users holding a B2 CEFR) and later in teaching 

methodology in the United Kingdom. It means that they have been 

working on teacher training for long, but here, we highlight two stud-

ies promoted by the Universidad de Alcalá (Madrid). A research team 

of this institution was created to “follow up this innovative CLIL pro-

gramme, and do so focussing especially on how teacher were able to 

cope with the challenges inherent in this new teaching mode.” (Halbach 

2010: 244) because the lack of training programs caught their attention.  

The first one had a double aim: to examine how EFL teachers adapt 

to this new approach and to share expertise between the research-

ers and school teachers to end up designing a master’s degree pro-

gramme for them. First of all, they analysed how teachers under-

stand bilingual education and the training needs arisen from these 

conceptualisations to, then, develop high-reaching courses and 

programmes that design and implement a Master’s programme.  

They identify five different areas in which teachers need training (which 

are incorporated within their Master’s degree): “Thus, this is a clear in-

stance of how research outcomes have fruit- fully fed into enhanced 

teaching practice.” (Pérez Cañado 2016: 206): 

i) English language skills. Despite the fact that this autonomous commu-

nity has devoted much effort and investment to this area, teachers 

still feel that they need to improve their language skills, specially the 

spoken. As the project was running, teachers started to realise of the 
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importance of having a proficient command of the target language. 

ii)  The integration of content and language teaching. Once teachers re-

alised that this approach consists in a new way of teaching, they de-

mand methodological training mainly focused on strategies in order 

to integrate its dual focus and to develop students’ cognitive skills.

iii) Teaching literacy in the foreign language. Teachers do not feel ready 

to introduce their students to reading and writing because of the lack 

of grapheme-sound correspondence.

iv) Classroom management. It has to do with the domain of the group. 

Sometimes teachers feel that when they are teaching through a for-

eign language, some students can loose their attention and, con-

sequently, create annoying environment that is detrimental to the 

learning process. 

v) Materials development. This training need is less demanded now 

because of the amount of CLIL textbooks that have been published 

recently. Nevertheless, they ask for guidance about adapting resourc-

es to their students’ level and to the purposes of their subjects.

The second research study (Universidad de Alcalá) focuses on the linguis-

tic training of bilingual teachers, paying special attention to the communi-

cative field. Llinares and Dafouz (2010) emphasised that in Madrid there 

has been a powerful effort addressed to assess their Bilingual Programme 

distinguishing between Primary and Secondary levels. 

Then, Olivares Leyva and Pena Díaz (2013) designed a questionnaire that 

combines a series of Likert scale questions combined with open questions 

so as to test the effect of English Language course implemented at the 

Universidad de Alcalá for CLIL teachers and check if they (teachers in 

training) were satisfied with the communicative approach. 

Results presented the data obtained according to three main areas of the 

language training programmes. As for the organisational aspects, most of 

the surveyed teachers were pleased with the course and they agree with 

the timetable and the number of teachers and students per class. None-
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theless, some of them pointed out that it could have been longer and 

with fewer students since sometimes it was difficult to follow the class. 

Then, in terms of methodology, teachers claimed that groups were not 

homogeneous so it hindered the communication among students and be-

tween teacher and student, since the class was totally taught in English. It 

is striking that in regards to resources, training teachers did not complain 

about the compulsory textbook neither they missed more use of ICT in 

their lessons. Finally, teachers coincide with they way they were assessed 

not only because of the different variables that were included, but also 

the percentage that was dedicated to each of them. 

All in all, surveyed teachers seem to be highly motivated, enthusi-

astic and feel committed to do their best in order to achieve suc-

cessful outcomes although the danger of burnout was present in 

some cases.

- Alongside with Madrid, research scenery is prominent in Andalusia. One of 

the reasons has to do with its Andalusian Plurilingualism Promotion Plan that we have 

mentioned several times throughout the theoretical background of this The-

sis Three investigations are going to be presented due to their close relation 

with the topic under study in this chapter. They all focus on needs analysis. 

Rubio Mostacero (2009) interviewed twenty teachers in Jaén the 

same year of the launch of the Plan aiming at designing a train-

ing course for teachers of non-linguistic subjects. She first outlined a 

course model based on her previous experience that was then yield to 

revision. The results of this study showed lower English language level 

than that which the researcher expected, as well as a lack of knowledge 

regarding CLIL itself. Informants mentioned problems such as economic 

investment, lack of regard, resources and effective training. It could be 

explained by stating that teachers were familiar neither with the approach 

nor with the Plan yet, since it was the first year of implementation but, 

on the other side, it reveals a high interest in it. Another drawback of 

this study has to do with its methodology but it was covered by Cabezas 

Cabello (2010) who developed a research four years later of the imple-
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mentation of the Plan. It involved teachers and coordinators of the eight 

provinces of Andalusia were interviewed, so it offers a wider panorama 

of the reality. He aimed to contrast implementation procedures and the 

approaches of the Plan. In summary, results revealed that students are 

beneficiary in terms of cognitive, cultural, communicative skills and moti-

vation whereas teachers and families need specific support. Nevertheless, 

they all agree that the Plan provides homogeneity and a fruitful guidance. 

The final study presented here was carried out by Salaberri Ramiro (2010). 

She analysed the measures adopted in Andalusia from 2005 to 2009 to 

enhance its CLIL teacher training to help Primary and Secondary teachers 

who teach their non-linguistic subject through a foreign language. These 

strategies were implemented in accordance to the Plan which includes 

eleven actions related to this issue and the institutions in charge of them. 

Salaberri Ramiro named these actions as follows (2010: 145-146):

i) “Development of teacher training courses for early language learn-

ing, at the Teacher Centres. 

ii) Development of teacher training courses to improve teaching prac-

tise with regard to communicative theories, at the Teacher Centres.

iii) Training programme for language teachers and teachers of non-lin-

guistic subjects on methodology, based on the CEFR, and the Euro-

pean Portfolio, at the Teacher Centres.

iv) Development of in-schools training in bilingual schools and the cre-

ation of work groups promoted by the Teacher Centres.

v) Development of intensive foreign language training courses for all 

teachers, especially those in Bilingual Schools, at the Official Lan-

guage Schools.

vi) Free courses for teachers involved in the “Andalusian Plurilingualism 

Promotion Plan” in Official Language Schools and other collaborating 

organisations.

vii) Development of training activities through distance learning.

viii) Award of licenses for specific studies for language training in foreign 

countries.

ix) Establishment of a catalogue of good practices for language teaching.
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x) Proposal to reform the process to recruit teachers, incorporating lan-

guage skills teachers.

xi) Proposal to review employment practice with the creation of a 

language skills profile for teachers of non-linguistic subjects.” 

These actions were promoted in all the provinces as well as some meet-

ings. Moreover, the Regional government signed agreements with all 

the Universities who committed to provide training in different aspects. 

The participation of teachers and schools in all these initiatives, who were in-

volved in the programmes (English, French and German), have increased sig-

nificantly along the years, which means that they are convinced of their benefits.  

Before moving to another autonomous community, we must take into 

account that the 31st of July of 2014 the 3rd Andalusian Plan of  Teachers’ Lifelong 
Learning (III Plan Andaluz de Formación Permanente del Profesorado) also includes 

among its axes one about the foreign language communicative com-

petences of CLIL teachers according to the Decree 93/2013. In addition, 

this training not only refers to language training but it involves other 

objectives like to encourage the pedagogical and didactic update and to 

undertake an integrated treatment of languages, as well as to promote 

the educational European dimension in schools since the Plan bets for 

plurilingualism and Interculture.

- In Extremadura, we find another CLIL teacher training needs analysis 

(Alejo and Piquer Píriz 2010). It focuses on both Primary and Secondary 

school teachers. CLIL in Extremadura is characterised by the heterogene-

ity of the contexts and the policies which state which teachers can work 

in bilingual sections. Then, this qualitative study aimed to first define the 

competences of CLIL teachers to afterward identify their needs. To do 

so, they interviewed teachers using a semi-structured questionnaire and 

gathering documentation from institutional context and current teaching 

activities. As for the competences, they highlight linguistic and method-

ological competences, other related to the assessment and the knowledge 

of the theoretical underpinning of CLIL. Then, when they analysed the 

needs, they emphasised the need to adapt the language to the context so 
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to overcome it they resort to courses of Language for Specific Purposes 

(LSP) using Target Situation Analysis (TSA).

- Catalonia, as the first bilingual autonomous community we present here, 

has also searched about issues related to CLIL teacher education. Escobar 

Urmeneta (2010) presented a model of pre-service teacher-education for 

CLIL. First of all, we should bear in mind that in Catalonia “teachers exer-

cise their profession in its completely bilingualised school system, where 

English is steadily gaining ground as the third language of instruction.” 

(2010: 189). It makes their context particular as in the Basque Country they 

implemented bilingual education since many years ago when their co-offi-

cial languages where used as the language of instruction. Some years later, 

professors and school teachers join their efforts and develop activities and 

strategies to raise awareness of the distinctiveness of CLIL. This collabora-

tive research, after examining in depth the role of the CLIL teacher, the gap 

between theory and practise and other aspects, ends up with the model of 

training based on concrete experience, observation and reflection, forming 

abstract concepts and testing new situations. The components of these 

models provide students and teachers with skills needed for teaching a 

subject through a foreign language, collaboration strategies and ways of 

implementing it in the classroom. This research means the implementation 

of a compulsory pre-service Master course in CLIL teacher education. But, 

finally, the author stated that: “Without a learner-centred approach to sub-

ject-matter teaching the democratization of CLIL is not viable. But change 

can only be brought about as a result of educational actions constructed 

and co-analysed by practitioners –old-timers or newcomers- teaching and 

reflecting together” (Escobar Urmeneta 2010: 213-214).

- The Basque Country has a long trajectory in terms of bilingual education 

and immersion programmes due to the characteristic we have mentioned 

before, they are bilingual Spanish-Basque). Moreover, if we centre our at-

tention on CLIL activity in English, “there have been Primary programmes 

instigated by the Centro of Modern Languages (CIM) in the 1980’s, the 

multilingual “Eleanitz” project of the Federation of Ikastolas, projects to 

develop materials and training in the State Schools ANIZPE (a pilot mul-

tilingual CLIL project), INEBI and BINEBI (Content and Language Inte-
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grated Learning Sequence for Primary And Secondary Education), and 

trilingual CLIL programmes which have sprung up in recent years in the 

private sector.” (Ball and Lindsay 2010: 162). They two aimed to improve 

teacher training. Their project focused on materials and task design so 

they then define how teachers must be trained to put them into practise 

efficiently. Despite it is a concrete study, it enhances the education of 

these group of teachers. Nonetheless, further improving plans for teacher 

development is necessary outside this project. 

The result of these investigations concerning CLIL teacher training allows 

us to say that despite the great initiatives with regard to CLIL teacher 

training in Spain, most of them have been devoted to implementation 

procedures, linguistic skills and methodological strategies. Thus, we cor-

roborate the lack of research relative to Interculture so not only it is 

understudied in school practises, but also in teacher training matters. 

It means that we do not know if CLIL teachers need to be trained and 

guided to develop the intercultural axis of this approach not only through 

the language but also through contents to achieve the real intercultural 

learning among students. 

Then, we believe that initial and lifelong teacher training as well as the 

development of IC have not been included within specific didactic and 

pedagogic training. It is incoherent if we consider that nowadays societies 

are becoming plurilingual and multicultural so it is absolutely necessary 

to train teachers not only on linguistic skills but also on intercultural 

skills in order to foster interculture, openness towards other cultures and 

knowledge about them so it will allow them to efficiently answer to cur-

rent contextual needs.

In this context, we focus our attention on the need to develop and imple-

ment intercultural training model for CLIL teachers.

Diversity is present in schools as we saw in the second chapter. More-

over, the latest data provided by the Ministry of Education that are includ-
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ed in the annual report Facts and Figures. 2015/2106 school year (Ministerio de 

Educación, Cultura y Deporte 2015), the number of immigrant students 

rose from 460,518 in 2014-2015 to 712,098 during the year 2015. It rep-

resents almost 10% of the total population of students in non-university 

educational levels.

Consequently, we assume that the widespread of CLIL coincides with 

a transformation of the educational landscape, where there is no doubt 

that attention to diversity is a major challenge to strengthen equity and 

equality in our system.

Schools are changing and they have to cope with the difficulties related 

to the integration and inclusion of different existing cultures; they should 

avoid and prevent the possible discriminatory and racist behaviours that 

can lead to serious social conflicts within the educational community 

(Pasquale 2015). Therefore, it is essential that teachers who are both in 

service and those who are starting their training at the Faculties of Edu-

cation develop intercultural skills that allow them to interact properly in 

this new educational reality.

Since CLIL counts with an intercultural axis, we think that it is time to 

reinforce teacher training in this sense not only because of the increas-

ing presence of students from different cultural backgrounds, but also to 

respond to the demands of inclusive schools. (Pérez Gracia, et al. 2016).

We want CLIL teachers to see the world from different perspectives and to 

develop this ability among their students, to foster intercultural dialogue, 

to build interpersonal and intercultural relations that last in time and to 

be able to respect others costumes at the same time they do not underes-

timate their own ones (Deardorff 2011).

These training courses should provide teachers with techniques and 

strategies to develop IC among their students through their teaching of 

contents, design and implementation. To do so it is necessary that they 

include in their teaching all students and they educate for diversity taking 
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into account their own beliefs, attitudes, values and perceptions and try 

to understand the perspectives of minority ethnic groups (Aguaded, et 
al. 2013; Cebron, et al. 2015). CLIL teachers should have a solid sense of 

their own cultural heritage and identity as well as “critical thinking skills 

to question injustice, debate issues logically and sensitively, and advocate 

for the marginalized, and the ability to engage learners in such discus-

sions and actions of solidarity” (de Leo 2010: 31). In addition, through this 

training, teachers must learn to extract and maximise the cultural load all 

linguistic contents and non-linguistic contents have despite it is hidden 

sometimes, to know appropriate techniques to introduce changes and 

adaptations along the curriculum, to include both new cross-curricular 

themes and the reinforcement of intercultural skills, to create and adapt 

teaching materials and to know in depth the Autobiography of Inter-

cultural Encounters (Byram, et al. 2009). It is also important that these 

teachers are able to foster a positive and sensitive learning environment.

As we understand this intercultural training, it embeds the other axes 

of CLIL so it can be seen as a cross-curricular competence (section 3.5). 

It is true that there is a deficiency in CLIL teacher training with regards 

to methodology in general (e.g. Martín del Pozo 2011; Cabezas Cabello 

2010, Fernández and Halbach 2011; Pérez Cañado, 2014) and intercultural 

skills in particular (Pérez Cañado, 2014). All teachers must be trained in 

this field but those who develop their professional activity in CLIL settings 

should place special emphasis on this for two reasons: the intercultural 

axis of CLIL and the potential that this approach offers to sensitise stu-

dents in intercultural matters teach them to know and accept cultural dif-

ferences, to reflect on their own cultures and to understand that nothing 

is unidirectional (Méndez García 2012; 2013). Also, Coyle (2009) stands 

out that although IC is one of the key axes of CLIL, this is not developed 

in an automatic way but it needs specific and explicit attention.

In light of these facts, it is necessary to promote and assess the signifi-

cance of culture in a process of interaction like education.
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The flexibility of educational structures to attend to students diversity and 

societies’ demands significantly influences the teaching profession, which 

is becoming more complex. Therefore, the new leadership role and en-

ergising of the teaching-learning process increases the responsibilities of 

teachers and the need of designing more lifelong learning courses about 

intercultural and methodological competences.
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3.5 CLIL TEACHER’ COMPETENCES

Education is a complex task due to several reasons. One of them has to do with the 

need to adapt to your context. Educators have to develop their own concept of what 

an efficient education practise is so it does not consist in following a prescription 

but to consider their learners’ needs as well as the learning environment conditions 

so as to achieve the best results. Teaching is an arduous task but it is not always 

recognised enough in society and it also influences their professional development. 

Then, we can say that teachers need to receive a holistic training (section 3.4) that 

enables them to acquire the suitable competences (Pfingsthorn and Wolfgang 2016) 

to carry out their tasks, analyse their contexts, resolve possible conflicts, reflect on 

what working methods are better to improve learners’ achievement, evaluate their 

students’ progress along the teaching-learning process, and also to self-evaluate 

their activity to then think about what they can improve for future academic years.

There is no doubt that every teacher needs to be competent in their concrete 

field of knowledge but it is not enough to find success in their daily praxis. After 

analysing the initial training of Primary Education teachers at the Faculties of 

Education in Andalusia, we can say that they all count with subjects that provide 

teachers with specific didactic instruction, so it is an advantage if we compare 

them with Secondary Education teachers who need to enrol on a Master’s degree 

in order to complete this training. 

Teachers need to receive appropriate pedagogical training related with 

teaching, but also with students’ learning. Obviously, they must have appropriate 

knowledge about the content of the subject they will teach, along with the skills 

and attitudes that enable them to understand the complex situations of teaching 

(Serrano Rodríguez 2013). Moreover, without diminishing the importance of the 

different theories about teaching-learning process, it is determining that teachers 

know the characteristics of the students with whom they will carry out their work 

day by day, it means, the psychological and developmental characteristics, the 

relationship with their peers and family, their motivations, interests, etc. 

Equip CLIL teachers with the knowledge, attitudes and skills they require 

upgrade both methodological and academic achievement within this approach. 
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Competence-based learning enables the improvement of the design of modules 

and courses based on what we want to obtain and it lets us to individually 

assess the level of competence development. In this context, we understand the 

term ‘competence’ as the ability to put in practise the skills, knowledge and the 

appropriate methodological strategies that capacitate them to efficiently work in 

the CLIL classroom. In order to design teacher education specific modules for 

CLIL practitioners, it is essential to define which competences are needed (Pérez 

Gracia 2016: Melara Gutiérrez and González López 2016), moreover, there is a 

new tendency of looking for a model which includes all the competences of CLIL 

teachers. 

Then, we must say that this approach demands some particular competences, 

not only linguistic (Melara Gutiérrez and González Lopez 2016), but also 

methodological and intercultural due to the complexity of the CLIL matrix which 

leads to rethink the whole teaching-learning process because these teachers’ 

main objective is to achieve a balance between cognitive, linguistic, content 

and cultural demands when they design their annual teaching planning. As we 

have mentioned in the first chapter, this approach is not unidirectional since, 

to be effective, it needs the interaction between teacher-student and student-

student so as to take the best of collaborative and cooperative work. As for the 

linguistic competences, Wolff (2012) pointed out that CLIL teachers, besides the 

improvement of the foreign language competence, must learn about the process 

of how people acquire the language and how it works. CLIL places the centre of 

attention in cognitive processes since they make teachers and students to be more 

aware of the process of learning, to demonstrate and understand knowledge, 

apply it, analyse it, synthesise it and evaluate it (Anderson and Krathwolh in 

Pavón Vázquez 2014). As for the IC, they are required not only to enhance an 

intercultural understanding among students through the language, but also to 

develop it within the non-linguistic contents. 

Thus, we are going to go in depth in these competences trying to explain them 

in detail. 

In the literature, there is a wide range of ways of gathering CLIL teachers’ 

competences (Bertaux et al. 2010; Marsh et al. 2001, 2010; Melara Gutiérrez and 
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González López 2016; Pistorio 2009). We have chosen the main important ones 

and we have classified them according to general and specific competences 

(linguistic, methodological and intercultural). 

3.5.1 CLIL TEACHER’ GENERAL COMPETENCES

There are some general competences that are important for every teacher 

regardless their specialization and the stage where they work (Primary, Secondary 

or Tertiary education). Philippe Perrenoud outlines ten new competences that are 

essential to teach in nowadays educational context (2004):

1. Organizar y animar situaciones de aprendizaje. It means to orga-

nise and inspire students learning opportunities. As we have said, 

to know the specific content of the subject is not enough; teachers 

have to involve students by awaking their interests so they can 

work from these at the same time that they make pupils research 

and work in projects. 

2. Gestionar la progresión de los aprendizajes. It means to manage 

students’ learning progression. To adapt the learning objectives to 

the students’ level and possibilities is highly important. Students 

are a focus of information so teachers have to be able to analyse it 

in order to avoid problematic situations in which activities do not 

meet students’ abilities. It is necessary to deeply know the stages of 

cognitive development. 

3. Elaborar y hacer evolucionar dispositivos de diferenciación. It has 

to do with the development and evolvement of differentiation 

mechanisms, dealing with students’ heterogeneity.

4. Implicar a los alumnos en su aprendizaje y en su trabajo. It is to 

make students get involved in their learning and work. Develop 

their responsibility and commitment to working properly. Teachers 

have to help students maintain their motivation level towards learn-

ing and feel close to them and to the school. 

5. Trabajar en equipo. Work in groups. These groups do not include 
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teachers only but everybody e.g. families, school staff, students, 

among others. Perrenaud (2004) stated that teachers must be able 

to design and implement projects which count with the effort of 

everybody so these synergies contribute to a more effective learn-

ing. To do so, educators must possess leadership skills to promote 

interpersonal relationships among them and jointly face possible 

problems.

6. Participar en la gestión de la escuela. To take part in school man-

agement development. It goes beyond schools’ walls; it opens their 

doors to the whole educational community so as to establish links 

with institutions and administrations in order to handle resources 

appropriately and purposefully. 

7. Informar e implicar a los padres. To inform and involve families so 

they feel part of the school community. Families must value the pro-

cess of knowledge construction so it goes further than the mere partic-

ipation in school activities which, according to the author, was already 

one of the most relevant milestone of the 20st century education. 

8. Utilizar las Nuevas Tecnologías. To use Information and Commu-

nication Technologies (ICT). Teachers must be able to take advan-

tage of the wide range of benefits that they bring about in practise. 

Schools cannot progress without considering the role of ICT in their 

classrooms. Thus, teachers have to be competent not only in editing 

documents and Power Point presentations, but also in making use of 

the wide range of digital resources provided by the different edito-

rials and in carefully using internet. Consequently, besides the pure 

technique command, they need to control their didactic application.

9. Afrontar los deberes y los dilemas éticos de la profesión. To tackle pro-

fessional duties and ethical dilemmas: to prevent violence in schools, to 

fight against sexual, cultural ethnic and social prejudices and discrimina-

tory actions, and to develop a sense of responsibility, solidarity and jus-

tice are crucial to create peaceful environment in schools and societies. 
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10. Organizar la propia formación continua. To manage their 

own professional development means to be able to choose 

which training they need among the different courses and pro-

grammes supplied by different institutions and teachers’ centres.  

CLIL teachers must command all of them but they should put special emphasis on 

managing student learning progression to properly scaffold it; involving students in 

their own learning process so they feel recognised and motivated; promoting team 

work (since collaboration is a key aspect of this approach); involving parents because 

they frequently do not feel confident enough with this approach due to the lack of 

linguistic competence; using ICT because it makes the learning process more dynamic 

and it encourages the promotion of intercultural understanding and competence among 

students; facing ethical and current dilemmas that exist both in schools and society; and 

feeling committed with their lifelong learning and training.

3.5.2 CLIL TEACHER’ SPECIFIC COMPETENCES

This group of competences is divided intro three blocks namely linguistic, 

methodological and IC. 

3.5.2.1 Linguistic Competences

Classroom discourse and interactions form a relevant area within CLIL 

research. They have been analysed in different research studies (e.g. Dalton 

Puffer and Smit 2007; Dalton Puffer 2008; Dalton Puffer 2011; Llinares, et al. 
2012) however they rarely include concrete methodology. Nikula, et al. (2013: 

73-74) carried out a research on CLIL classroom discourse focusing on three 

different viewpoints according to their main orientation: “(a) to classroom 

discourse as an evidence-base for language learning, (b) to language use and 

social-interactional aspects of CLIL classroom interaction, or (c) to processes of 

knowledge construction in and through CLIL classroom discourse”. Although 

these perspectives are interconnected, the theoretical background and 

justification behind them are different. In addition, they are all necessary to 

describe language in CLIL in detail. 
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What is evident is that in CLIL contexts, linguistic competences are 

intricate, diverse and needed because teachers must bear in mind that they 

have to make both the comprehension of the language and the contents 

easier. Moreover, we have mentioned several times that this approach does 

not consist only in changing the language of instruction but it entails more 

complexities such as the change of the teachers’ discourse. They should 

use body language, resort to synonyms and antonyms, modify their pitch 

and pace when talking and pause for thinking and reflecting, among other 

innovative and purposeful resources. 

Bertaux, et al. (2010) designed a grid of CLIL teacher’s competences where they 

include the linguistic ones. Among them, we can see the distinction between the 

language of the classroom management, the language of planning CLIL and the 

language of teaching CLIL.

For the first ones, we mean those abilities to use the language in order to 

organise the classroom routines and daily praxis in terms of controlling behaviour 

and interactions, to let students know how to physically arrange the classroom 

and to promote communication among them.

Within second group of competences, we include those related to what teachers 

should be able to take into account in terms of language when they have to plan 

their teaching.

Finally, the last group focuses on the set of knowledge, skills and attitudes 

that teachers are required when they are carrying out their tasks of instruction to 

ensure learners keep motivated and progressing in their learning process.

These three blocks are equally important because they are interconnected. 

Then, teachers need to be competent in all of them.
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3.5.2.2 Methodological Competences

As for the methodological competences, we have divided them into two groups: 

theoretical and practical ones. We often find the dichotomy between theory and 

practise in which the first one refers to abstract and deeper knowledge while 

the practical one is more oriented to the learning of abilities rather than the 

acquisition of knowledge (Núñez, et al. 2012). They complement each other and 

both as necessary to prepare teachers since they establish a relationship between 

CHAPTER 3: THE TEACHER AS AGENT
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what they know, how they put their knowledge in practise and whether it works 

or not.

Theoretical competences are related to the conceptual framework of CLIL. In 

this sense, CLIL teachers have to understand the main features of CLIL (Pistorio 

2009), contextualise CLIL with respect to the curriculum (Marsh et al. 2010), define 

their own pedagogical strategies and related needs, and they must be able to 

analyse and interpret research outcomes, as it seems that we are at a moment 

when CLIL practitioners are asking for results to help diffuse fears and reinforce 

the connection between the academic world and the classroom praxis. 

Practical competences are organised into three different blocks that can be seen 

below. Then, table 3.2 details the competences of each group: 

§	 Planning and organising. These competences enable CLIL teachers to 

enrich the learning environment and to integrate a variety of materi-

als. Planning is crucial not only because teachers need to set objec-

tives in time, but also because teachers need to adapt their teaching 

materials in order to suit each group’s level of content, language and 

cognitive skills. It is important that teachers include real material in 

their classroom to motivate students and guide them to become more 

open-minded, since these can help us to and to introduce real materi-

als from different parts of the world to increase students’ intercultural 

learning and understanding. 

§	 Learning and teaching strategies. CLIL means a change in the teaching 

strategies. First of all, teachers have to be able to develop “thinking 

centred” classroom teaching because “it involves teachers and learners 

in thinking about ways of ‘reaching’ content and the means of express-

ing an understanding of it. It demands self-awareness and self-regula-

tion as it involves conscious thinking about learning processes.” (Pavón 

and Ellison 2013: 73). Then, because of the complexity of CLIL matrix 

that involve four axes that must be present in lesson planning in order 

to meet CLIL basic premise (Coyle 2007). Cross-curricular links are 

decisive with a view to enhance cross-fertilisation among subjects and 
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to facilitate integration. Teachers must design strategies which connect 

new contents with the previous ones, as well as with the students’ ex-

periences in everyday routine so they feel that their progress is more 

significant and they are aware of their positive development and evo-

lution. Finally, CLIL teachers must enhance creativity and successful 

learning by discovery activities (Melara Gutiérrez and González López 

2016).

§	Assessment. This last block refers to another important area within 

this methodological approach so this is why some authors (e.g. Melara 

Gutiérrez and González López 2016) separate this group of compe-

tences from the methodological ones. Assessment is not a simple task 

and teachers must consider what students learn and the way they do 

depends on the design of assessment tools and techniques. Moreover, 

they should also self-evaluate their role, skills and attitudes. Assess-

ment tools have to be different whether it aims to diagnose the starting 

objectives, to identify possible handicaps and difficulties and its origins 

or to determine what has been learnt by students and the quality of the 

teaching process.
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3.5.2.3 Intercultural Competences

There is another set of competences that teachers must acquire not only to develop 

properly the intercultural axis of CLIL but also because IC are more important 

than ever as “they make it possible for us to address the root causes of some of 

the most virulent problems of today’s societies in the form of misunderstandings 

across cultural, socio-cultural, ethnic and other lines: discrimination, racism, hate 

speech and so on.” (Huber 2012: 5).

Consequently, it is necessary to be aware of the considerable potential of CLIL 

as an added value to the curriculum in terms of intercultural understanding; that 

is to say, we are interested in determining which are the competences that must 

be developed in order to take the best of our students in terms of interculturalism. 

It is difficult to raise students’ intercultural awareness if teachers are not 

competent in that area (that is, the intercultural competence - IC); this must be 

done through a methodological approach that combines content and a foreign 

language according to the level of Primary Education as we have mentioned in 

the previous chapter (see sections 2.5 and 2.6).

Up to the moment, there is not much done on CLIL IC (e.g. Pérez Cañado 

2016; Dafouz and Hibler 2013; Méndez García 2012); a lot of research must 

be done to finally find out the CLIL teacher’s needs in order to achieve one of 

them main objectives of this approach, which is to acquire (and help students 

acquire) intercultural awareness, at the same time that this helps them understand 

themselves (all of them, teachers and students) as citizens of the world. This fact 

also explains the reason why the intercultural axis of CLIL is underdeveloped: 

more research is needed that helps scholars and practitioners agree on a suitable 

way to do it across all educational levels. Nevertheless, Melara Gutiérrez and 

González López (2016) in their study pointed out that CLIL teachers need to be 

able to attend to diversity but they only refer to the ability to transmit cultural 

diversity “capacidad para transmitir al alumnado la diversidad cultural, tanto local 

como global” (ibid. 2016: 138). However, there are some research studies about 

teachers’ IC, most of them focused on foreign language teachers and then, paying 

specific attention to intercultural communicative competence (e.g. Chao 2015; 

Breka and Petravic 2015; Hanesová 2014; Paricio Tato 2014; Byram 2014).
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Bertaux et al. in their grid also include competences to promote cultural awareness 

and interculturality. They outline that CLIL teachers can (2010: 6):

§	 “Select and adapt authentic material from different regions or countries. 

§	Articulate key cultural parameters associated with the CLIL language. 

§	Guide students in developing cultural awareness.

§	Guide students in acting in the ‘right way’ and saying the ‘right thing’ in 

the appropriate context.

§	 Raise learners’ curiosity about the culture(s) related to the CLIL language. 

§	Help students to move beyond superficial cultural stereotypes and learn 

about TL country/countries and their people(s).

§	 Initiate or support virtual or physical exchanges with students from other 

regions/countries.”

As we can see, most of the previous contributions, once again, support the 

development of IC based on language but we are convinced that CLIL teachers 

need, apart from these ones, distinct competences which help them to work IC 

not only through language but also using the contents of each non-linguistic 

subjects.

For that purpose, we have designed a series of strategies and resources that 

can help these teachers to promote IC, IE and the intercultural axis of CLIL at the 

Primary Education stage:  

Strategies:

a. To set a plan of coordinated work between the content and the language 
teachers of the CLIL team is extremely important. This must be done by 
stating the work of the content teacher as the responsible for the curricu-
lum organisation, as well as that of the language teacher as the designer 
of the methodological construct of the integrated curriculum that this 
approach established as one of its mainstays. So, the content teacher is 
the responsible for the content, and the language teacher for the design 
of the most appropriate methodology that helps this content to be driven 
into the CLIL classroom. 

b. To establish collaborations with other institutions, associations, organi-
sations as a source of ideas that teachers transform into activities to put 
students closer to different cultures.
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c. To educate in values. Values-based education is part of IE so it contrib-
utes to the development of IC among students. It is a broad and com-
plex concept as it involves the whole educational community seeing 
that it consists in extending the reach and effects of education instead 
of limiting it to the own process of teaching-learning. It considers ob-
jectives related to morality and civility with the final goal of training 
responsible citizens who are able to take part in every activity of the 
society. To educate in values strengthens a way of life based on re-
spect to others, inclusion, democracy and solidarity. It gains even more 
importance in current societies characterised by social and economic 
complexities as a consequence of globalisation. In this context, citizens 
must be able to take on new challenges and to feel actively committed 
with their roles in societies in order to progressively build a fair, inclu-
sive, equitable and intercultural world. Thus, it is also closely related 
to IE and to what some countries understand as Citizenship Education. 
Teachers must reflect this responsibility in their planning to make it 
real (despite its difficulties).  Moreover, it is relevant that the seven 
competences of the current Spanish educational law explicitly refer to 
educate in values and attitudes that favour social well-being, a compre-
hensive training of people, their critical reasoning and understanding 
of the world, sustainability and respect for the environment, responsi-
bility and the exercise of democratic citizenship (Calandín García and 
Gozálvez 2016).

d. To promote intercultural activities. It is important that both teachers and 
the school as an institution join their forces to design and implement 
purposeful activities such as the ones promoted by Aula Intercultural10. 
These activities should invite students to critically think about currently 
relevant topics (e.g. immigration, or environmental sustainability) to de-
velop personal values such as empathy and respect. Teachers have to 
rethink how they introduce their contents, include role plays to work on 
diversity, stereotypes, prejudices, intercultural communication, racism, 
differences, and jealousy among others.

e. To group students purposefully. Working together helps to encourage some 
of the main attitudes and skills that students need to become interculturally 
competent. The physical and spatial dimensions of the classroom influence 
the learning environment, according to Iglesias Forneiro (2008). This dimen-
sion refers to the different objects present in the classroom such as desks, 
working materials and chairs, and to their organisation. In this sense, teachers 
can modify them in order to make the improvement of IC easier in two ways:

10Aula Intercultural: http://aulaintercultural.org/2003/10/29/queriamos-trabajadores-y-vinieron-personas-actividades-para-
practicar-la-interculturalidad-en-el-aula
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§	Being flexible in the way they sit their students (individually, in pairs, 
in small, medium and big groups) depending on the aim of the activ-
ities will be carried out.

§	Decorating the classroom with images or objects from different cul-
tures and with signs written in different languages (not only Span-

ish-English).

f. Mixing different types of activities. Due to the complexities of CLIL 
(4 Cs) and to the difficult task of developing its intercultural axis, it is 
necessary to provide students with a wide range of activities so as to 
achieve its main premise according to which students must progress 
in content knowledge, communicative skills, cognition and intercultural 
understanding. If teachers mix along their planning research, communi-
cative, cooperative, affective and intercultural activities, it will be easier 
to achieve the goal. 

g. Working together with Temporary Classrooms for Linguistic Adaptation 
(ATAL in Spanish) and developing a project based on School Media-
tion as promoted by the Andalusian Government in order to overcome 
difficulties regarding linguistic adaptation and possible conflicts due to 
racism, sexual or other kind of discrimination.

Resources:

§	 Real materials. Introducing real materials (e.g. leaflet, magazines, photos, 

or objects from different cultures) in the classroom brings about multiple 

effects. It always catches the attention of students who tend to feel more 

motivated when they learn from things that they can use in their daily 

life for different purposes, so it makes learning meaningful. In terms of 

interculturality, the use of intercultural objects can enable students to 

look at the same object from different cultural perspectives, as well as to 

make them familiar to those who did not know them. 

§	Digital resources. There is a number of studies that support the benefits that 

the use of ICT brings to CLIL contexts (e.g. Paliwoda Pekosz and Stal 2015; 

Fernández Durán and Cruz 2013; Verdugo Ramírez and Sotomayor Sáez 2012). 

In turn they promote IC because it moves the world closer to learners. In ad-

dition, Internet allows teachers to communicate with students and teachers 

from different corners of the world which can help them enhance intercultural 

communicative competence among others (García Penalvo 2013).

§	 The textbook. Among the infinite available teaching resources, the textbook 

11 Junta de Andalucía: http://www.juntadeandalucia.es/educacion/webportal/web/convivencia-escolar/materiales/
bibliografia/ayudante
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is the basic and main curriculum mediator used in our country. There is a 

solid debate behind this statement since not everybody agrees with the po-

tential of this resource. It is true that both teachers and families appreciate 

its value; however, technological and social factors have lead to a lost of 

prominence, which has directly impacted on the quality of education. 

§	 Teachers are almost exclusively guided by the textbook even though 

they resort to other supplementary materials along their routines so it 

has a huge impact on the content sequencing and the different teaching 

strategies.

§	 This instructional tool is a central source for all teachers and its role 

is even more essential in CLIL contexts. CLIL teachers sometimes feel 

unconfident (Dalton Puffer 2006) so it can provide them as a guide to 

perform their teaching practice. Nevertheless, there is a debate about the 

appropriateness of these, mainly, in terms of the linguistic level. Some-

times these books are not in relation with the level that CLIL the students 

have in the target language because their grammar structures and vocab-

ulary hinder the comprehension of the non-linguistic content, since they 

cannot follow and understand the texts (García Bermejo 2015). 

§	CLIL textbooks have not been analysed in depth yet; there are only few 

studies focused on its linguistic axis in relation with the content one. As 

for the intercultural axis of CLIL, there is not any research study which 

analyses the inclusion of the IC in CLIL textbooks, as opposed to foreign 

language textbooks which have been deeply analysed in terms of cultur-

al and intercultural learning (e.g. Canale 2016; Raigón Rodríguez 2015; 

Raigón Rodríguez and Larrea Espinar 2015; Larrea Espinar 2015; Méndez 

García 2001).

To conclude, we believe that CLIL teachers must develop the different areas 

of the IC. This analysis has been detailed in the table 3.3 below, which is a 

comparative study based on a research project called Intercultool 12 and Byram’s 

concept of Intercultural Communicative Competence (1997):

See: http://www.intercultool.eu
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3.6 CONCLUSIONS OF THE CHAPTER

This chapter analyses the role and emphasises the importance of the teacher 

within CLIL settings. Despite the fact that it is supported by a well-documented 

study, the research about the CLIL teacher training still needs more attention. 

Theory and practise should move closer so we need to carry out studies that 

establish a fruitful collaboration of practitioners and researchers in this area. 

It is also necessary that we establish now the net that in the near future can 

promote investigations aimed at broading the field of research and combine 

more exhaustive methodologies, such as triangulation of data and mixed research 

methods. Both of them are widely used in Education as they provide a more 

holistic viewpoint of the data.

To test how teachers are dealing with this approach in practise will help all 

stakeholders to keep on progressing, improving and learning from each others’ 

mistakes.
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4.1 INTRODUCTION

The logic of research deals with both the methodology and the principles 

that guide the research since it has to do with investigating the strength and 

weaknesses of techniques and procedures (Blaikie 2009; Grix 2002). Decide 

which methodology to use is one of the first and most important decisions to 

make. Actually, according to Buchanan and Bryman “choice of method tends to 

be presented as a step in the research process between setting the objectives and 

commencing the fieldwork. Consequently, methods are characterized in terms of 

finding the appropriate tool in relation to research topic and questions” (2007: 

483). This determination is always influenced by the research questions, the 

objectives (general and specific) and the hypotheses of the study. Moreover, it 

must be considered that a key aim of empirical research design has to do with 

the transparency of the research process (Hedges 2012). 

Deciding ontology is the first step from which epistemology and methodology 

are developed. “Ontology is the starting point of all research, after which one’s 

epistemological and methodological positions logically follow” (Grix 2002: 177). 

Therefore, the principles underlying research are both ontological (image of social 

reality upon which theory is based) and epistemological (reflect on our assumptions 

about theories and concepts). Sometimes there is a misunderstanding about the 

relationship and distinctions among ontology, epistemology and methodology, 

Grix (2002: 179) states that it is crucial to “…setting out clearly the interrelationship 

between what a researcher thinks can be researched (their ontological position), 

liking it to what we can know about it (their epistemological position) and how 

to go about acquiring it (their methodological approach)”.

Regarding methodological approaches, there has been an intense debate about 

whether quantitative or qualitative are more appropriate both in Social Science 

and in Humanities, but there is little doubt that the research which decides to 

involve the integration of quantitative and qualitative research is highly common 

since the last decade (Bryman 2006). It is because of the fact that a line between 

the two trends means maximum profit in order to carry out a methodological 

study as successful and appropriate as possible for each research problem.
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Our approach is based on a descriptive methodology, which seeks to analyse 

the educational reality as it is, combining the qualitative and the quantitative 

analysis of data collected from two types of instruments; the first one administered 

among private and semi-private Primary Education school CLIL teachers, and the 

other to Primary Education textbooks, so that we can offer an explanation, as 

comprehensive as possible, to the facts of this study, observe trends, and infer 

results for helping educational actors making appropriate decisions. According to 

Ruiz Olabuénaga: “Definir el problema de la investigación equivale a seleccionar 

una dirección concreta (…) o seleccionar un evento, una situación, un hecho, un 

comportamiento y delimitar el tiempo, el espacio, las personas, el contexto en 

donde uno se decide a investigar” (2003: 54). It means that once we identify the 

research problem we have also to choose the fact, the context, the participants 

and the specific moment to do our research. Furthermore, we should take into 

account the different variables that can systematically and unavoidably influence 

the choice of organisational research methods. Buchanan and Bryman (2007) 

established a list of facts that affect research methods:

- Organizational: They have to do with the location, the sites, whether the 

structure is stable and its size.

- Historical: They are related to the experience and evidence base of the 

research topic.

- Political: They mainly concern with the stakeholders demands and the pos-

sible permissions to have access to the participants. 

- Ethical: Codes of practise, scrutiny and commitments. 

- Evidential: They refer to who and by whom the research findings will be 

used – academic, management, research participants and audience receptiveness-. 
- Personal: Usually there is a personal interest behind the research and con-

sequently, researchers also tend to use the methods they are more fami-

liarised with. 

Every study should start from the research questions to what we aim to answer (the 

major problems), raise the working hypotheses which serve as a guide to answer those 

questions and which must be based on a consistent and well grounded theoretical 

framework. It is from the hypotheses that the specific targets for the development of 

the different part of the investigation must be set (Sierra Bravo 2003). 
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In the previous chapters we have justified our study based on a theoretical 

framework and then, here we present the methodological aspects related to the 

design of the research, the developed tools, the techniques used, and the different 

analyses that we have carried out. 
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4.2 APPROACHES AND NATURE OF THE PROBLEM

The design of this research aims to answer to some of the main issues discussed 

along the theoretical chapters of this Thesis. To do so, it is necessary to clearly 

define our research questions which have given rise to this investigation and 

which were the key formulate our hypotheses and the objectives – both general 

and specific – of this PhD. 

The design process starts from the identification of a general problem related to 

the rapid and significant spread of CLIL which is not supported by a comparable 

level of research (Wolf 2005; Tudor 2008; Coyle, et al. 2010). Although teaching 

content through a foreign language is nothing new, in the last decade (since the 

concept of CLIL emerged) the number of studies on this topic has considerably 

increased. 

Moreover, there is much more still to investigate. It is particularly relevant 

at this precise moment, as it appears that we are at a crucial moment when 

CLIL practitioners are asking for results to help diffuse fears and reinforce the 

connection between the academic world and classroom praxis. It is true that CLIL 

per se will not ensure and lead to improvements both in teaching pedagogies and 

in learners’ outcomes, so it is also necessary to overcome the lack of empirical 

and mixed studies in order to analyse its strength and weaknesses, and to find out 

if this methodological approach is working properly, that is, if its four main axis 

are equally developed, and consequently, its basic premise is met. 

In addition, “Spain is rapidly becoming one of the European leaders in CLIL 

practice… The richness of its cultural and linguistic diversity has lead to a wide 

variety of CLIL policies and practices which provide us with many examples 

of CLIL in different stages of development” (Coyle in Lasagabaster and Ruiz de 

Zarobe 2010: 7).

CLIL entails an “educational challenge”, so there are many interesting aspects 

which could be the object of this research. As we mentioned in the previous 

chapter, this study focuses on the implementation and development of the 

intercultural axis of CLIL (C: Culture) in Primary Education. 
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Consequently, this research is divided into two complementary studies, one 

based on the implementation of the intercultural axis in the different elements 

of teachers’ didactic planning, and the other on the analysis of the textbooks 

participant CLIL teachers use. 

These are the different specific problems/research questions which define/

shape this research as a whole:

§	First research problem (P1). Are CLIL teachers in private and semi-private Primary 
Education schools implementing the intercultural axis in their didactic planning and through 
their teaching praxis? In which elements of  their didactic planning do they implement the inter-
cultural axis? Are there differences between those teachers in terms of  personal, academic and 
professional aspects?

§	Second research problem (P2). Is there any relationship between the implementation of  
the intercultural axis by these CLIL teachers and the textbooks’ planning? What are the most 

significant similarities and differences established in this relationship? 

As stated above, our research project will be organised into two complementary 

studies (S1 and S2). Each of them is focused on one of the sets of the specific 

problem/research questions described herein, for whose solution we will be using 

different instruments and research techniques (which will be fully described along 

this chapter).
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4.3 RESEARCH HYPOTHESES 

A hypothesis is a prediction that can be tested, a proposed assumption to solve 

a specific scientific problem. It guides our research with a mainly explanatory 

sense.

Once the background previously analysed considered, and after having written 

the theoretical framework of this research, some key ideas have arisen that can 

help us to find an answer to the two main questions (Q1 and Q2) of this study.

The general hypotheses (H1 and H2) to guide the design and the development 

of this project are as follows:

§	First Hypothesis (H1). CLIL teachers in private and semi-private Primary Ed-
ucation schools are implementing the intercultural axis neither in their didactic planning 
nor in their teaching praxis. 

·	 Sub-hypothesis H1.1. There are differences regarding the 

implementation of the intercultural axis in each of the ele-

ments of the teachers’ didactic planning. 

·	 Sub-hypothesis H1.2. There are differences according to/

in terms of sex, years of experience, qualification degree of 

the survey respondent teachers and the textbook they use.

§	Second Hypothesis (H2). There is some parallelism between the implementation 
of  the intercultural axis by these teachers (in each curricular element) and the textbooks’ 
planning.

·	 Sub-hypothesis H2.1. There are differences regarding the 

inclusion of interculture affecting the planning of each text-

book, depending on the publisher.

·	 Sub-hypothesis H2.2. It is possible to determine similarities 

and differences between teachers’ planning and textbooks’ 

planning. 
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It can be seen that the two main hypotheses (H1 and H2) set forth above are 

related to the response of the research questions/problems. They also serve as a 

basis for the formulation of the general and specific objectives and the design of 

both studies (S1 and S2) which integrate this research project. In this section, we 

present the aims of this Thesis. 

4.4.1 Objectives of the first study

The first study (S1) is based on a survey which consists of a set of open 

questions aiming to collect data that will allow us to address the first research 

question/problem of this research. Therefore, the general objective together with 

its specific objectives are outlined below:

§	First general objective (O1): To know if  the intercultural axis is being 
implemented by private and semi-private school CLIL teachers in their didactic planning 
and their teaching praxis.  

§	Specific objectives: 

(O1.1) To assess the didactic and methodological aspects that these 

teachers take into account in order to implement the intercultural 

axis of CLIL.

(O1.2) To enquire into the existing differences among teachers in 

terms of their age, sex, training, level/course, subject they teach 

and years of teaching experience.

The structure of the designed survey, the participants, and the different data 

analysis techniques used in this study to achieve these goals are described in the 

following section of this chapter. 
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4.4.2 Objectives of the second study

To address the second study of this Thesis (S2), we use a rubric which 

incorporates a dichotomous assessment scale and some open questions aimed at 

collecting data that enable us to address the second research question/problem. 

Then, the general objective and the specific objectives of this study are outlined 

below:

§	Second general objective (O2): To check the information gathered from 
teacher surveys with the analysis of  the textbooks concerning the inclusion of  the inter-
cultural axis in each of  the stages of  the curriculum planning. 

- Specific objectives: 

(O2.1) To determine whether CLIL teaching materials include the devel-

opment of students’ intercultural competence.

(O2.2) To identify whether there are similarities and differences between 

teachers’ planning and textbooks’ planning.
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In the light of the facts mentioned above, the debate on which paradigm to 

use – either qualitative or quantitative – can be solved by saying that they are 

not selective, meaning that choosing one of them does not mean to reject the 

other (Stake 2005). Then, it is possible to jointly use qualitative and quantitative 

approaches in the same research study.

Qualitative methods usually involve an inductive and flexible reasoning, 

where results are descriptive rather tan predictive. According to Denzin and 

Lincoln, qualitative research is “a situated activity that locates the observer in the 

world. It consists of a set of interpretive, material practices that makes the world 

visible. These practices transform the world. They turn the world into a series 

of representations, including field notes, interviews, conversations, photographs, 

recordings, and memos to the self. At this level, qualitative research involves 

an interpretive, naturalistic approach to the world. This means that qualitative 

researchers study things in their natural settings, attempting to make sense of, or 

to interpret, phenomena in terms of the meanings people bring to them” (2005: 3).  
It has been widely used in social and human sciences due to its great advantages 

and to the insightful results that it brings about. One of its main strengths has to 

do with the possibility to identify intangible factors whose role in the research 

could be not readily explicit. Using open-ended questions, like the ones used in 

the first study of this research, such as why and how, entails another advantage of 

this paradigm since the researcher can obtain unexpected information. 

Quantitative research methods are also applied to social and human sciences, 

but as opposed to the qualitative methods, they apply deductive reasoning, a 

bottom-up logic meaning that stars from general ideas and premises to detailed 

information. According to Punch, “quantitative research does three main things: 

it conceptualises reality in terms of variables; it measures these variables; and it 

studies relationships between these variables” (2013: 206). It consists in explaining 

phenomena by collecting numerical data to which extensive statistical analysis are 

applied, so its main advantage is that data are highly reliable and the process of 

testing the hypotheses is consistent to allow the correct extrapolation of the data. 
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As we can see, the research paradigm is an important issue regarding methodology, 

even though they are not inherently linked to qualitative or quantitative methods 

(Cook and Reichardt 1987). Buchanan and Bryman clearly defend the mixed-

methods approach because it “potentially provides opportunities for greater 

insight than can be achieved by one approach alone… This development further 

contributes to the sense or paradigm soup as researchers using such approaches 

tend to set aside the epistemological and ontological divisions that previously 

divided scholars and because this questions the appropriateness of traditional 

research quality criteria (such as validity and reliability) as well as qualitative 

alternatives” (2007: 487). Mixed method is more pragmatic (Bryman 2006) meaning 

a more rigorous research and a help to researchers to clarify the nature of their 

intentions. But it should be clear that combining methods is more complex than 

simply adding: “Uncovering the actual integration of qualitative and quantitative 

approaches in any particular study is a considerably more complex undertaking 

than simply classifying the study into a particular category on the basis of a few 

broad dimensions or characteristics” (Maxwell and Loomis 2003: 256). 

Haverkamp, et al. summarised the value of mixed method by saying that 

“quantitative research, like photography, excels at producing images characterized 

by precision. Qualitative research, on the other hand, like portraiture, can offer a 

glimpse of “what resides beneath.” Both photography and painting require great 

skill, and both qualify as art. This analogy can be broadened to quantitative and 

qualitative research as they both require skill, and both qualify as science” (2005: 

125). Each approach provides a different perspective to the whole picture, so at 

the end they all complement each other and they cover the weaknesses of others 

(Creswell 2003; Creswell and Tashakkori 2007). This combination and integration 

is needed in order to seek for more differentiated possibilities of data analysis. 

Bazeley (2010) pointed out that this integration of methods helps the researcher to 

reach a common goal and consequently to produce outcomes and findings which 

are more logical and harmonious rather than if we approach them distinctly. 

Rightly, we can say that our position regarding a mixed method research 

model meets the aims we have set ourselves at the beginning of this Thesis. 

In fact, this diversity of methods enable us to get a more comprehensive and 

holistic view of the object of the study, because each method we use provides 
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us with a different perspective of the reality, and it does not cause any mix or 

disorder along the research process due to the fact that each approach is clearly 

defined and addresses to different purposes, which complement each other in 

a very convenient way. In addition, this methodological process, which shows 

a greater internal validity, contributes to and enables the comparison of data 

gathered from different methods (objectivity) and provides greater depth research 

(Smith, in Cohen et al. 2002). All these are the reasons that make us consider this 

methodology as the most appropriate for our study, since it will report us with a 

more real and holistic image of the real situation.

All in all, it could be considered that the nature of this research is eminently 

descriptive and exploratory, even though it also includes evaluative and prospective 

elements. It consists of a first approach to analyse whether one of the main axes 

of CLIL approach (Culture = Intercultural axis) is being implemented in local semi-

private primary schools and in Primary Education textbooks to then step further 

to other contexts and educational levels.

4.5.1 Design

According to our research questions, the established objectives and the 

hypotheses considered, we can distinguish two different parts in this analysis. 

On the one hand, the previous contextualization based on a documentary/

bibliographical analysis about Bilingual Education (CLIL) and on Intercultural 

Education (IE) and Teacher Training in CLIL; on the other hand, the research itself 

is based on the following two studies:

 First Study (S1):  This first study has been developed within a mixed re-

search approach (combined qualitative and quantitative analysis). It helped 

us not only to approach the knowledge of social reality through the study 

of the teachers’ speeches, but also to analyse them in depth. From this, we 

obtain direct knowledge from reality, neither mediated by conceptual and 

operational definitions, nor filtered by measuring instruments with a high 

degree of structuring (Flick 2004).
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It consists of a descriptive study focused on exploring and assessing the im-

plementation of the intercultural axis of CLIL in Primary Education by using 

an open-question test, which includes questions regarding participant teach-

ers’ previous knowledge about IC and the different elements of the teaching 

planning that have allowed us to gather data about how Primary Education 

teachers working in private and semi-private (it is a private school which 

also receives public funds from the Spanish Government) and using CLIL 

approach are dealing with this axis.

 Second Study (S2): After analysing the data collected from the question-

naires, we identified the need to go deeper into some aspects that we con-

sidered important for our research because it would complement our study 

by getting a more holistic and complete image of the reality we are analysing. 

Consequently, a second study was designed. It was carried out within a par-

adigm of quantitative research in order to determine whether CLIL teaching 

materials (textbooks) include the development of students’ IC. This study 

enabled us to objectively collect data.

Figure 4.1: Triangulation (own elaboration)
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Finally, as a single method rarely sheds light on a phenomenon, it will be 

triangulation of data (documents, open questions questionnaires and rubric) 

which not only provides us with deeper and more comprehensive understanding, 

but it also takes us through a process of contrast to infer the conclusions and 

the future implications of the on-going and developed research (Figure 4.1). 

Moreover, triangulation aids the validation process. Patton (1999) identifies four 

types of triangulation:

1. Methods triangulation

2. Triangulation of sources

3. Analyst triangulation

4. Theory / perspective triangulation

It is the methods triangulation, which Kennedy (2009) named methodological 
triangulation, the one which is used for our study. It consists in using different data 

collection methods (qualitative and quantitative) to look at the same phenomenon. 

Undoubtedly, each source of information and data collection will separately 

supply an important block of results and conclusions.

4.5.2 Research Stages

Every research process includes multiple steps which are interconnected, so the 

role of the researcher is crucial because they have to review and control when 

there are changes in one of them that could affect the others.  

Our project has followed six steps namely: (i) identification of the research 

problem and review of the literature; (ii) definition of the population, hypotheses 

and objectives; (iii) preparation of the instruments; (iv) data collection; (v) data 

analysis; (vi) results and conclusions.
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Figure 4.2 above aims to clarify the different steps of the process by detailing 

the sequencing of the stages of the research. Thus, we define the characteristics 

of the various phases:

(I) Identification of the research problem and review of the literature

This step aims to identify the problem and develop the research questions.  

It represents the initial phase of the study, so it was crucial to delimit the topic 

clearly and set the steps to follow.

The first key moment of research started with the definition of the problem 

by reviewing and analysing the most recent literature (Chapters 1, 2 and 3), the 

state of the art (Chapters 1, 2 and 3) and the formulation of the objectives to 

be achieved (see chapter 4) throughout a theoretical review of the specialized 

literature. Reviewing the literature enabled us to learn more about the topic under 

investigation at the same time that it provided us with foundational knowledge 

regarding the problem area. Furthermore, this process helped us to better know 

the previous studies that had been conducted previously in relation with our 

topic, their outcomes and conclusions.

Figure 4.2:  Steps of the Research Process (own development)
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Once we established the framework of our research on the development 

and progress of CLIL, their historical background, their main aspects regarding 

implementation process and results, we then moved on to examine relevant studies 

regarding the potential of this methodological approach to promote IE, and the 

different studies both at international and national levels which had to do with CLIL 

teachers’ training needs and future perspectives.  This analysis helped us to get a 

broader and more contextualised vision on our research topic and problem. 

(II) Definition of the population, hypotheses and objectives

Each research project focuses on a specific group involved in the study, so 

narrowing it (from a large population to a one which is accessible and manageable) 

is determinant to the researcher. Then, it is also important to define our sample 

because both results and conclusions will apply to them.

In this step we decided to focus on Primary Education CLIL teachers who were 

working at both private and semi-private schools in Córdoba mainly due to the 

fact that the access to the sample was easier and quicker in those schools than 

in the state ones (which is not always possible, and the process of getting the 

necessary authorisation can last more than two years).

At this step it was also relevant to define the hypothesis and the objectives of 

the study.

(III) Preparation of the instruments

This step consisted in the construction of the instruments to gather the data 

for the study: the open-question questionnaire and the rubric (measured by a 

Likert scale). After searching for tools which could be applicable to this study, 

we decided to design ones which would better fit our aims because our analysis 

established that the most appropriate ones for our study did not exist. Then, 

in order to design the first drafts, we always looked at the objectives of this 

investigation, which helped us to delimit the different blocks or dimensions that 

constitute its complete structure. Despite the fact that none of them fully covered 

our researching objectives, we analysed them and use them as a guide to build our 

own questionnaire and our own rubric. Each first version was sent to a panel of 
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experts who assessed both instruments regarding the content, coherence, wording 

and appropriateness, and who made expertise suggestions. Their contributions 

were a decisive aid to get the final version of the questionnaire and the rubric.

(IV) Data collection

Once the instruments were ready, we started collecting the data. It was a 

decisive step because it provided us with the information we needed that would 

allow us to answer the research questions and which would guarantee the success 

of this study. As we stated above, this investigation includes two complementary 

studies: For the first one we used the questionnaire; for the second one, the rubric. 

Therefore, the data collection process was carried out as two different sub-steps:

The questionnaire. Primary Education CLIL teachers answer the questionnaire 

during the first terms of the academic year 2015/2016. 

Once the previous answers were obtained, we started to analyse the textbooks 

that participant teachers were using by applying our ad hoc rubric.

(IV) Data analysis

Once the data for both studies had been collected, we entered this information 

into two different programs depending on the paradigm we were going to use. For 

the analysis of the qualitative data, we used the most common software (but not 

exclusively) for qualitative research named Atlas.ti, whereas for the quantitative 

analysis of our data we used a different software package called 21.0. Data were 

computerised and reduced, and the most consistent analyses in relation to the 

objectives and the hypotheses were applied. 

(VI) Results and conclusions

The last step of this research process was the interpretation of the results 

obtained through the different data analyses conducted, their discussion, and then, 

the report of the conclusions to appropriate proposals with the final objective of 

improving data and to keep on working on this research line. Finally, this research 

will conclude with the complete and final report of the investigation. 
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Figure 4.3: Complete research design (own development)
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4.6. DATA COLLECTION AND ANALYSIS

In this section, we will explain in detail the procedure we followed to collect 

our data, the construction and description of the different instruments, the 

characteristics of the sample and the different techniques we have applied in 

order to carry out the research. We will organize the data into two sections, so 

that we can analyse them both separately and then together regarding the two 

studies involved in the project. 

4.6.1 Characteristics of the first study (S1): Implementation of the 
intercultural axis of CLIL in the teaching planning process and 
praxis

S1 focuses on the examination of the implementation of the intercultural axis of 

CLIL by private and semi-private Primary Education teachers in Córdoba. Different 

dimensions have been identified, which coincide with the main elements of every 

teaching planning, namely objectives, contents, competences, methodological 

strategies, teaching resources and evaluation procedures. Moreover, we also 

considered data regarding their previous knowledge about IC and learning and 

some data about their teaching contexts.  

It is also characterised by the peculiarity of being a reflective action that 

involves putting teachers in situations of internal self-observation where they had 

to analyse their own dynamics and expressing it through written reflection.

In the first phase of this research, the main objective was to establish a set of 

categories by creating a macro-network with the aim of designing a quantitative 

questionnaire, which would allow us to deepen in the study of the implementation 

of the intercultural axis of CLIL.

Then, the structure of the open-question questionnaire for the first study is 

described. The data collected from our sample and the different analysis techniques 

are explained in detail in the following sections.  
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4.6.1.1 Data collection instrument: Questionnaire

The questionnaire used as a tool for collecting the data for the first study (S1) 

consisted of a set of open questions on issues related to: understanding about 

IC in Primary Education, the teaching contexts and the different elements of the 

teaching planning (objectives, contents, competences, methodological strategies, 

teaching resources and evaluation). It was written and administered in Spanish 

due to the fact that it was the mother tongue of all respondents, so it ensured that 

they would understand and answer each question more easily.

After taking into account the considerations and contributions of the panel of 

experts (three members), the number of questions was reduced from 25 to 16, and 

it was also improved in terms of clarity, coherence, appropriateness and wording.

This was finally set as a medium-sized questionnaire with clear and simple 

questions which avoid misunderstanding among the survey respondents. Some of 

the questions were made of two sub-questions because participants were firstly 

asked a total question (to which they had to answer either yes or no), and then 

they had to either justify this decision (why), or explain the way in which they 

carried out a specific task (how). This way, the answers were exhaustive and 

complete, allowing us to test our hypotheses and infer relevant conclusions.

Before getting the final version of the questionnaire (and right after introducing 

the corresponding modifications according to the experts’ opinions), we selected 

a small sample of ten participants to hand the questionnaire in order to verify 

that it fitted the objectives that this research aims to. After this implementation, 

the questionnaire (Appendix 1) was finally composed of:

a. Identification data. In this section we included questions regarding their 
personal background (age, gender, their qualification degree, the years 
of experience in teaching and, specifically, the number of years they had 
been teaching in bilingual contexts, the year when they were currently 
teaching and the subjects they taught).

b. Previous knowledge. This part only included two questions which dealt 
with how teachers understand IC, and the elements that can help them 
in their daily routines to develop it among their students in the bilingual 
lessons. 
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c. Implementation of  the intercultural axis in the teaching planning. It is the 
largest section of the questionnaire. It includes both simple and double 
questions so as to get more detailed information. They are determinant 
to then answer our research questions.   

Throughout the development of this study, there were two options 

in which participants (private and semi-private Primary Education CLIL 

teachers) could answer the questionnaire: online or on paper. The online 

version was designed using Google since it is very popular and it is also 

convenient to collect the data. The link was sent to the coordinators, 

who were in charge of forward it to the school bilingual teaching staff. 

Those schools that chose to answer it on paper, the researcher personally 

met them at their working place and handed it to them. Some days were 

allowed to fill it in and then, the answered questionnaires were collected 

by the researcher at the schools. Participant teachers showed high interest 

in this investigation and they declared to be grateful to take part in it, 

since they truly believed that appropriate research on bilingual education 

is needed in order to improve their teaching practises and get the most 

successful outcomes among students.  

4.6.1.2 Participants of the first study (S1) 

The surveyed sample consists of 59 teachers from a total of 87 teachers who 

were  teaching their content subject through a foreign language (English) at 

Primary Education level in Córdoba during the academic year 2015/2016. 

Section a of the questionnaire, as we stated in the previous section, had to do 

with the identification data of our sample, so in the following tables we show the 

information regarding both the frequency and percentage of each question; this 

allowed us to know in further detail the survey respondents.
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The number of women is higher than the number of men. As we can see 

on the previous table, out of the 59 participants (which means the 100% of the 

sample): 66.1% were women and 33.9% were men. 

The average age of the participants is 35 years old. A further interesting datum 

here is that the majority age range of the sample is between 26 and 45 years old 

(83.1%). It means that teachers who are implementing CLIL in their schools are 

quite young. 
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Therefore, we can say that participant teachers show a wide variety in terms 

of their qualifications. 33.9% of them hold a University Degree related to English 

language, which makes sense taking into account the linguistic requirement of 

CLIL approach. Moreover, there are other teachers who do not have a Degree 

related to languages but it does not mean that they do not have any qualification. 

There is only one participant who does not specify their degree.
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67.8% of the participants only teach their content subject through English in 

one level, while 25.4% do it in two levels that frequently are consecutive, e.g. 

first and second year of Primary Education. 6.8% of them do CLIL in more than 

two different levels.  

 

The majority of the surveyed teachers finished their tertiary studies between 

one and twenty years ago. These dates are closely related to their age (Table 4.2) 

and the number of years of teaching experience they show (Table 4.6).
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The number of years of teaching experience tells us that around fifty percent 

of the surveyed teachers have been working as teachers for fewer than ten years 

(52.5%). The rest of the sample is distributed among the other ranks. The number 

of teachers decreases when the number of years of teaching experience increases.  

 

Only one teacher stated to have ten years of teaching experience of CLIL. The rest of 

them have been working with this methodological approach between one and four years.
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The most taught subjects are Social Science and Natural Science. A high 

percentage of participants (56%) teach only one subject. It is also remarkable that 

22% of them teach Social Science and Natural Science, which could be due to the 

close relationship between these two areas. 

4.6.1.3 Statistical processing of the data

There is a wide range of software which can be used to analyse qualitative 

data. Among them, the most popular ones are Aquad, Atlas.ti, Ethnograph and 

Nudist. The dissemination of software and their research results have been key 

elements for the implementation of Information and Communication Technologies 

(ICT) in data analysis. 
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The software that deals with qualitative data is strongly consolidated among 

scholars as it enables researchers to organise, summarise and code the gathered 

information to present the results. It is crucial to choose the most appropriate 

software because not all of them are adequate for the same purposes; some of 

them allow us to carry out a descriptive-interpretative analysis while others focus 

on building theories (Tesch 1990).

For this study (S1), we have used Atlas.ti. It roots its origins in a research 

project that was carried out at the Technical University of Berlin since 1989 to 

1992, and it was one year later, in 1993, when in was created and developed by 

Thomas Muhr. Since then, it has been used in a variety of fields like Sociology, 

Linguistics, Education, Communication, Arts, Engineering, etc. Atlas.ti is flexible 

as it provides different ways of working to suit different purposes according to 

the study. Moreover, “by using Atlas.ti, it becomes much easier to analyse data 

systematically and to ask questions that you otherwise would not ask (these tasks 

would be highly time-consuming if Atlas.ti is not used). Even large volumes of 

data and those of different media types can be structured and integrated very 

quickly with the aid of software (Friese 2014). In addition, Friese states that “a 

carefully conducted, computer-assisted qualitative data analysis also increases 

the validity of research results, especially at the conceptual stage of an analysis” 

(2014: 1). 

We considered that Atlast.ti is the most suitable software to process our data 

because it was useful to do on-screen coding, to build mind maps which visually 

explain the results, and to create links among them. It was also decisive the fact 

that it allows us to export our data to SPSS and then apply purposefully quantitative 

statistical processing, such as the analysis of frequencies and Generalised Linear 

Models (GLM) so the results of the study are more complete and provide a holistic 

perception. 

Among the main functions of Atlas.ti, Báez and Pérez de Tudela outline the 

following ones (2007):

- To explore the complex phenomena hidden in your data.

- To gather and organise a large body of textual, graphical, audioand video 
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data files, as well as coding and search. All together can be included in 

the project and in the “Hermeneutic Units” (HU).

- To make easier the process of analysing and interpreting data thanks to 

the tools to extract, compare, reassemble meaningful segments of large 

amount of data in intuitive and systematic. 

- To provide a whole and general comprehension of the project. It also 

supplies rapidity within the search, retrieval and browsing processes 

throughout all data segments and relevant notes of a specific idea.

- To build a network which enables the establishment of visual connections 

within the coded data to then construct concepts and theories based on 

the existing visual relationships and build new ones. 

- To allow the use and exploration of other networks and discover the 

“texture” of our data.

In the first part of this study (S1), we have used the two options of Atlas.ti: 

textual analysis to obtain the corresponding categories and subcategories; and 

conceptual analysis to establish the relationships among them by creating the 

appropriate networks.

The tool to build the codes (Weitzman and Miles 1995; Barry 1998; Friese 

2014; San Martín Cantero 2014) also enables the association of codes or labels 

to different pieces of the text, called quotes, and also search for groups that 

reflect models of conceptual structures of the data. Subsequently, the data and 

frequencies obtained from the qualitative analysis were exported to the statistical 

package v. 21.0.

The process of analysis followed the next path:

1. Information registry. It is convenient to register the information gathered 

from the questionnaires because it is the basic material for the analysis. 

To do so, we gave a number to each questionnaire, too.

2. Creation of  a new project: the Hermeneutic Unit (HU). The HU is a con-

tainer concept so it helps us to think of one entity which includes every-

thing that is relevant to a particular project. It is equivalent to a folder 
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with a name where primary documents are included. In our project, these 

documents are the questionnaires answered by our sample.

3. Analysis units, codes and notes. Working with the documents (question-

naires) means to select the quotes and establish codes and notes. The 

analysis units or quotations are pieces of the primary documents that have 

been marked as such in Atlas.ti and they can be made of simple words, 

symbols or semantic propositions (e.g. isolated sentences or groups of 

them) with a inner sense. Codes are key words, indicators of concepts or 

expressions that are interesting to consider in our research. A quotation 

can be assigned to different codes, where one single code can be related 

to different quotations. The notes (called memos in Atlas.ti) usually are 

short texts containing ideas, which are associated with some of the other 

types of components and should not be confused with the explanatory 

comments that any element can involve.

4. Coding process. A key task in the process of data reduction consists of 

the use of codes that are usually labelled with an abbreviation, symbol or 

mark that apply to sentences or paragraphs. It is the initial stage of the 

processing of the data. The codes must be related to the nature of the 

data, to the theory explained in chapter one, two and three, and to the 

investigation itself. Furthermore, this process includes the gathering and 

analysis of all data relating to topics, ideas, concepts, interpretations and 

propositions.

5. Categorising process. It aims to bring together or conceptually classify a 

set of elements with a similar meaning.

Then, as we mentioned before, we exported the codes to SPSS in order to 

apply different quantitative statistical treatments. First of all, we analysed the 

frequencies of the codes used in each of the dimensions of the questionnaire 

(descriptive analysis) that enabled us to design some tables and graphics in order 

to clearly present the results. Then, following with the descriptive analysis, we 

present the mean and standard deviation of each dimension so as to examine 

the homogeneity among teachers’ answers. Finally, we carried out a Generalised 

Linear Model (GLMz) analysis to create our own model and see the contrast 

among the different variables (cases). 
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4.6.2 Characteristics of the second study (S2): Analysis of CLIL 
teachers’ textbooks

This second study (S2), which complements the first one (S1), focuses on the 

analysis of participant CLIL teachers’ textbooks – not the students ones. To collect 

this data, we designed a rubric with two different sections.

The researcher went through the different teachers’ textbooks to identify and 

analyse to what extent they include the intercultural axis of CLIL taking into 

account both the theoretical framework on which this Thesis is based, as well as 

the results of the open-question questionnaires. It enabled us to check if those 

teachers who implement the intercultural axis of CLIL do it just because it is 

included in their textbooks or rather because they are interested in it since they 

know the basic premise of CLIL approach.

Next, the structure of the rubric we have used for this study is described in 

further details. The collected data from our textbooks sample and the different 

analysis techniques are explained in the following sections. 

4.6.2.1 Data collection instrument: Rubric

The rubric that has been used in order to collect the data for the second study 

(S2) consists of a Likert scale tool. It takes twelve items, two per each element of 

the teaching planning with five possible answers:

- 1 = Nada

- 2 = Casi nada

- 3 = Bastante

- 4 = Mucho

- 5 = Totalmente

Number 1: The book does not include anything related to the intercultur-

al axis of CLIL.

Number 2: The book includes almost anything related to the intercultural 

axis of CLIL
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Number 3:  The book includes enough material related to the intercultural 

axis of CLIL.

Number 4: The book includes many materials related to the intercultural 

axis of CLIL 

Number 5: Almost all or all materials in the book are related to the inter-

cultural axis of CLIL . 

There is an extra option (NP) that stands for ‘No Procede’ to account for 

those questions that did not require an answer.

 As it occurred with the questionnaire, this instrument was also designed 

in Spanish in order to be consistent with the data collected. Its ques-

tions are purposefully formulated in a clear, close, direct and simple way. 

Moreover, the rubric was sent to a panel of experts who assessed it and 

allowed us to state that it was useful to analyse the books. 

Finally, the rubric consists of two parts:

·	 The first one collects identification data such as the name of the 

editorial and the book, their authors, the year of edition, the sub-

ject and the level.  

·	 The second part coincides with the main elements of every teach-

ing planning namely objectives, contents, competences, method-

ological strategies, teaching resources and evaluation procedures 

as it does the questionnaire in order to check and complement 

the obtained data.

·	 This part included twelve questions, two for each element of the 

teaching planning (Appendix 2). 

4.6.2.2. Sample of the second study (S2) 

The teachers’ textbooks that have been analysed in this study belong to three 

different publishers: Macmillan, Anaya and Oxford University Press. As for the 

subjects, we have encountered three: Social Science, Natural Science and Arts & 
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Crafts. There were some Physical Education (P.E.) teachers who were working 

in the bilingual section but they stated that they did not use any textbook for 

this subject, so this is the reason why it is not included in the following table 

(Table 4.9). Finally, it is important to highlight that the surveyed teachers were 

implementing CLIL in the first four years of Primary Education (students aged 

between 6 and 9 years old). There was just one teacher who was teaching P.E. 

in the sixth year.
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4.6.2.3. Statistical processing of the data

Before processing the data of our analysis, a group of three experts carried 

out the same analysis in order to check if there were a percentage of coincidences 

in the responses so as to ensure that they were not quite different between each 

others so the results of this study (S2) were not that subjective. 

The data collected through the rubric was coded as numeric data on an ordinal 

scale. Then, we applied different statistical treatments by using the SPSS v.21.0. 

Results are presented in detail in the following chapter. 

Statistical treatments:

§	Descriptive analysis of frequencies, mean and standard deviation 

values to determine the degree of agreement (or disagreement) 

with the various proposals contained in the rubric items.

§	Inferential analysis. We carried out a Generalised Linear Model 

(GLMz) as well as correlations. 
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4.7 CONCLUSIONS OF THE CHAPTER

After reviewing the previous studies and literature related to our topic of 

research along the three first chapters which make the theoretical background 

of the Thesis, we have dedicated this forth chapter to define the two general 

problems that have given rise to this research based on the implementation of the 

intercultural axis of CLIL by teachers in their planning and daily praxis, as well as 

its incorporation within CLIL teachers textbooks. 

Moreover, our theoretical underpinnings enabled us to formulate two general 

hypotheses, each of them with two sub-hypotheses. Then, we have defined two 

general objectives and four specific ones in order to accurately delineate the field 

of research. Each general objective and hypotheses are related to the two studies 

that we have carried out so as to respond to our research problems. 

Then, we have described the methodology we have followed (qualitative and 

quantitative) as well as the different phases of the research design. We have also 

given details about the two instruments to collect the data, the sample of each 

study, the computing resources used for data analysis (Atlas.ti and SPSS) and the 

techniques to process the data. 

All in all, this chapter allows us to understand better the results showed in 

the following chapter. 
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5.1 INTRODUCTION

In this chapter we present the results of both studies (S1 and S2) separately. 

The first study focuses on the implementation of the intercultural axis of CLIL by 

the fifty-nine Primary Education teachers in Cordoba who have been surveyed. 

The second is related to the analysis of these CLIL teachers’ textbooks.

The analysis of data of the first study aims to achieve the first general objective of 

this Thesis, which is to know whether the intercultural axis is being implemented 

by CLIL teachers both in their teaching planning and in their praxis. 

It is structured into eight sections corresponding to the following dimensions: 

previous knowledge; information regarding the context; and the six dimensions that 

coincide with the elements of the teaching planning included in the open-question 

questionnaire for the collection of the qualitative data. Thus, on one hand, we provide 

answers generated and processed with Atlas.ti and, on the other hand, we present 

different tables and graphics with the frequencies originated from SPSS v. 21.0.

Then, in a different but consecutive section, the results from the two different 

analysis previously mentioned in chapter three (textual analysis and conceptual 

analysis) are presented. 

We start therefore clarifying the purpose of and the rationale that led to the 

design and implementation of the first study.

First of all, we start by exploring the previous knowledge and ideas that teachers 

who are implementing CLIL at Primary Education level in private and semi-private 

schools in Cordoba have about what intercultural competences (IC) in Primary 

Education means or what they understand by this concept. Moreover, we ask 

about which could be the elements (personal, academic, institutional, etc.) that 

can favour the development of this competence in the classroom. 

Different authors, such as Colás and Buendía (1994), argue that research based on 

education starts from a problematic situation: that the researcher does not know how 

to respond simply with their prior knowledge and, consequently, it is necessary to find 
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a solution to the problem (Kothari 2006) since the researcher attempts to analyse the 

situation and carry out a critical evaluation about it. Furthermore, this research arises 

from two main concerns. Firstly, the rapid and significant spread of CLIL has not been 

supported by enough level of research (Wolf 2005; Tudor 2008; Coyle, et al. 2010), so it 

is necessary to provide empirical research so as to know the strength and weaknesses of 

this approach and to put theory and practise closer to check whether the basic premise 

of CLIL is met (mainly, that the structural CLIL 4Cs are equally developed). 

Then, revising the literature about CLIL, we realised that there were some axes 

which had been studied deeply than others, that had been merely analysed as we 

have stated in the first chapter of this Thesis. Furthermore, the lack of research in 

the intercultural axis (C: Culture) and bearing in mind the importance given to IE 

not only by international institutions but also by the education objectives for the 

21st century made us focus on this study. 

We have raised questions related to issues such as how they consider the 

development of this axis through the different elements of their teaching planning, 

as well as to what extent current CLIL textbooks take it into consideration. 

Some of the implications derived from this research point out to the need to take into 

account the results of such research to design training programs for CLIL teachers aiming 

to develop not only their IC but also strategies to help them to implement it among their 

students, at the same time that they learn content through a foreign language because 

it is essential to know the theoretical framework of this methodological approach and 

how to develop appropriate strategies to obtain the most positive benefits. 

The analysis of data of the second study aims to verify the information gathered from 

teacher questionnaires with the analysis of textbooks on the inclusion of intercultural 

axis in each of the stages of curriculum planning. This study focuses on determining 

if CLIL teachers’ textbooks include the development of such axis to complement the 

data from the first study. It is structured by following the different sections of the rubric.

To collect all data presented in the following sections of this chapter, we have 

used the instruments that have been explained in chapter four and which are 

included as appendixes of this Thesis (1 and 2). 
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 5.2 RESULTS OF THE FIRST STUDY

As we have mentioned before, the data of the questionnaire were subjected 

first to qualitative techniques with the help of Atlas.ti, and then, transferred to 

quantitative techniques using the statistical package SPSS V. 21.0.

The following table shows the techniques we applied and the purposes of 

each one. 

Then, the results of each analysis are described in detail.
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5.2.1 Content Analysis

This section is divided into two different parts. The first one has to do with the 

outcomes obtained from the textual analysis which identifies the main codes of 

each question and organises them into categories and subcategories. The second 

part presents the results of the conceptual analysis that establishes links among 

the codes used by surveyed teachers in order to explain the dimensions.

5.2.1.1 Textual analysis 

Textual analysis of qualitative data brings about the segmentation of the answers 

of each dimension in singular elements which are later gathered into different 

subcategories and categories. There are different and diverse criteria in order 

to divide information into similar units such as thematic, social, conversational 

and spatial issues, among others. For this study, the most widespread and used 

criterion consists in separating segments that are related to the same issue or 

topic despite the difficulty of finding some fragments of varying length that could 

be associated to different units, so it made us explicitly identify the distinction 

between the links to different units.

However, this process of analysing data involves several phases:

1) Unit analysis

2) Coding process

3) Categorising process

5.2.1.1.1 Units of Analysis: the documents

In the first stage of the analysis, we simplified and selected the information in 

order to make it more manageable without getting ride of relevant data. Along 

this analysis of the content we aimed to respect the answers of CLIL teachers in 

all questions of the survey. 

Data summary/reduction means selecting part of the collected answers and breaking 

this text into separated phrases or expressions that refer to a specific topic or concept.
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These units can be simple words or propositions (isolated phrases or sets of 

phrases) that are gathered under one centre with its own meaning. 

5.2.1.1.2 Coding process 

The coding procedures enabled to associate code words with data selection; 

it means that we associated quotations from collected information with a code. 

These codes could contain more than a single word, but conciseness ensures 

avoidance of misunderstanding or overlapping. Furthermore, when we needed to 

write more, we used the code comment area to add a definition or explanation. 

The margin display was also useful to see the immediate effects of the coding 

process, which enabled us to directly manipulate not only the codes but also the 

association between quotations and the codes. 

As for the coding process, we firstly organised all the information we had from 

the instrument in order to create different Hermeneutic Units (HU) that provide 

the data structure for each project. We create one HU for each dimension of the 

questionnaire (previous knowledge, context, objectives, content, competences, 

strategies, resources and materials and evaluation). It entailed the setting of 

different files so as to organise the data according to each dimension.

 

Before presenting the categorisation of the emerging codes, table 5.2 below 

shows the list of ninety codes for the content analysis. 
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5.2.1.1.3 Categorising process 

After coding all the data from the questionnaires, the codes that refer to similar 

topics or which mean something similar were gathered in order to create the 

categories and subcategories. 

Thereby, Altas.ti allowed to create “code families” for easier handling of groups 

of codes according to the semantic relationship that can exist among the codes. 

Then, this process enabled us to develop relational networks, which are more 

sophisticated than families, to carry out the conceptual analysis of the content. 

The results of the categorisation process are shown below for each of the eight 

dimensions of the questionnaire.

PREVIOUS KNOWLEDGE

This dimension lets us know the previous ideas that our participants have in 

relation with IC and its development in their teaching contexts.

¿Qué entiende por competencia intercultural en Educación Primaria? ¿Qué 

elementos cree que pueden favorecer el desarrollo de la competencia intercultural 

en la dinámica del aula?

These two questions aim to explore now only how CLIL teachers understand 

the IC in Primary Education, but also which elements they think can favour or 

facilitate the development of such competence in their classrooms. 

The codes are divided into two different tables; each one refers to one question. 

Surveyed teachers refer to two dimensions when talking about IC: personal and 

social dimensions. On the one hand, personal dimension (dimensión personal) 

is divided into two subcategories, the cognitive (enfoque cognitivo) and the 

affective (enfoque afectivo) approaches. On the other hand, the social dimension 

(dimensión social) includes one subcategory that is the cultural approach (enfoque 

cultural). 
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Regarding the elements that contribute to the development of the IC in the 

classroom, there are two categories: members of the community (miembros de la 

comunidad) and of the administration (administración). The first one includes three 

subcategories, namely teachers (profesorado), students (estudiantes) and families 

(familias) while the second one involves only two: the administration of the 

school (administración del centro) and the public administration (administración 

pública).
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CONTEXT

The second dimension of the questionnaire includes four questions gathered 

into two according to their meaning and purpose. They correspond to the activities 

they organise in the school to enhance intercultural training and which values 

they promote. It is also asked how Intercultural Education (IE) is present in the 

school, if so.

En el marco del proyecto educativo de centro, ¿se organizan actividades 

que promueven la formación intercultural? En caso afirmativo, ¿cuáles son las 

actividades más representativas? ¿qué valores promueven?

For these questions, we have identified three different categories: planned actions 

within the school (acciones planificadas fuera del centro educativo), planned 

actions outside the school (acciones planificadas dentro del centro educativo) 

and qualities (cualidades). The first question, planned actions within the school, 

has one subcategory that refers to intercultural activities (interculturales), while 

the category ‘actions outside the school’ includes two subcategories; one of then 

related to cultural activities (culturales) and the other to tutorial activities (tutorials).

As for the second question, we have one dimension, namely qualities 

(cualidades), which is divided into two subcategories: personal (personales) and 

social (sociales).



274

CHAPTER 5: RESULTS

¿Está presente la Educación Intercultural en su centro? ¿De qué manera se hace 

visible?

Teachers stated that IE is presented in their schools at two dimensions. The first 

one is the physical dimension (dimension física) which involves the decoration 

of the classroom (decoración aula), and the common areas (decoración de zonas 

communes). The other dimension has to do with the spatial dimension (dimension 

especial) and it counts with one subcategory: flexible grouping (agrupamientos 

flexibles).

OBJECTIVES

This dimension is the first out of the following six that correspond with the 

elements of the teaching planning. Regarding objectives, we asked about those 

included in the curriculum of the autonomous community of Andalusia, and 

whether teachers take them into consideration when they are planning their 

courses. 
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¿Qué objetivos, de entre los que señala el BOJA, se plantea en la planificación 

de su asignatura para desarrollar en su alumnado la competencia intercultural?

Teachers refer to both general objectives (objetivos generales) and specific 

objectives (objetivos específicos). In turn, the general objectives include those 

goals related to knowledge and abilities while the specific ones have to do with 

objectives linked to values and attitudes. 

En la planificación de los objetivos, ¿piensa en el desarrollo de la empatía hacia 

los valores, creencias, y comportamientos de otras culturas? ¿Por qué?

In terms of the reasons why they take into account the development of empathy, 

values, beliefs and behaviours of other cultures, globalisation (globalización) is 

the only category. It entails two subcategories, namely external (externos) and 

internal (internos) rationales. 

CONTENT

This dimension focuses on which block of contents teachers think is prone 

to develop the intercultural axis of CLIL and what intercultural contents they 
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approach in their subjects 

¿En qué bloque de contenidos de su asignatura es más propenso el desarrollo 

del eje intercultural? 

The teachers who have participated in our study believe that contents 

related to environmental studies (Conocimiento del Medio) and artistic studies 

(Plástica) are more likely to work on the intercultural axis of this methodological 

approach. The first dimension is divided into two subcategories that separate 

these contents between Social Science (Ciencias Sociales) and Natural Science 

(Ciencias Naturales). The other category only counts with one subcategory: Arts 

and Crafts (Educación Artística).

¿Qué contenidos interculturales incluye y aborda desde su asignatura?

The intercultural contents that some of these teachers include within their annual 

planning are procedural contents (contenidos procedimentales). This dimension 

is divided into three subcategories: the world where we live (el mundo en que 

vivimos), linguistic (lingüísticos), and artistic expression (expression artística). 
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COMPETENCES

The fourth element of the teaching planning is competences. This question 

aimed to explore in which of the seven competences they develop the intercultural 

axis and how they manage it. 

En el conjunto de las 7 competencias clave en Educación Primaria (competencia 

matemática y competencias básicas en ciencia y tecnología; competencia para 

aprender a aprender; conciencia y expresiones culturales; competencia en 

comunicación lingüística; competencia digital; sentido de la iniciativa y espíritu 

emprendedor; competencias sociales y cívicas), ¿en cuál/es desarrolla el eje 

intercultural en su asignatura? ¿Cómo?

First of all, teachers associate general competences (competencias generales) 

with specific competences (competencias específicas). General competences refer 

to the ones that are more procedural, while the specific ones can be divided 

into two subcategories: the first one involves the instrumental competences 

(competencias instrumentales), whereas the second are attitudinal competences 

(competencias actitudinales). 
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STRATEGIES

This dimension integrates four different questions. We have created one table 

for each of them as their answers are not close to each other, that is, they are not 

necessarily correlated. 

¿Qué tipo de actividades diseña en su planificación didáctica?

This question is about what kind of activities teachers design and introduce in 

their planning. We have two categories here: not planned in advance (actividades 

libres) and planned activities (actividades planificadas). Each category has one 

subcategory. Those activities that have been organised purposefully tend to be 

individuals (individuales), while the activities that are planned before the lesson 

make students work in groups (grupales).

Cuando promueve las interacciones de grupo, ¿con qué criterio/s conforma los 

grupos de trabajo?
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Teachers follow pedagogical criteria in order to set up the work group in class. 

Among the criteria, some of them are planned (criterio planificado) while the 

others are not (criterio no planificado). 

¿Qué estrategias utiliza para promover el aprendizaje comunicativo? 

When teachers think about communicative learning, they focus on oral 

expression (expresión oral). From this category, we have two subcategories 

related to learning strategies (estrategias de aprendizaje) and communicative 

strategies (estrategias de comunicación). 

¿Trabaja la competencia intercultural en colaboración con sus compañeros? En 

caso afirmativo, ¿cómo?

Teachers distinguish between internal (interna) and external (externa) 

collaboration with their colleagues when they work on IC. Moreover, internal 

relationships tend to be vertical, while the external ones are more horizontal.
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RESOURCES

There are different resources that teachers can use in their classroom in order 

to take the best of each student. This dimension aimed to analyse which materials 

are applied by our participants so as to promote IE and the criteria to chose them. 

Además del libro de texto, ¿qué otros recursos didácticos utiliza con frecuencia 

en el aula que, en su opinión, fomenten la educación intercultural? ¿Qué criterios 

utiliza para seleccionarlos?

Teachers use both non-ICT (recursos no tecnológicos) and ICT (recursos 

tecnológicos) resources in their teaching activity. Frequently, non-ICT resources 

are visual while ICT ones are audio-visuals. 

EVALUATION

For this last element of the teachers’ planning, we formulated two questions. The 

first one is about what aspects teachers consider and evaluate about themselves 

regarding the intercultural axis, while the other is addressed to know how they 

evaluate this axis among their students. 
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En su propia autoevaluación docente, ¿tiene en cuenta el desarrollo del 

eje intercultural? En caso afirmativo, ¿en qué aspectos podrían valorarse más 

positivamente?

Self-evaluation (autoevaluación) is the category for the first question. To do so, 

there are two subcategories, namely personal indicator (indicador personal), and 

social indicator (indicador social).

¿Ha establecido unos criterios específicos para la evaluación del eje intercultural 

en el alumnado? En caso afirmativo, ¿qué técnicas de evaluación emplea?

To evaluate this axis among students, they do it either directly (directa) or 

indirectly (indirecta). The techniques used for direct evaluation were qualitative 

(cualitativa), whereas the ones used for indirect evaluation were quantitative 

(cuantitativa). 

5.2.1.2 Conceptual Analysis 

So far we have carried out the textual analysis in which we have mainly done 

the text segmentation, its codification and we have presented the categories and 

subcategories we have created for each dimension of the questionnaire. 
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Then, this last part of the analysis deals with the interpretation of the elements 

previously created in the textual analysis and the closeness to their meaning. This 

process entails a higher level of analysis of both codes and categories aiming to 

obtain structures that respond to the implementation of the intercultural axis of 

CLIL among Primary Education teachers in Cordoba. 

5.2.1.2.1 Networks resulting from the conceptual analysis 

First of all, we focused on the creation of networks of the different dimensions 

of our questionnaire. They enabled us to graphically represent the existing 

relationships among the wide range of codes. 

To establish these networks, we have used the elements of each HU (codes). 

In the first place, we created the relationship by using the “code manager”. This 

option let us select each of the codes and establish the proper link by clicking 

on “link code to”. We should bear in mind that Atlas.ti creates the networks by 

default, so we had to use the editor when we needed to create new ones or 

modify the ones that Atlas.ti creates. After that, we just selected the codes we 

needed to our networks, and click on “display focused network for selected item”. 

Then, it automatically created the network.

PREVIOUS KNOWLEDGE

¿Qué entiende por competencia intercultural en Educación Primaria? ¿Qué 

elementos cree que pueden favorecer el desarrollo de la competencia intercultural 

en la dinámica del aula?
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First of all, teachers define IC at Primary Education according to two different 

categories, namely personal dimension (dimensión personal) and social dimension 

(dimensión social). Within the personal dimension, we distinguish between 

cognitive and affective elements that shape this competence. In regard to this, 

teachers state that it is necessary to develop a variety of abilities, knowledge 

and aptitudes to become interculturally competent. Moreover they associate this 

competence to some values such as tolerance, respect and empathy, as well as 

to act against racism in any diverse context. Surveyed teachers also refer to the 

category of social dimension, which includes one subcategory related to the 

cultural approach (enfoque cultural). Living together with people from different 

cultures, knowing their popular traditions, building your own cultural identity 

(regardless where you coexist with) and respect the possible cultural differences 

also mean to be interculturally skilled. 

Then, they understand that there is a wide range of elements which facilitate 

the promotion and improvement of such competence. We have two dimensions 

herein: members of the community (miembros de la comunidad) and administration 

(administración). On the one hand, teachers, students and families can influence 

the strengthening of IC. As for teachers, they should design task in which students 

work in groups, pay attention when selecting the contents and educate in values. 

Their previous training connected to IE, their attitude in the classroom (practise 

what you preach) and whether they have had positive intercultural experiences 

either abroad o not could contribute to furtherance in this competence. This 

last element is also mentioned as crucial among students. Then, participation of 

families in school life is another element some of them allude to.

On the other hand, the category called administration is divided into two 

subcategories. The school and its administration are crucial in this process. 

Organising exchange programs for staff, students and teachers, the diversity of 

students they have, TIC resources and the way they organise cross-curricular 

project that implicate the whole centre are key elements to enhance IC. The 

other subcategory that teachers refer to has to do with the Public Administration 

(Administración Pública) because not only the economic investment is important, 

but also the promotion of teacher assistants. 
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CONTEXT

En el marco del proyecto educativo de centro, ¿se organizan actividades 

que promueven la formación intercultural? En caso afirmativo, ¿cuáles son las 

actividades más representativas? ¿qué valores promueven?

¿Está presente la Educación Intercultural en su centro? ¿De qué manera se hace 

visible?

Those teachers that first answered affirmatively to the first question of this 

dimension of the questionnaire stated that IC is developed through actions 

outside (exchange programs) and within the school. These last ones include 

cultural activities related to English-speaking countries’ culture, religious events 

and others in which they celebrate popular traditions. In addition there are some 

actions carried out in tutorial sessions and other promoted and organised by the 

school mediation program. All these actions promote personal and social qualities 

such as tolerance, respect, solidarity, inclusion, empathy and civility. 

IE is present in schools at two levels that correspond with the two categories. 

Common areas and classrooms are decorated with projects that students have 

developed after taking part in exchange programs or cultural visits and there are 

labels hanged on the walls in different languages (mainly English and Spanish). 

The way in which teachers organise the their classrooms can be understood as a 

sign of the status of IE within this educational setting. 
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OBJECTIVES

¿Qué objetivos, de entre los que señala el BOJA, se plantea en la planificación 

de su asignatura para desarrollar en su alumnado la competencia intercultural?

En la planificación de los objetivos, ¿piensa en el desarrollo de la empatía hacia 

los valores, creencias, y comportamientos de otras culturas? ¿Por qué?

When planning the objectives of the subjects, both general and specific 

objectives are taken into account in order to develop the IC among students. 

General objectives tend to be related to knowledge and abilities such as the 

improvement of communicative skills in the L2 that is used to teach and learn 

the non-linguistic subjects, while specific objectives are linked to values and 

attitudes e.g. the objectives 4, 7 and 9 that are included in the current educational 

curriculum in the Autonomous Community of Andalusia within the subject Arts 

and Crafts. They aim to recognise the most important artistic events of Andalusia 

and other regions by developing attitudes of appreciation and respect, as well as 

creating a sense of cultural identity; all this aims to better understand the diverse 

world. 

Furthermore, empathy towards other cultures is considered when teachers 

outline the objectives. For the last two questions of this dimension, globalisation is 

the category that explains why teachers include this value among their objectives, 

so their reasons are external since they refer either to the fact that it is stated in the 

current educational law as a transversal topic, or to the need of developing social 

values to overcome the challenging situations we face in the 21st century society. 
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CONTENT

¿En qué bloque de contenidos de su asignatura es más propenso el desarrollo 

del eje intercultural?

¿Qué contenidos interculturales incluye y aborda desde su asignatura?

Regarding the blocks of contents that are likely to the advancement of the 

intercultural axis of CLIL, we have two categories that correspond to two fields of 

knowledge. On the one hand, we have Environmental Studies (Conocimiento del 

Medio). It is divided into two subcategories: Social Science (Ciencias Sociales) and 

Natural Science (Ciencias Naturales). As for the first one, they highlight contents 

that generally develop the intercultural axis; those related to geography; the effects 

of human intervention in the environment; the characteristics of the different 

groups that live together in every society; valuing and respecting their differences; 

our history; the building of our own culture, among oters. The contents of Natural 

Science have to do with the different ways of life. On the other hand, we have 

contents related to Art such as the different ways to express your feelings and the 

knowledge humans get throughout.

Teachers identify as intercultural contents the procedural ones in relation to 

popular traditions, language and artistic expression. 
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COMPETENCES

En el conjunto de las 7 competencias clave en Educación Primaria (competencia 

matemática y competencias básicas en ciencia y tecnología; competencia para 

aprender a aprender; conciencia y expresiones culturales; competencia en 

comunicación lingüística; competencia digital; sentido de la iniciativa y espíritu 

emprendedor; competencias sociales y cívicas), ¿en cuál/es desarrolla el eje 

intercultural en su asignatura? ¿Cómo?

IC is developed by four out of the seven key competences in Primary 

Education. These are divided into two categories. There is one general 

competence characterised for being procedural. The learning to learn 

competence (aprender a aprender) is developed through multidirectional 

activities such as role plays, using ICT resources and designing cooperative 

activities. Then, regarding specific competences, we distinguish between 

instrumental and attitudinal ones. Instrumental competences are the science 

and technology competence (competencia en ciencia y tecnología) and the 

linguistic competence (competencia en comunicación lingüística). These two 

are enhanced through concrete contents. Finally, the attitudinal ones; cultural 

expression and awareness competence and social and civic competences also 

help to develop IC but they do not specify how. 
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STRATEGIES

¿Qué tipo de actividades diseña en su planificación didáctica?

Cuando promueve las interacciones de grupo, ¿con qué criterio/s conforma los 

grupos de trabajo? 

¿Qué estrategias utiliza para promover el aprendizaje comunicativo? 

¿Trabaja la competencia intercultural en colaboración con sus compañeros? En 

caso afirmativo, ¿cómo?

Teachers carry out planned (actividades planificadas) and non-planned activities 

(actividades libres) in their daily routines. Planned activities are usually carried 

out in group, such as communicative activities (actividades comunicativas), socio-

emotional activities (actividades socio-afectivas), research activities (actividades 

de investigación), cooperative activities (actividades de cooperación), exchange 

activities (actividades de intercambio) and cultural activities (actividades culturales). 

They are designed following previously organised pedagogical criteria, e.g. same 

number of girls and boys, similar skills among students to create compensate 

groups, or moving them so as to ensure that along the academic year they all 
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have worked together at any time. Sometimes these groups are randomly created.

Non-planned activities tend to be individual so they do not follow any grouping 

criteria. These activities are: observing activities (actividades de observación), 

body expression activities (actividades de expresión corporal), and handling 

activities (actividades manipulativas).

Both individual and group activities develop the oral expression by taking 

into account different learning strategies, such as: assemblies (asamblea), debate 

(debate) and presentations in the classroom (presentaciones), and also through 

communicative strategies when teachers interact with their students. 

Teachers can work together to promote the intercultural axis of CLIL internal 

and externally. Internal collaboration in schools is vertical since it is either 

the department or the bilingual coordinator who sets the tasks, while external 

collaboration is horizontal.
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RESOURCES

Además del libro de texto, ¿qué otros recursos didácticos utiliza con frecuencia 

en el aula que, en su opinión, fomenten la educación intercultural? ¿Qué criterios 

utiliza para seleccionarlos?

In addition to the textbook, teachers use both technological resources that 

are audio-visual like the projector and the digital whiteboard, as well as non-

technological resources, which are visual, such as the blackboard, flashcards and 

other kind of images. Some criteria to choose these extra-resources are imposed 

(criterios impuestos) by the publisher, while others are chosen by the teachers 

(criterios elegidos) because they are not materials provided by the publisher, 

so they take into account that the language is adequate to their students’ level, 

there is no discriminatory language or images, and they somehow promote non-

discrimination attitudes and actions. 
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EVALUATION

En su propia autoevaluación docente, ¿tiene en cuenta el desarrollo del 

eje intercultural? En caso afirmativo, ¿en qué aspectos podrían valorarse más 

positivamente?

¿Ha establecido unos criterios específicos para la evaluación del eje intercultural 

en el alumnado? En caso afirmativo, ¿qué técnicas de evaluación emplea?

In this dimension we distinguish between the way teachers evaluate their role 

when promoting the intercultural axis of CLIL, and how they assess it among 

their students. 

Teachers appreciate their own role in terms of the relationship with their 

colleagues (compañerismo) and the degree of empathy when they assess this axis 

among their students; they do it by using observation techniques as a qualitative 

tool, and quantitative procedures such as classroom records and exams.
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5.2.2 Descriptive Analysis

This version of Atlas.ti incorporates various options that allow the quantitative 

processing from the qualitative codes (HU). There is an option that enables us 

to export our data to a SPSS legible format, where quotes are identified as cases 

and the codes as variables. We take advantage of this in order to carry out the 

appropriate descriptive analyses.

5.2.2.1 Frequencies and percentages 

In this section we present both the frequencies and percentages of each 

dimension of our questionnaire. These dimensions include more than 

one question, so we present the data separately. We will show the data 

corresponding to this statistical analysis in tables to which an explanation will 

follow. We should bear in mind that in some questions, teachers use more 

than one code to answer since these are not discriminatory. Consequently, 

the sum of the frequencies of the different codes is higher than the number 

of the sample subjects (59). 

Quantitative data (frequencies and percentages) presented in bold refer to the 

sum of the codes of each subcategory of the question. The other data (not in 

bold) correspond with each code.
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First dimension: Previous knowledge

The cognitive approach is highly mentioned (44.6%) because teachers give 

importance to have knowledge about other cultures in order to be interculturally 

competent at Primary Education level, while only the other elements (cognitive 

abilities and aptitudes) are less mentioned, showing 13.2% and 8.3% respectively. 

As for the affective approach, the two most frequent issues have to do with respect 

to other people from other cultures (7.4%), and be empathetic in multicultural 

contexts (5.8%). Teachers frequently refer to the social dimension (38.1%). Valuing 

the existing differences originated by cultural diversity is the most common feature 

they refer to (29%), while developing cultural identity (4.1%) and appreciating the 

diverse traditions (5%) are less common. 
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The most frequent elements have to do with teachers (48.9%). Among them, teachers 

give thought to whether they devote time to group work (7.7%), how they select the 

contents (2.1%), the importance they give to educating in values (13.2%), their attitude 

when teaching (2.1%), their positive intercultural experiences along their lives (3.5%), 

and their previous training in this competence (20.3%). Moreover, they also think that 

the experiences that students have with students from other countries (6.3%) and the 

participation of the families in the schools’ projects (3.5%) are important. 

Then, elements related to the administration also play a key role to develop IC according 

to our surveyed teachers. In addition, the administration of the school is more frequent 

(25.2%) than the role of the public administration (16.1%). Within the administration of the 

school, exchange programs is the most recurrent item (9.8%) followed by the promotion 

of ICT resources (8.4%), and the diversity of the students in the school and the cross-

curricular projects (both 3.5%). Teachers refer to the Public Administration in terms of 

the need to have an excellent managing plan (2.8%), to provide schools with language 

assistants (11.2%) and to invest money in bilingual schools (2.1%).

 

This line graph provides us with a holistic vision of the use of codes in the 

first dimension of the questionnaire. It lets us know how teachers understand IC, 

and which elements help to its progression. The most used codes are cultural 

diversity, teacher training, having knowledge about other cultures and educating 
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in values, whereas those codes placed on the right side of the graphic are not 

that important for them (e.g. teachers’ attitude, economic investment and the way 

teachers select contents and racism).

Second dimension: Context

43 teachers, which means the 72.9% of the sample, said that their schools 

organise activities that promote intercultural training and, consequently, the 

intercultural axis of CLIL, whereas 16 answered negatively to this question (27.1%).



307

Actions that are carried out within the school, such as cultural activities 

regarding English-speaking cultural projects (34.3%), religious events (9%), 

popular traditions (20.9%) or the ones promoted by the tutor (4.5%) or through 

the mediation program (14.9%), are more frequent to promote intercultural 

training than the ones that come from outside the school (16.4%), which refers 

to exchange programs. 

The frequency of this question is lower than the previous one; it means that 

not all the teachers whose schools carry out activities that promote intercultural 

training indicate the values they promote. Nevertheless, the previously mentioned 

activities promote personal (22.1%) and social (13.6%) values. 

Then, only 21 teachers said that IE is present at their schools and 38 said that 

it is not. Those who answered positively, explained how.
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The 21 teachers who first answered affirmatively to the questions of whether 

IE is present at their schools, then, explained how. On the one hand, teachers 

think that IE is present physically in the classrooms through the posters (5.7%), 

through students’ projects (5.7%), and in the common areas through labels written 

in other languages (21.4%). On the other hand, teachers make reference to how 

their students are sitting in the classroom because it helps to carry out activities 

that are more prone to include the intercultural axis within their daily praxis. The 

most common grouping is in pairs (45.7%), followed by medium-size groups 

(15.8%) and big groups (5.7%).
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The most used codes in the second dimension are pair grouping and English-

speaking culture, followed by having labels in the classroom in different languages. 

There is not a large difference among the rest of the codes in terms of frequency. 

The codes with lower frequency are solidarity and civility. 

Third dimension: Objectives
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Just 19 teachers, which is less than half of the survey respondents (32.2%), 

stated that they consciously include in their teaching planning either general 

(28.8%) or specific objectives (3.4) to develop the IC among their students. 

General objectives relate to communicative skills in English, while the specific 

ones have to do with the subject  Arts and Crafts. The rest of the sample declared 

they did not do it. 

For the second question of this dimension, a higher number of teachers (31) 

affirm they think that the development of empathy is carried out towards values, 

beliefs and behaviours of other cultures.
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The reasons why they take it into consideration are divided into external 

(47.7%) - such as the fact that it is stated by the current educational law (11.4%) 

or to develop social values (36.3%) -, and internal (52.3%) - such as the need to 

help students develop at personal (43.2%) and academic levels (9.1%).

 

Regarding the objectives, teachers have used a fewer codes. Among them, we 

can see a strong difference between: a. personal development, communicative 

objectives in the target language and social values (more frequently used), and 

b. current legislation, academic development and specific objectives of Arts and 

Crafts (less frequently used).
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Forth dimension: Contents

There are three subjects in which teachers who answered this question 

affirmed that there are contents that enable the development of the intercultural 

axis of CLIL: Social Science (73.7%), Natural Science (18.4%) and Arts and Crafts 

(7.9%). The block of content that has been mentioned by the highest number of 

teachers belongs to Social Science, namely living in society.
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In this question, teachers stated the intercultural contents that they included 

in their subjects. The most cited content has to do with the linguistic ones (60%) 

followed by popular traditions (36%) and artistic contents (4%). 

 

Teachers used eight codes to answer both questions of this dimension. The 



314

CHAPTER 5: RESULTS

most used code has to do with the first question, where they identified which 

block of contents was more prone to implement the intercultural axis of CLIL, 

as it describes life in society from Social Science. Then, they declared that they 

include intercultural contents within their subjects related to language and 

popular traditions. On the other hand, artistic contents is the code with the lowest 

frequency. 

Fifth dimension: Competences
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Firstly, 28 teachers indicated in which competence they develop the 

intercultural axis in their subjects, but the total frequency of this question (that is, 

the total number of teachers answering) is 39 due to the fact that some teachers 

mentioned more than one code within their answers. The most frequent cited 

competences are cultural awareness and expressions (30.8%), and social and civic 

competences (38.4%), both belonging to the category attitudinal competences. 

Instrumental competences such as science and technology (5.1%), and linguistic 

competence (18%) are less common among their answers. Finally, the learning 

to learn competence is mentioned three times (7.7%).

Teachers who indicated in which competences they develop the intercultural 

axis refer to multidirectional activities, such as role-plays (30.8%), ICT resources 

(23%) and cooperative activities (35.9%). Then, working the intercultural axis 

through the content of the subject is mentioned 4 times (10.3%).
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Regarding competences, the most used codes are social and civic competences, 

cooperative activities, and cultural awareness and expressions competence, while 

the least used ones are learning to learn competence and science and technology 

competence.

Sixth dimension: Strategies
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Teachers include in their planning both individual and group activities. Among 

the individual ones, we highlight plan observation activities (7%), body expression 

activities (2.9%), and handling activities (3.5%). Regarding the group activities, 

teachers notice plan communicative activities (23.8%), socio-emotional activities 

(5.2%), research activities (16.9%), cooperative activities (13.4%), exchange 

activities (9.3%) and cultural activities (18%).
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To organise groups, teachers use planned and advanced criteria, such as 

students’ abilities (37.6%), gender (20%) and rotation (17.6%). Moreover, creating 

the groups randomly is another criterion mentioned (24.7%).

To promote communicative learning, teachers use learning strategies (44.4%), 

such as assembly (16.6%), debate (5.6%) and presentations in the classroom 

(22.2%). Also, our sample considers they promote this skill through everyday 

classroom interaction (55.6%).

When, we asked them whether they work IC in collaboration with their 

colleagues, only 9 of them answered affirmatively while 50 teachers said they do 

not:



319

Out of the 9 teachers, 3 of them work vertically (since the department plans 

the project which they put into practise), whereas 5 of them work horizontally 

either with teachers of other schools or directly with other schools as entities (1).
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This dimension counts with a high number of codes (20). The most used code 

is communicative activities, whereas the least used one is the relationship with 

other schools. 

Seventh dimension: Resources

Not every teacher outlines which resources can help to the development of 

the intercultural axis of CLIL. Those who do refer to the blackboard (27.5%), 

flashcards (19.6%) and images (9.8%). ICT resources (43.1%), such as the projector 

(9.8%) and the digital whiteboard (33.3%), were also cited among our teachers.
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The criteria to select these resources tend to be purposefully chosen since 

they take into consideration aspects such as language (26%), coeducation (22%) 

and non-discrimination (18%). On the other hand, some teachers ensure that the 

extra material they use is the one provided by the publisher, so they do not apply 

any other criteria to decide to use them in class (34%).
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The gradient of this line is not as prominent as that in the previous dimension. 

The publisher and the digital whiteboard are the most used codes, while images 

and projector are the least named codes. 

Eighth dimension: Evaluation

Thirteen teachers stated that they use self-assessment while forty-six who do not do it. 

From these 13 teachers, 23.1% assess it in terms of fellowship while 76.9% 

focus on empathy.

Finally, 31 teachers said that they assess this axis among their students, whereas 

27 (45.8%) do not. Those who do it, used the following codes:



323

Out of the 31 teachers, 86.7% do it through a qualitative method (e.g. 

observation), while on the contrary, 19.3% do it through quantitative procedures 

(such as control records and exam: 6.4%).

On the one hand, observation is the most employed code by teachers who 

answered the questions of this dimension (not all of them did). On the other hand, 

only two teachers stated they evaluated the intercultural axis through exams.

5.2.2.2 Mean and standard deviation of each dimension

Following the qualitative analysis of the data of the first study (S1), each of the 

categories has been codified so as to apply quantitative statistical procedures by 

using SPSS v.21.0. Then, we present the results of the eight dimensions of the 

questionnaire. 

The mean and deviation of the dimensions enable us to check how homogeneous 

the answers of each dimension’s questions are among the surveyed teachers, but 

before presenting these data, we can see in the following figure (5.18) how much 

information have the teachers given for each dimension. Previous knowledge, 
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strategies and resources are the most complete ones, while in the content 

dimension teachers have used fewer codes to answer. 

 

Then, these are the mean and standard deviation of each dimension of the 

questionnaire:
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As we can see, there are some dimensions whose standard deviation is higher 

or closer to their means. It shows that there is a great dispersion among the 

number of codes used by interviewed teachers to answer each question. It means 

that answers are quite heterogeneous. 

Regarding strategies (the sixth dimension), it is the dimension where 

teachers have used the highest number of codes, but the deviation is low, 

so it means that most of the teachers agree to the relative importance of 

the issue. On the other hand, those items with a higher deviation, such us 

evaluation or context, denote a strong bias among teachers in respect to the 

relative weight of every item.

5.2.3 Inferential Analysis: Generalised Linear Model (GLMz)

Finally, we designed our own model including both independent and 

dependent variables. To do so, we applied a Generalised Linear Model (GLMz) 

analysis due to the lack of standardization of the data. Moreover, it is a 

generalisation of multiple linear regression models applicable when we have 

more than one independent variable, as we have in this study. Then, we also 

had the chance to create one model for each dimension, so each of them was 

considered as a dependent variable. In our study, we have a large number 

of independent variables (that is, sex, age, degree, teaching level, number 

of years since they finished their degrees, number of years of experience, 

number of years of experience teaching CLIL and CLIL subject they teach) 

in comparison with the sample, so results could be not rigorous enough. To 

overcome this, we firstly applied the Akaike Information Criteria (AIC) (Akaike 

1974) after running all combinations among the factors because it let us know 

which variables should be included in the models. Thus, in the following table 

we can see the contrast of the effects of the multinomial model.
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Note: It only includes the variables considered after applying the Akaike 

Information Criteria (AIC) which provides a measure of the relative quality of 

statistical models for our set of data.

Taking into account that there are statistical significant differences between the 

variables when the p-value is less than or equal to 0.05 (5%), we have included 

in the previous table those cases where it happens.

As for the first dimension, in which teachers explained what they understand 

by IC at Primary Education and which elements can contribute to its development, 

there are significant differences of understanding depending on the textbooks 

they use.
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The second (context) and the third (objectives) dimensions do not count with 

significant differences among the variables.

In the fourth dimension, which has to do with contents, there are also significant 

differences among teachers regarding the textbooks.

In the fifth dimension, teachers have to explain in which of the seven key 

competences of Primary Education they develop the intercultural axis in their 

subjects and how they do it. We can see on the table that there are significant 

differences according to three of the independent variables. First of all, there 

are meaningful differences between teachers who have a degree related to 

education or to foreign languages. Second, there are also differences in terms of 

the textbooks, so teachers who are working with different publishers, answer the 

question differently. Finally, there are significant differences in this competence 

regarding the use of textbooks and depending on the sex of the teacher. 

In regards with the sixth dimension, teachers explained the different kinds 

of strategies they include in their planning in order to promote group work 

and communicative skills, and to enhance IC. There are significant differences 

regarding the number of experience years of teachers.

The seventh dimension is related to the resources teachers use in their daily 

routines to develop the intercultural axis of CLIL and to strengthen IC among 

students. In this case significant differences are found, once again, related to the 

textbooks used by surveyed teachers.

Evaluation, the last dimension, does not show significant differences. 
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5.3 RESULTS OF THE SECOND STUDY

The second study complements the first one, so these results aim to determine 

if the teachers’ textbooks used by our surveyed teachers include some guide to 

develop the IC among Primary Education students. 

5.3.1 Descriptive Analysis

5.3.1.1 Frequencies and percentages

Fifty-one of the surveyed teachers use three different publishers for teaching 

their CLIL subjects: Anaya, Macmillan and Oxford. The rest of them (8) do not use 

textbooks for their subjects (Physical Education and Arts and Crafts). 

The most employed publisher is Macmillan (40 teachers), followed by Anaya 

(6) and Oxford (5). 
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5.3.1.2 Means

This section presents the results obtained from the analysis of the CLIL teachers’ 

textbooks. The Likert scale rubric (1-5) enabled us to know to what extent the 

intercultural axis was included along the teaching planning elements.

5.3.1.2.1 Intercultural axis in Anaya teachers’ textbooks
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This publisher does not include the IC axis within the objectives, nor 

competences, nor evaluation. Nevertheless, it counts with some intercultural 

contents which can be worked by using strategies that are prone to develop it. 

Finally, images, language and illustration respect the principles of IE.

5.3.1.2.2 Intercultural axis in Macmillan teachers’ textbooks

On the one hand, Macmillan textbooks do not refer within their objectives to 

interculture, and it does not either include specific guidelines to assess it. On the other 

hand, they include intercultural contents as well as activities to promote IC values. 

Moreover, each unit specifies the competences that are developed, but just some of 

them refer to IC. As for strategies, some units include intercultural activities and others 

plan cooperative activities. Resources support the development of the intercultural axis. 

5.3.1.2.3 Intercultural axis in Oxford teachers’ textbooks



331

This publisher rarely includes something to facilitate the enhancement of 

intercultural axis. However, they count with a great variety of digital resources. 

5.3.2 Inferential Analysis

First of all, before analysing the possible correlations, we verified the effect 

of two variables (course and CLIL subject they teach, as well as its intersection) 

in order to be able to gather all data. Results show that there are not statistical 

significant differences according to the previous variables, so it is not necessary 

to analyse the correlation separately in each course and subject. 
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*Significant difference because the sig. value is lower than 0.05.

As we can see on the previous table, there are two dimensions (objectives and 

evaluation) that are not included. It is due to the fact that their corresponding 

values were constant (1 = The book does not include anything related to the 

intercultural axis of CLIL).

Then, data show that there is not any relationship between the way teachers 

implement their intercultural axis in their praxis and how it is included within their 

textbooks in any dimension, but between the resources of the teachers’ planning 

and the strategies of the teachers’ textbook (sig. 0.036).

We can conclude that teachers’ perception on the intercultural axis of CLIL is 

not significantly related to its integration in CLIL teachers’ textbook. We just have 

the exception mentioned before (strategies – resources). 
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5.4 CONCLUSIONS OF THE CHAPTER

This chapter shows the results of both studies. On one hand, it presents the 

results obtained after analysing the data of the open-question questionnaire 

that fifty-nine CLIL teachers from private and semi-private schools in Córdoba 

answered. To do so, we used a mixed-methods methodology analysis. Qualitative 

results are differentiated into two types that come from the textual analysis and 

the conceptual analysis. Quantitative results (frequencies, percentages and GLMz) 

also correspond to the data from the questionnaire. On the other hand, we have 

presented the results of the second study, which complements the first one, 

derived from the statistical processing made with SPSS (GLMz and correlations).

In conclusion, all results addressed to the research problems defined in the 

previous chapter, let us corroborate the hypotheses and helped us achieve the 

objectives of this Thesis. In addition, they are going to be discussed against the 

theoretical background in the following chapter. 
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6.1 INTRODUCTION

This last chapter will focus on the analysis and discussion of the results of 

the two studies developed by this Thesis. Moreover, it also presents the main 

conclusions and new lines of research that, hopefully, would contribute to advance 

research on CLIL, mainly regarding teacher training and interculture. 

In chapter four we presented the origin of this research based on the concern 

of analysing how CLIL teachers are dealing with its intercultural axis and whether 

they include it within their teaching planning and implement it in their daily praxis 

as well as its inclusion in teachers’ textbooks. It led us to key research questions, 

out of which the objectives and hypotheses of this Thesis were established and 

developed. 

Then, to be consistent with the presentation of the results, we will divide herein 

the analysis and discussion of data into two sections, which will facilitate the 

reader’s task. Subsequently, the conclusions of the joint research are summarised 

in order to integrate the main key ideas that this research has brought about. 

Finally, the possible limitations as well as some future lines of work are included.
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6.2 DISCUSSION OF THE RESULTS OF THE FIRST STUDY

The first study (S1) corresponds with the first research problem (P1): Are CLIL 

teachers in private and semi-private Primary Education schools implementing the 

intercultural axis in their didactic planning and through their teaching praxis? In 

which elements of their didactic planning do they implement the intercultural 

axis? Are there differences between those teachers in terms of personal, academic 

and professional aspects?

We designed and validated a questionnaire that was answered by a sample of 

CLIL teachers working in private and semi-private schools in Cordoba at Primary 

Education level (Appendix 1). As we explained in chapter 4, it is divided into 

eight different dimensions. This questionnaire’s main goal was to help researchers 

improve their knowledge on how these teachers understand IC and which 

elements enhance its development, the context of their teaching and, finally, to 

gather data regarding the different elements of teaching planning. Therefore, we 

were able to find data that allowed us to corroborate the hypotheses of this study 

and to achieve the objectives established.

The first hypothesis (H1) was: CLIL teachers in private and semi-private Primary 

Education schools are implementing the intercultural axis neither in their didactic 

planning nor in their teaching praxis. 

Before going in depth and analysing the implementation of the intercultural axis 

in their didactic planning and teaching praxis, we devoted the first dimension of 

the questionnaire to get purposeful knowledge on the understanding of teachers 

about IC.

In the analysis of this first dimension (which comprised two questions) we 

can confirm that surveyed teachers believe that to be interculturally competent at 

Primary Education means to have a set of abilities, such as to communicate and 

interact with people from different cultures by using different foreign languages; 

to learn from each other’s differences, knowledge (e.g. customs and traditions 

of other cultures, religious believes, aptitudes), and values (such as tolerance, 

respect and empathy). They also understand IC as the ability to develop one’s 
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cultural identity as well as to respect and learn from others’ cultural identities. 

This understanding counts with the elements that the definition of ‘competence’ 

includes (knowledge, values and skills), and it is similar to how other authors 

define IC (e.g. Byram 1997; Bennett 2008; Deardorff 2006; Southwell 2011) since 

they include personal, cognitive and affective skills. A high number of teachers 

refer also to the ability of communicating in a foreign language, which agrees 

with Byram’s concept of Intercultural Communicative Competence (ICC) because 

they understand that learners need to command the foreign language in order to 

become intercultural speakers, at the same time that it also requires to enhance 

their IC. Here it is relevant to point out that one of the interviewed teachers stated 

that to become competent in this field, it is not possible to show a discriminatory 

or racist behaviour. This perspective coincides with Wallnofer (2000), Bouchard 

(2011) and Pasqually (2015) who recognise that multiculturalism of current 

societies is also reflected in school contexts, so it is necessary to implement 

educational pre-designed strategies to prevent and avoid racism. The definition 

given by the fifty-nine teachers in our sample is also in line with key aspects that 

the UNESCO highlights both in their documents and strategies on IE in Primary 

Education. We refer here to the aptitude to interact and to learn from each others 

(mutual enrichment), and to go beyond passive coexistence in order to achieve 

social progress.

We should also mention that our sample refers to cultural diversity (the most 

cited code: 35 times) and to the importance of being able to peacefully live 

together when they define the concept of IC, which could be due to the fact 

that the Spanish Ministry of Education has promoted different projects regarding 

diversity awareness and cultural diversity in educational contexts. An example 

of this is the Center of Resources for Attention to Cultural Diversity in Education 

which provides schools and teachers (since 2007) with online resources to 

enhance IE in Spain. Most of them aim to make students aware of the existing 

differences between cultures so as to increase their cultural knowledge as well as 

the possibility to learn from each other. In addition, these resources are classified 

attending to the peculiarities of each Autonomous Community. For Andalusia, 

this Center is of high interest due to the fact that its educational legislation aims 

to cater for different abilities, learning pace and style, students’ motivation and 

interests, socioeconomic, and cultural and linguistic situations in order to facilitate 
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the acquisition of the key competences of the curriculum.

As for the elements than can contribute to the advancement of such competence, 

we found an assorted array of items. Surveyed teachers give importance to whether 

teachers have received training in terms of interculturality, IE and IC (29) or not 

is decisive because they cannot implement it if they are not competent enough in 

the area. It means that teachers first need to be competent in whichever area they 

are going to work with before teaching students. This opinion is in line with that 

of those authors who establish a narrow relationship between teacher training and 

students’ achievement such as Darling Hammong (2000), Rahman, et al. (2011). 

Another important factor here is the relationship that teachers establish between 

IC and the education in values (the forth most cited code: 19). On the one hand, 

this connection is justified because following their definition of ‘competence’, 

values are an important part of it. On the other hand, they are convinced that there 

exists a series of values that people need to develop in order to achieve peaceful 

coexistence. Among these values, teachers stand out tolerance (4), respect (9) 

and empathy (7). This idea coincides with the understanding of Portera (2008) 

and Coulby (2006; 2012) who stated that education should be based on respect 

to everybody inside and outside school contexts, and it must develop tolerant 

attitudes towards ethnic minorities so as to protect equity rights. 

Our assumption is that IE prepares people to be able to live together 

harmoniously because it leads to recognise the other. Then, as values are teachable 

and achievable, to educate in value means to integrate the principles of IE and IC 

with the aim of training societies for a peaceful and friendly coexistence. 

Then, teachers of our sample named other elements in their answers to the 

questionnaire such as language assistants, schools exchanges, the use of ICT in 

the classroom, and the introduction of international and intercultural experiences 

for both teachers and students so they are placed at the centre of their own 

intercultural learning. Their justification lies on the fact that these elements bring 

real world closer to the classroom. For instance, international exchanges bring 

students the opportunity to get to know and discover different cultures in first 

person and with direct contact with foreigners; technological resources enable 

21st century communication with people from different countries, and the use 
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of real materials or realia (audio, photos and videos) together with the relation 

of positive abroad experiences with any subject content can help them acquire 

this competence easily and with higher motivation. The UNESCO (2012) also 

mentions some of these elements as well as the participation of families in the 

school culture within its statement of the three principles of IE. 

A low number of our surveyed teachers stated that this competence should 

be more important when there are students from different cultural backgrounds 

(cited 5 times) in the classroom. It is opposed to what institutions, associations 

and relevant scholars think (e.g. Portera 2008) because both IE and IC must 

be addressed to everybody and not only to minorities, as it would turn into a 

assimilationist model (Muñoz Sedano 2002) which is strongly criticised by the 

International Association for Intercultural Education (IAIE) which believes that IE 

should be addressed to everybody in multicultural societies, and then, to teachers, 

teacher trainers, researchers and policy makers (http://www.iaie.org/1_about.

html)

Within this dimension, the investment (cited 3 times) and they way these 

resources are managed (4 times) influence the development of IC among students. 

Finally, they pointed out two key strategies (the selection of contents, and group 

work) as the best ideas to pursue this goal. 

Taking into account the codes that surveyed teachers have used to answer the 

questions of the first dimension and their frequencies, we can say that not many 

teachers have an idea of what IC is and how they can help students achieve it, but 

we would like to highlight here that their perspective is mainly language-oriented 

(linguistic and communicative skills) instead of seeing this competence as a cross-

curricular one. We reach this conclusion after analysing that teachers mainly 

named the ability to communicate with foreigners; even one of them stated that 

IC means to be able to communicate with people from different countries through 

a foreign language (teacher X: el alumnado en Educación Primaria es competente 

interculturalmente si puede comunicarse con personas de otros países a través 

de una lengua extranjera).

The context is also crucial to analyse to what extent CLIL teachers are 
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implementing the intercultural axis. Around 70% of our respondents confirmed 

that their schools organise activities to promote intercultural training and they 

even offered detailed information about what values these activities were planned 

to enhance. The answers to these questions enabled us to realise what they 

understand by intercultural activities, where their options were limited to those in 

which they work on traditions and customs of different countries and regions. They 

refer to exchanges with foreign schools, which is more frequent among Secondary 

Education students because in Primary Education students do communicative 

activities through Skype or email, which is always supervised by the teacher. 

Almost 40% of activities teachers mention are related to the culture of English-

speaking countries, such as The United Kingdom, Ireland or The United States of 

America. It was due to the fact that the schools of all the participants (100%) are 

bilingual (Spanish-English) so they focus on this specific culture. They celebrate 

the typical festivities (e.g. St. Patrick’s Day in Northern Ireland, Easter, Halloween 

in the United States, and The Bonfire Night in The UK. From our point of view, it 

can help introduce students in the English culture but it does not contribute a lot 

to increase their IC since the development of this competence goes a step further 

as it entails not only to learn the culture of the target language (English in this 

case) but also to broaden students’ mind to achieve the development of societies 

through the acquisition of knowledge of different cultures. In addition, teachers 

recognise that they always celebrate Spanish traditions in order to make students 

aware of their own cultural heritage and history. This last point agrees with the 

IE principles defined by UNESCO (2010) and with authors such as Méndez García 

(2012; 2013) and Coyle (2009), because they believe that to understand and 

respect other cultures, it is necessary (and positive) to develop our own cultural 

identity by learning about our customs, traditions, music, behaviours, lifestyles, 

gastronomy, values, language, etc. so students can also critically reflect about 

themselves and learn from each others’ differences. 

Fewer that ten teachers said that they also help their students develop 

intercultural understanding through religious activities because these values 

should be taken into account when working in IC. It can be explained because 

surveyed teachers work in Catholic schools. This finding is in concordance with 

Keast (2007) who ensures that paying attention to the religious dimension means 

a key contribution to peace and to teach students respect human rights. The 
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difference between teachers’ conceptions and Keast is that even though few 

surveyed teachers consider with the inclusion of religious values in education to 

improve IC, they specially mention the Catholic ones, whereas Keast refers to all 

religions, so students learn from a more diverse and holistic panorama, regardless 

the type of faith. 

To finish with this dimension, three teachers recognise that they do not promote 

intercultural understanding throughout their subjects but they rather work with 

related issued during their tutoring time when they develop projects on racism, 

bullying, discrimination, and the like. In addition, just very few of them (3) said 

that in their schools they count with a School Mediation Classroom (Aula de 

Mediación Escolar), which includes action protocol to solve existing problems 

that have to do with discriminatory behaviours among students. This protocol also 

provides students, teachers and families with a guideline to overcome ‘special’ 

situations, such as to solve problematic activities and to develop communicative 

strategies.

In conclusion, schools do not implement many intercultural activities, but they 

rather focus on the development of Spanish and English cultures. We think that it is 

the first step towards achieving a real intercultural understanding and developing 

students’ IC since, at least, these activities enhance key values such as respect, 

tolerance, empathy, solidarity and civility, which, on our opinion, can be the 

grounds on which both the teaching and the development of IC can be initiated.

The last results of this dimension are related to the presence of IE within the 

school in general and the classroom in particular. To this regard, two different 

aspects are mentioned by less than half of the sample (21 teachers). On the 

one hand, teachers agree that images, posters, notice boards and labels in 

other languages (mainly English) contribute to the development of IC. Tormey 

(2005) in the guidelines to promote IE in Primary schools also considers the 

need to develop an intercultural context in the classroom. Among other issues, 

he refers to “planning the physical environment of the classroom.” (Ibid. 2005: 

38). Moreover, he added that “the messages that are communicated through the 

physical environment of the school are important … Intercultural classrooms 

are characterised by learning environment that reflects and show pride in the 

language, ethnic, and cultural diversity.” (ibid. 2005: 39). Consequently, we can 
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say that at this point surveyed teachers are right when they refer to the decoration 

of the classroom as an important contribution to the development of the IC. 

On the other hand, those teachers who answered affirmatively also refer that 

the sitting arrangement indirectly influences the progression of IC because they 

think that group activities require collaboration and cooperation among students, 

there they all have to respect and learn form everybody’s mistakes. This will be 

analysed in depth in the sixth dimension (strategies).

These first two dimensions let us know that most of our surveyed teachers 

have some theoretical knowledge about what IC is; how it should be worked 

in Primary Education; and the elements that favour its progression, but then, in 

practise, they barely implement the necessary mechanisms and tools, despite they 

attach great importance to its acquisition to survive in the 21st societies. This can 

be due to a wide variety of reasons from their own lack of training (which has 

a direct influence on its inclusion in their didactic planning and implementation 

in their daily praxis), to the inflexibility of the educational curriculum and the 

ideology of the schools. 

In order to test our first hypothesis, we are going to discuss the findings of the 

following six dimensions, which will lead us to know whether surveyed teachers 

implement the intercultural axis in each of the teaching planning elements and 

in their teaching activity (H.1) as well as to draw meaningful differences among 

them (H.1.1). 

Only around one third of all teachers (32.2% of them) stated that when they 

are working on the objectives along the academic year in their subject, some of 

these enrich the IC of their students. What is surprising is that the majority of 

these teachers (89.5%) associate it with the objectives related to communicative 

skills in the target language. It confirms our first thought that they strongly and 

directly associate the IC with the learning of a foreign language. We do not 

think that this is a misconception because most research has been focused on 

the improvement of intercultural skills through the subject of foreign language 

(Bennett 2012; Byram 2010; 2011; 2014; Hoff 2014; Perry and Southwell 2011). In 

addition, the curriculum of these subjects explicitly include among their objectives, 

contents, competences and activities, some cultural knowledge in relation with 
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the language. It can be due to the strong impact of Byram in this field along with 

his definition of the ICC (1997). Not only the curriculum but also the textbooks 

– the most recurrent resource and guide for teachers – embrace cultural learning 

(Larrea Espinar 2015; Méndez García 2001; Raigón 2015; Raigón and Larrea 2015), 

so it is easier for teachers to implement it rather than if the cultural knowledge is 

hidden (as it usually happens in content subjects). 

Two Arts and Crafts teachers specifically pointed out three specific objectives 

(included in their subject from the curriculum) that they implement in their 

planning for the development of the IC. It is interesting because they show their 

awareness towards the intercultural axis at the same time that it helps us to better 

understand how they relate them. These objectives are:

- “Reconocer las manifestaciones artísticas más relevantes de la Comunidad 

Autónoma de Andalucía y de otros pueblos, desarrollando actitudes de 

valoración, respeto, conservación y adoptando un sentido de identidad 

que le permita plasmar a través del lenguaje plástico y musical las inter-

pretaciones y emociones del mundo que le rodea.” It means to recognise 

the most relevant artistic events of Andalusia and other regions by de-

veloping attitudes of appreciation and respect, and adopting a sense of 

identity that allows them to express how they interpret the world through 

art and musical language.

- “Participar y aprender a ponerse en situación de vivir la música: cantar, 

escuchar, inventar, danzar, interpretar, basándose en la composición de sus 

propias experiencias creativas con manifestaciones de diferentes estilos, 

tiempos y cultura.” This objective aims to help pupils develop their own 

creative compositions including different styles, periods and cultures.

- “Valorar y conocer las manifestaciones artísticas del patrimonio cultural 

de Andalucía y de otros pueblos y culturas; colaborar en la conservación 

y enriquecimiento desde la interculturalidad.” To value and meet the ar-

tistic expressions of the cultural heritage of Andalusia and other cultures’; 

to collaborate in the preservation of cultures and enrichment from a mul-

ticultural perspective.
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These three objectives promote the development and preservation of cultural 

heritage, so it coincides with the perception of Do Rosario Sousa (2011: 39) 

who stated that: “given the multicultural world we live, a complete and assertive 

Intercultural Education cannot distance itself from knowledge about various 

artistic and cultural expressions.” Moreover, despite the importance given to the 

Andalusian culture, it also refers to others.

The second question of this dimension was answered by a higher number 

of respondents than the other questions (31 teachers) because it associates the 

intercultural axis of CLIL with the promotion of values through the objectives 

of the subject they teach. These teachers recognise that they take values into 

consideration when these design their subjects’ objectives because IC is included 

within the current educational law, so it is needed to achieve students’ academic 

and personal promotion. It also explains that teachers devote acknowledged 

importance to educate in values regardless the subject they teach because they 

are aware of this need; they said they frequently put IC into practise and include 

it within the objectives of their content subjects.  

In the planning of contents, surveyed teachers were able to identify which block 

of contents within their subjects is more adequate to shelter the implementation 

of the intercultural axis of CLIL. Social Science teachers identified three out of the 

four blocks in which this subject is divided in the Primary Education curriculum 

of Andalusia. The most suitable block (according to them) is Living in Society 

(19) followed by Traces of time (5) and The world where we live (4). The 

first block deals with the evolution of societies and life together respecting and 

valuing each other’ differences. It is in line with the way teachers understand 

IC, so most of them think they can implement the intercultural axis in here. The 

second block provides students with knowledge about the environment and the 

human intervention so as to learn about their close reality, discover the richness 

of geographic and cultural diversity. It concurs with the idea of Portera (2006; 

2008) regarding cross-cultural education, which aims at teaching students how to 

live in peace and protect the environment and cultural heritage. The last block 

that teachers mention includes contents related to the social and cultural history 

of Andalusia and other regions. Teachers explained that this block is the most 

adequate to implement the intercultural axis because it makes students compare 
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the trajectories of different regions and value the treasure of diversity, so they 

can learn how the same historical milestone affects different places of the world, 

its consequences, as well as to understand the differences among them. It is in 

relation with the second principle of IE (UNESCO 2012) that ensures teaching 

and learning materials (which confers knowledge about history, encourages and 

promotes IC among students), as well as with the third principle which can 

be achieved if the curriculum of a specific subject contributes to increase the 

knowledge on cultural heritage through the teaching of history. 

Those Natural Science teachers who were able to identify in which block of 

their subject they could develop the intercultural axis (7 teachers) mention one 

out of the five blocks of contents: Living beings. It provides students with specific 

knowledge about different lifestyles. Teachers can adequately implement the 

intercultural axis here because it is easy to encourage the values they named in 

the first dimension (e.g. respect, empathy, tolerance). Students learn here how 

different cultural groups live; therefore not only they can compare them with their 

own way of life, but they should learn to respect and use these differences to 

enrich their own context. These contents also promote the ability to understand 

and share other people’s experiences, routines, emotions, feelings, as Banks 

highlights (2006) when he explained the Social Action Approach to modify the 

curriculum according to multicultural settings’ needs. 

Arts and Crafts teachers emphasise the block of Artistic expression. It is, once 

again, in line with Do Rosario Sousa (2011) as it refers to the ability to express 

the same reality by using different strategies, as well as to get to know foreign 

artists (musicians and painters).

Therefore, we can conclude here that Social Science is one of the most adequate 

subject to implement the intercultural axis (Gómez Parra and Pérez Gracia 2016) 

through their contents, since all their aims are closely related. Nevertheless, there 

are also hidden cultural codes in every non-linguistic subject that need to be 

purposefully worked. 

To finish with contents, the majority of teachers noticed that they mostly develop 

this axis through language. This finding is in concordance with what they believe 
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in terms of objectives because most of them were related to communicative skills 

in a foreign language.

The fifth dimension of our questionnaire deals with the analysis of competences. 

Around fifty per cent of surveyed teachers (47.5%) recognised that they do not 

think in any of the seven key competences defined in the curriculum of Primary 

Education to help students develop the intercultural axis. The other part of our 

sample stated that they do not clearly understand the purpose of this axis (C: 

culture) of CLIL so they are not able to identify its relationship with any of 

these seven competences (some of them, %, literally declared that they did not 

know it: “no tengo claro cómo puede trabajarse dicho eje a través del resto 

de competencias clave”). However, these 28 teachers could identify the social 

and civic competences (cited 15 times), cultural awareness and the expression 

competence (12 times), the linguistic competence (7 times), the learning to learn 

competence (3 times) and the science and technology competence (2 times) as 

ideal to develop the intercultural axis. Three teachers even said that social and civic 

competences have many points in common with IC since those aims to prepare 

future citizens to be able to actively participate in society, so these teachers 

understand this from different perspectives: to communicate constructively in 

different social and cultural environments; to show tolerance; to create confidence 

and, finally, to feel empathy. Then, these teachers stated they were not sure 

about how they implement it despite the fact that the current educational law 

(LOMCE) calls teachers’ attention to incorporate such competences in all subjects 

by using a cross-curricular approach. In addition, these same teachers agreed 

that linguistic competences should be used to implement the intercultural axis 

of CLIL, as they strongly connect such competences with interculture. This is 

another proof of the teachers’ understanding of IC and its deep relation with the 

Culture axis of CLIL. The problem arises when they have to explain how they 

implement it through each of the named competences. Just some of them slightly 

indicated that they could do it by using ICT in the classroom (this code was cited 

9 times), through cooperative activities (14 times) and with role-plays (12 times). 

Just four teachers highlighted that they work in these competences through the 

contents of their subjects. It is remarkable that the first group of teachers believe 

that these tools could help them to implement the intercultural axis, whereas the 

other four teachers affirm they do it through contents (not tools). These results 
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indicate that despite the fact that some of these teachers (47.5%) are able to 

identify which competences help them to develop the intercultural axis and then, 

in their daily practise, they barely know how to do it. It also means that teachers 

know the theory about the key competences of the curriculum but they still need 

more training about its implementation and how to help their students become 

competent in those areas. In addition, it means that the term competence still 

generates doubts among educators because of the difficulty of explicitly including 

it within the teaching planning. 

The information about the methodological strategies that these CLIL teachers 

use in their practise enables us to analyse if they take into account some of the 

guidelines we have included in chapters two and three following the contributions 

of experts on the field that help them to increase students’ intercultural skills and 

awareness. 

All our surveyed teachers include a wide range of activities in their planning 

so as to develop different cognitive skills among students at the same time they 

acquire the specific content. Moreover, some of these tasks help students to 

enhance their IC. We refer to those communicative activities where students put 

into practise their foreign language skills to express their feelings, to interact 

with their peers, to communicate with others (both teachers and classmates), to 

express their opinions, and to explain the non-linguistic contents they are learning. 

The socio-affective competence allows them to exchange and do cooperative 

activities where students put into practise the appropriate abilities and attitudes 

to grow and favour a supportive development, as well as to strengthen their 

social competences. These two big groups of activities are described by Lluch 

(1996; 2012), who agrees that in order to promote intercultural learning and make 

students aware of the “otherness”, it is necessary that teachers support and include 

these kinds of activities in their lesson planning. 

Research and observation activities are also crucial because they awaken 

students’ interests and curiosities in different topics, which according to Coyle 

(2007) is one of the aims of CLIL approach.

Surveyed teachers also mentioned other kind of activities, such as the cultural 
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ones related to special festivities. It is interesting to analyse whether they include 

not only those related to the English speaking countries’ traditions, because it 

would broaden students’ knowledge regardless the inclusion of foreign pupils in 

a specific cohort. 

In accordance with Lluch (2012), teachers promote group interactions when 

they arrange the spatial organization of the classroom to this end. They usually 

organise the groups by following diverse criteria such as randomness, the 

students’ abilities – to ensure groups are compensate –, or gender equality. These 

criteria bring benefits to students in terms of values (e.g. comradeship, empathy, 

tolerance) because they will have to work with everybody in the class and avoid 

gender-based, race or country of origin discriminations. Moreover, teachers attach 

importance to bringing into the classroom real communicative interactions by 

organising debates and assemblies. These findings make us realise that teachers 

are well-prepared in terms of pedagogy and didactic techniques, because of 

the great amount of activities and strategies they use. It is positive that teachers 

think about which approach is more adequate to produce interactions, which 

methodology facilitates greater diversification in the use of teaching techniques. 

We agree with diverse authors (e.g. Eurydice 2006; Lluch 2012; Marsh, et al. 

2010; Rahman, et al. 2011) who ensure that the role of teachers is decisive to 

achieve the learning objectives, contents and competences. We firmly believe that 

teachers should pay deep attention to the learning conditions, the development of 

student-student, student-teacher interactions and the design of a monitoring plan 

to control all this. However, we assume that it entails a major shift in the CLIL 

teachers’ model of thinking to understand learning as a process of interaction that 

can be promoted by the teachers’ actions and purposeful planning. These results 

do not reflect the importance of teachers’ coordination even though we agree with 

Kelly (2014), Marsh, et al. (2010) and Mehisto et al. 2008 that interactions among 

teachers are also relevant. Nine of the surveyed teachers admitted that rarely 

they work with their colleagues to organise activities or projects to enhance the 

implementation of the intercultural axis because they did not know how to do it. 

Teachers’ coordination is a key element to make CLIL effective so not only they 

should work together to follow the same schedule, but they should also design 

projects in which interculture is dealt with as a cross-curricular topic. Only few 
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teachers recognise that they work with department colleagues and even with 

other school teachers to carry out extra planning activities. We are convinced that 

these relationships must be reinforced in order to make CLIL effective and get its 

benefits as a joint approach.

Teaching resources influence the implementation of the intercultural axis in its 

praxis. Among the materials named by respondents, the technology-related ones 

(such as the digital whiteboard and the projector) are widely used by teachers in 

our sample (22 codes out of 51 used in these dimension) so they must be aware 

of the potential they have to let students discover the entire world. ICT resources 

facilitate teachers use multidisciplinary approaches and enhance transcultural 

education as has been proved by different researchers (García Penalvo 2013, 

among others). What teachers do not introduce in their praxis are real materials, 

so it does not agree with Tormey’s results (2005), who ensures that it favours 

students’ motivation and diversity awareness. 

Regarding other resources such as the blackboard (named 14 times), images 

(5 times) and flashcards (10 times), some surveyed teachers said that they avoid 

discrimination, so they are appropriate to their teaching contextm but when they 

use other materials different from the textbook they paid special attention to the 

possible language difficulties. Both criteria are useful and contribute to interculturality 

at some extent. On the one hand, it concurs with Tormey (2005) because he 

emphasises that displays in the classroom must make students feel part of the 

environment, especially those who belong to a minority ethnicity because they 

firmly need to feel part of the teaching-learning process. Thus, it is important that 

images and flashcards not only do not discriminate, but they also represent habits 

of people from different races and cultures. On the other hand, language level is 

crucial within all materials because it cannot mean a handicap to students.

To end up with the elements of the teaching planning and praxis, findings 

regarding evaluation can be discussed as separately: teachers’ self evaluation and 

the assessment of students. 

As for teachers, they only indicated that they evaluate themselves considering 

their relationship with their colleagues but they do not reflect on whether they 
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are implementing the intercultural axis of CLIL as they do with the communicative 

axis because they were not aware of that. Thus, these findings are contrary to 

Pérez Cañado’s about CLIL teachers’ needs (2014; 2016). She discovered that 

surveyed CLIL teachers do not feel they need intercultural training. Nevertheless, 

when we analysed the items that those teachers answered in order to reach this 

conclusion, we realised that some of them (two out of six items) were superficial: 

knowledge of the foreign language culture, capacity to analyse and reflect on 

intercultural experience and contact; whereas the others were too theoretical, e.g. 

capacity to identify and overcome stereotypes. 

Finally, teachers said that they evaluate the intercultural axis among their 

students through direct observation, since they take into account their behaviour 

and attitudes towards others, but they do not specify if they use a specific tool to 

collect this information. Once again, it is not enough but it is justified, because 

among all the teaching planning elements, they put special emphasis on education 

in values, which is only a part of the intercultural axis. 

After discussing the findings of each dimension, we corroborate the sub-

hypothesis H1.1 by stating that there are differences regarding the implementation 

of the intercultural axis in each of the elements of the teachers’ didactic planning. 

We can say that surveyed teachers provide more information about the sixth and 

seventh dimensions (strategies and resources) whereas they barely give details 

about objectives, contents, competences and evaluation. Taking these data into 

account together with the way they answered each of the questions, we can 

conclude that they do not implement the intercultural axis in all the elements of 

the didactic planning even though they use certain strategies that can help them 

to achieve this goal. Something similar happens with the competences; they know 

the theoretical basis and they have useful ideas, but they do not know how to 

implement them in their praxis. 

It is also important to say that answers were not quite homogeneous among 

teachers (as we saw in table 5.65), so we understand it as due to lack of knowledge 

or special training regarding the intercultural axis of CLIL, which lead them to have 

diverse conceptions about it. 
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The results of the quantitative analysis of the first study (S1) lead us to confirm 

the sub-hypothesis H1.2 because we have found significant differences in the 

dimensions related to the independent variables sex, years of experience, 

qualification degree and the textbook teachers use. We are going to discuss each 

dimension and its differences separately. 

Teachers understand IC distinctively depending on the publisher of the textbooks 

they use. We have already mentioned that the textbook is the principal resource 

teachers use, so they strongly follow it. Therefore, it can explain the way they 

understand IC, as it can be conditioned by such books. Contents and resources 

also present significant differences in terms of the publisher. On the one hand, the 

selection of contents and the way they are presented in the textbooks influence 

them. On the other hand, more than a third of overall interviewed teachers stated 

that most of the resources they use, apart from the textbook, were provided by 

the publisher, so they may follow the same path.

Regarding the context there are not statistical differences in terms of these 

independent variables because they are external as it entails the description 

of workplace; therefore, its influence is not very strong. We have not found 

meaningful differences regarding objectives, either. 

The analysis of competences shows differences between those teachers 

(33.9%) who have done a degree related to foreign languages (English Philology, 

Translation and Interpretation, or English Primary Education Teacher), and those 

(66.1%) whose qualification is not directly related to languages (Physical Education 

teachers and Primary Education teachers). The discussion of this finding is really 

interesting because the university curriculum of the first group of teachers had 

included, at least, one subject where they had learnt about IC in relation to the 

linguistic competence, whereas the other teachers had not done such kind of 

subject. This finding is strongly connected not only with influencing and relevant 

scholars such as Byram, Portera or Gundara who focus on IC from a linguistic 

viewpoint, but also with the understanding and ideology of diverse associations 

and institutions like the Council of Europe and the Spanish Ministry of Education. 

Nevertheless, in the teaching planning elements, teachers with a qualification 

related to education (66.1%) show a higher degree of knowledge on these.
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This dimension also presents statistical differences in terms of the textbook and 

with the interaction textbook and sex, from which we can state that, to a high 

extent, the choice of the textbook is conditioned by the sex of the teacher. Once 

again the divergences are due to the publisher of the textbook, so it reflects the 

relevant role they devote to this resource.

Finally, there are meaningful dissimilarities in the strategies used by surveyed 

teachers (which help to improve intercultural awareness among Primary Education 

students) and the teachers’ number of years of experience. Experience is decisive 

in this field and it helps teachers to learn from their mistakes, improve their praxis, 

count with a broaden variety of techniques and be more aware of the purpose 

of each strategy. Respondents (54.2%) with a longer teaching experience (more 

than ten years) provided more information about this dimension and were right 

in identifying which activities promote the intercultural axis.

Considering all the results of the first study (S1) we can say that they partially 

concur with the findings of Pérez Cañado (2014; 2016) concerning the training 

needs in ongoing professional development (which is clearly insufficient) and 

methodological aspects (which are considerable). 

All in all, the first general hypothesis of this Thesis is corroborated, as well as 

its two sub-hypotheses. 
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6.3 DISCUSSION OF THE RESULTS OF THE SECOND STUDY

The second study (S2) corresponds with the second research problem (P2): Is 

there any relationship between the implementation of the intercultural axis by 

these CLIL teachers and the textbooks’ planning? What are the most significant 

similarities and differences established in this relationship?

We designed and validated a Likert scale rubric (Appendix 2) in order to analyse 

in depth whether CLIL teachers’ textbooks include the intercultural axis in the 

different elements of their teaching planning (objectives, content, competences, 

strategies, resources and evaluation). We analysed the books used by surveyed 

teachers, which include three different publishers (namely Anaya, Macmillan and 

Oxford). This rubric’s main goal was to help researchers check the appropriateness 

of teachers’ textbook to deal with this axis in their teaching praxis. Therefore, we 

were able to find data that allowed us to corroborate the hypotheses of this study 

and to achieve the objectives established.

The second hypothesis (H2) was: There is some parallelism between the 

implementation of the intercultural axis by these teachers (in each curricular 

element) and the textbooks’ planning.

First of all, the results of the descriptive analysis lead to discuss in which 

elements of the planning each publisher takes into consideration the development 

of the intercultural axis and then, to test the first sub-hypothesis of the second 

hypothesis (H 2.1): There are differences in the book planning of each publisher.

Nevertheless we must take into account that there is not any previous study 

that copes with a textbook analysis similarly. 

There is something remarkable which has to do with two of the elements: 

objectives and evaluation. None of the three publishers include within their 

objectives explicitly related items to the IC axis, neither they guide teachers on 

how to evaluate it. 

It is reasonable that the element of evaluation in relation with this axis has a 

constant value (the lowest one in the rubric) because it is not extensively included 
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along the other elements, so they do not have anything to evaluate. 

The element with the higher mean in the three publishers is resources. To 

discuss this result we must also take into account that this is the second dimension 

for which teachers have provided more information. We understand that these 

textbooks incorporate a wide variety of activities in which they need to use digital 

resources which enable students not only to feel closer to the world outside, but 

also to contact with students from other countries. Moreover, the images and 

people of the photos are respectful since they do not incite to discriminatory 

actions in terms of sex, ethnic or social status, and, consequently, they do not 

promote stereotypes and prevent from prejudices among students. This is in line 

with the second IE principle described by the UNESCO which states: “the use of 

teaching and learning materials that aim at eliminating prejudices about culturally 

distinct population groups within a country” (2012: 35). 

As for contents, Macmillan is the one with the highest mean because their books 

introduce some contents that can be taught upon diverse perspectives and systems 

of knowledge and others promote the education in values since they clearly devote 

a section to values and attitudes with the aim to “make the content relevant to pupils, 

helping them to understand how it affects them directly and why it should matter 

to them”, as it is explicitly explained in the CLIL teachers’ textbooks by Macmillan. 

This section specifies how each unit encourages pupils to critically think about 

particular issues such as recycling or solving conflicts. Anaya and Oxford rarely 

introduce them. The lack of intercultural contents makes difficult the development 

of the intercultural axis. This finding is opposed to what Lluch (2012) explains in 

his studies related to how contents can contribute to this aim. 

Regarding competences, it is outstanding that neither Anaya nor Oxford specifies 

which competences they work in each didactic unit; then, they do refer neither to 

IC nor to any of the seven competences of the Primary Education curriculum. The 

term competence is not quite familiar to every teacher yet although it is gaining 

importance in the educational field so it difficulties even more the competence-

based learning. Macmillan teachers’ textbooks clearly identify which competences 

they teach in each unit. Despite the fact that the IC does not appear itself, there 

are different points of other competences such as social a civic competences or 
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linguistic competences that enable the progress of the intercultural axis of CLIL. 

They present it in relation with the content, the evaluation criteria and the learning 

standards. An example of the Natural Science teachers’ textbook of the second 

year of Primary Education relate the communicative content and the individual 

and group work with the learning standard of beginning to develop strategies 

to carry out work individually or in groups, showing interest in the peaceful 

resolution of conflicts that contributes to the previously mentioned competences 

of the curriculum. 

Finally, the three publishers slightly include intercultural activities within their 

books but some of them involve cooperative activities in which students have to 

form different working groups. Even though this element in teachers’ textbooks 

is not highly developed, it can be reinforced with teachers’ knowledge and 

experience on that (it is the dimension of the open-question questionnaire in 

which teachers provided more information). However, Macmillan teachers’ books 

emphasise the importance of cooperative learning in CLIL context because they 

enhance learning, moreover when strong pupils help less confident ones, the first 

ones can identify some gaps in their understanding that can be filled with their 

classmates’ help, so they feel more motivated than working alone for the reason 

that they feel a part of a team. This publisher also guides teachers to understand 

their role in cooperative learning and provides them with a range of activities that 

can be adapted to any content (e.g. timed pair share; stand up, hand up, pair up), 

as well as strategies to promote cooperative learning skills. It clearly contributes 

to the progress of the intercultural axis of CLIL, so teachers who are aware of this 

have the right material to put it into practise and to do it purposefully.

Thus, such outcomes agree with diverse authors who believe in the great 

importance of strategies used by educators when they have to put IE into practise 

or to enhance IC among their students (Bouchard 2011; Lluch 2012; Marsh et al. 

2010; Pasqually 2015; Rahman, et al. 2011; Wallnofer 2000).

Altogether, we can corroborate the sub-hypothesis (H 2.1) as a consequence of 

the results of the second study. It means that there are differences in the elements 

among the three different publishers use by the participants of the first study (S1) 

of this Thesis.
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Then, the results of the inferential analysis of the data of the second study 

lead us to test the second sub-hypothesis (H 2.2). We aimed to identify whether 

there are similarities and differences between teachers’ planning and textbooks’ 

planning. To do so, we crossed the data of each respondent from the first study 

(only the dimensions that coincide with the ones in the rubric: objectives, contents, 

competences, strategies, resources and competences) to see if there was any kind 

of correlation between how they implement it in their planning and praxis, and 

how it is included in the textbooks they use. 

Objectives and evaluation were not included in the correlations because their 

values were constant, so neither teachers take into consideration the intercultural 

axis in their planning of these two elements, nor textbooks do. In this case we 

can say that there is a significant relationship between teachers and textbooks’ 

planning.

Regarding the rest of the dimensions, there is a correlation between the resources 

CLIL teachers use in their classrooms to develop the intercultural axis (the great 

use of digital resources) and the strategies included in their textbooks (variety 

of activities that help students work in groups and enhance cooperative and 

collaborative learning). We understand that this correlation makes sense because, 

depending on the strategies that textbooks included, teachers can introduce in 

their lessons diverse resources (both digital and non-digital ones). It can also 

reflect the fact that teachers give importance to these teaching tool when they 

organise their lessons, mainly, the activities they are going to carry out. 

However, we can conclude that teachers’ perception on the intercultural axis 

of CLIL is not strongly related to the textbook used in the classroom, just with the 

exception mentioned before so the sub-hypothesis (H 2.2) is rejected due to the 

fact that there is only one case in which there is a correlation.

We cannot discuss whether CLIL textbooks are effective for intercultural 

learning since, despite the debate behind how appropriate this tool is within this 

methodological approach (Kelly 2014), there are not previous empirical studies 

on that. 
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6.4 GENERAL CONCLUSIONS

In this research project we have tried to contribute to the development of one 

of the main axes of CLIL (C: culture), and consequently, to the improvement of 

this approach trying to advance in the analysis of what current CLIL teachers in 

Primary Education are doing in their praxis in regards with this issue, exploring 

their understanding of IC and reflections on their planning, through different 

methodological approaches. 

We believe it is crucial to first set closer to the classroom reality before thinking 

about possible strategies to enhance CLIL; otherwise they would not necessarily 

respond to what teachers need. Moreover, it seems this is an essential moment 

when CLIL practitioners need to check if they are working properly; if not, they 

would need to be provided with suitable guidelines. 

In the first study, by using the open-question questionnaire (Appendix 1) and 

applying the proper qualitative analysis, we were able to analyse, on the one 

hand, teachers’ conceptions about IC at Primary Education, their perceptions of 

the teaching context and its usefulness to develop this competence. These two first 

dimensions offered us a clue about how respondents understand interculturality 

and which elements they relate to its implementation and development. We believe 

that it was necessary to then better understand their answer to the following 

dimension questions, which are related to the curricular planning elements. On 

the other hand, we could figure out whether they implement the intercultural axis 

in their daily teaching, and how they do it.

It has been observed that surveyed teachers associate IC to the linguistic 

competence, so they believe that whichever activity they promoted in their schools 

involving communicative activities (mainly oral) in a foreign language can make 

a contribution to intercultural learning and understanding (specially exchange 

programs and the presence of foreign teacher assistants in the classroom). In 

addition, they associate this kind of activities and initiatives to the betterment 

of values such as tolerance, respect and empathy. Furthermore, in regards with 

the planning of objectives, contents, competences, strategies, resources and 

evaluation, teachers’ answers show some contradiction between how they believe 
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they could put it into practise and what they do in their teaching. The majority of 

them either not know anything about this axis (C: culture), or they do not have 

the specific training to put it into practise. They seem to be superficial when they 

affirm they implement intercultural teaching and learning since they mainly refer 

to values and linguistic skills, and they rarely offer details about how they do it.

Besides, the fact that the answers of the first study were not intensely 

homogeneous means that they have not received specific training on this field, 

so their understanding is varied.

Then, we wanted to know the reasons why they do not implement this axis; 

either because it is not included in the textbooks they use or, on the contrary, they 

do it because it is incorporated and explained by this teaching tool. To go deep on 

this line, we designed the second study with a data collection tool more stringent 

to then, cross these results with the previous ones. The Likert scale rubric consists 

in six dimensions, each of them with two items so it has a total of twelve items 

to be answered. In this study we applied a methodology for quantitative analysis 

based on both descriptive and inferential statistical treatments. These results have 

shown that teachers’ textbooks by Anaya, Macmillan and Oxford lightly contribute 

to intercultural understanding, so it, in a way, can hinder the achievement of 

what Coyle defines as the goal of Culture in CLIL that is to acquire a deepening 

intercultural awareness through the positioning of self and the “otherness”.

Results of both studies complement each other’s because they supply a more 

holistic description of how intercultural axis of CLIL is working.

This Thesis lead us to some interesting conclusions:

- Surveyed CLIL teachers are aware of the importance of developing inter-

cultural skills in nowadays world because they recognise that societies 

are increasingly more interconnected and heterogeneous. Nevertheless, 

they do not feel that this task is part of their teaching role, so they do not 

feel responsible for that. 

- Their understanding of IE is limited since they mainly link it with lin-

guistic skills and education in values. They specified that they enhance 

IE by the mere fact that they are using a foreign language to teach their 
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non-linguistic content subjects, so they cannot see the greater field that 

IE covers.

- CLIL does not meet its basic premise since its four axes are not equally 

developed so its effectiveness is partial.

- The results of this Thesis do not only bring about implications for CLIL 

teachers but also for teachers’ educators; we mean, university teachers 

who train people to become teachers, and also those who design and de-

liver lifelong learning programs and courses in order to update in-service 

teacher training. 

- CLIL textbooks could be reviewed not only in terms of language level 

and its adaptation to students’ skills, but also according to their planning 

scheme so as to check if they meet CLIL approach’s aims and philosophy. 

- CLIL teacher training on intercultural studies is needed. It does not only 

mean that they should reinforce their IC, but they need to learn some 

strategies about how to take it into consideration within the different 

curricular elements. It is also interesting that they learn how to take the 

most of the culture hidden in every content, so as to teach students from 

diverse perspectives. 

In this sense, this training can be divided into two blocks. On one hand, CLIL 

teachers need to acquire some knowledge, skills and values to become more 

competent in this field.

As for knowledge, both pre-service and in-service teachers should learn about: 

§	Their own cultures, languages and customs, their cultural history 

and heritage. This is decisive to be able to understand those of 

others afterwards, as well as to help their students to identify the 

commonalities and differences and to create links to cultivate mu-

tual respect. It will also make the engagement with others easier, 

and value the importance of moving among different cultural and 

social backgrounds.

§	Anti-biased education aims to work towards principles that look 



364

CHAPTER 6: DISCUSSION AND CONCLUSIONS

after ensuring respect and fairness. This approach requires critical 

thinking skills by both pupils and teachers in order to create a pos-

itive learning environment. 

§	Human rights and citizenship education in order to empower pu-

pils to take part in their communities through education. It enables 

teachers to explain the effects of the changing society in which we 

are immersed. Moreover, it is important that teachers agree with 

the type of citizen they would like their pupils to become, their 

rights and responsibilities. 

§	Cultural identity and its flexibility. Teachers must understand the 

connection between culture and the development of individual 

identity. This process is complex, so it is necessary that educators 

are aware of how their students cultivate their cultural identity, 

their senses of belonging to specific groups, help them to accept 

other people’s traditions, religions, thinking patterns, language, etc.

In terms of skills, it is indispensable that CLIL teachers are able to:

§	To think holistically. We refer to the recognition of the intercon-

nectedness of different patterns, people, objects, etc. Thus, teach-

ers must be able of seeing ‘further than the school walls’ and do 

not exclusively focus on their classroom context to help students 

familiarise with the surrounding world. It favours students’ ability 

to feel closer to everybody regardless their country of origin and 

background. Moreover, pupils will become more competent and 

with the enough confidence to compete in international labour 

markets in the future. 

§	To think critically. It is crucial within a CLIL approach, so teachers 

must be able to challenge injustice, prevent from racism and prej-

udice, and to develop these skills among their students. 

§	To involve and engage students in discussions related to social is-
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sues that affect everyone, and to position themselves in the correct 

place (on intercultural terms). 

§	To identify and promote values in relation with intercultural un-

derstanding.

§	Finally, CLIL teachers need to reinforce those values that are close-

ly related to interculture and those that have been mentioned in 

the open-question questionnaire such as tolerance, respect, empa-

thy or solidarity. Then, they will guide and lead their students as 

a model. 

On the other hand, the second block of training that this group of teachers 

needs is related to curriculum integration. It means that once teachers are 

potentially competent in intercultural understanding, they know the wide field 

that IE includes, so they are aware of the values they should transmit, as well as 

of their key role within a CLIL approach, which should be to integrate IE within 

their curricular planning. To do so, they need guidance in several aspects:

§	To integrate contents, skills and values of IE across their planning. 

It does not mean that it must be present in all elements of the cur-

riculum, but teachers should be able to recognise when objectives, 

contents and/or competences are prone to be included in it. In 

order to achieve this goal, teachers should collaborate with their 

colleagues to help each other and to share their ideas.

§	To include parents in socio-cultural issues and activities. It is even 

more important when teachers count with students from different 

nationalities in their classrooms, because it avoids misinformation 

and wrong assumptions that could lead to stereotypes. Inviting 

families to participate in schools routines and specific cultural ac-

tivities promotes respect and sensitivity; it also offers students the 

chance of living out the value of inclusiveness. Moreover, teachers 

may help families to recognise the strengths and richness that di-

versity brings into the school context. Furthermore, those families 

who belong to different cultural communities can contribute with 
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their knowledge to use a traditional resource, such as tales and 

stories to move students closer to other worlds and get them out 

of their comfort zone regarding IE. 

§	To get closer to research outcomes and research projects based 

on education. Pre-service and in-service CLIL teachers should be 

provided with relevant research journals so they can have access 

to what researchers are doing in terms of education and the ad-

vancements in concrete approaches like CLIL. Sometimes in-ser-

vice teachers feel out of the investigation field even though a great 

amount of research projects require their participation (research 

into action). Then, it is necessary to guide them on how to access 

to this useful information. 

§	To design and take part in European and international projects. 

There is a wide range of programs and projects where schools can 

participate that promote students’ multilingual and intercultural 

skills (e.g. Comenius). Thus, it would be reasonable to equip them 

with the requisites and the process they need to follow to compete 

for these proposals.
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6.5 LIMITATIONS AND FUTURE LINES

Every investigation provides some benefits at the same time that it counts with 

some limitations. After reviewing all results obtained and reaching the general 

conclusions of this Thesis, we can highlight as the first limitation the relatively 

short time of implementation of the CLIL approach in Primary Education. It is 

true that the Andalusian Plurilingualism Promotion Plan dates back from 2005, 

but not every school has been included into the Plan since its very beginning (its 

first stage was devoted to t improve Andalusian teachers’ linguistic competence). 

Moreover, some of the schools that have participated in this research are still in 

the process of implementation, so that they are introducing this CLIL approach 

through courses starting from the first years of schooling. Therefore, this specific 

context can have influenced the answers of our surveyed teachers. However, 

these first two limitations can turn into an opportunity since the sooner we start 

to empirically evaluate the implementation and evolution of this methodological 

approach, the better results we will get in the near future.

The second limitation of this Thesis is derived from the previous one. It has 

to do with the amount of empirical studies surrounding CLIL. The rapid and 

significant spread of CLIL is not supported by a comparable level of research 

(Coyle, et al. 2010; Tudor 2008; Wolf 2005). There is much more still to investigate. 

It is not only a precise moment to practitioners to ask for results to guide them in 

their praxis and establish connections between the academic world and classroom 

practises, but also to keep on progressing in research, learning from mistakes 

and adapting other people’s strategies to strengthen the approach and improve 

students’ success. This lack of empirical research, mainly in relation with the 

intercultural axis (Mendez García 2012), hinders the discussion of the results. 

Regarding methodology we should mention one specific limitation related to 

the sample of our first study. Nowadays it is quite difficult to get universal access 

to Spanish state schools because they are overloaded with their daily work and 

with research carried out by institutions. Moreover, to get their participation, 

researchers need to go through a long and tedious process to obtain the permission 

of the Department of Education of the Andalusian Government. This was the 

reason why we resorted to private and semi-private schools that were interested in 
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contributing to our research, so the sample was smaller. Moreover, it is important 

to bear in mind that schools that have participated in this study are religious 

(mostly Catholic) so it could somehow have influenced our results. 

Finally, it should be noted that we must be cautious with the results and 

conclusions of this Thesis due to the limitations detailed above. However, despite 

these limitations, we believe that the information gathered in this Dissertation can 

be useful to develop further and more complex analysis in this line.

As future lines of research, and after having carried out the qualitative analysis 

of the open-question questionnaire and obtained a set of codes, it would be 

interesting to design a quantitative tool (Likert Scale), subject to a validation 

process to finally get an accurate tool which can be applied to any CLIL context 

and which could enable us to reach a bigger sample. It could also be applied 

to a longitudinal study which includes the different levels of education: Primary 

Education, Secondary Education and Tertiary Education. Moreover, it would be 

necessary to design concrete training courses to enhance the intercultural axis in 

CLIL praxis at all levels.
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6.6 CONCLUSIONS OF THE CHAPTER

This chapter has brought together the discussion of the results of both studies 

as well as the general conclusions of the Thesis. Then, altogether it has lead us to 

critically reflect on the limitations we have found along the research process and 

how these studies can be continued and improved.  
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