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ABSTRACT. This article reflects on the question of the state of bilingual teaching
in Germany, defining the term bilingualism through the models in vogue and the
analysis of positive and negative features identified during the last forty years. It is not
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research that have driven bilingual teaching and, therefore, represent features that
should also be taken into consideration.
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1. INTRODUCTION

Reflecting on the state of bilingual teaching in Germany, using the term CLIL (in
English and German), EMILE (in French) or EICLE (in Spanish) implies discussing
educational policy models alongside teacher development, curricula, certification,
methodology, materials and the evaluation of the language and the subject. In the specific
case of Germany we should also acknowledge the work of students, and teams of
university investigators, as well as the contributions of European projects. One of the
indicators of the importance that CLIL has been acquiring in the Republic is the fact that
the 2005 Europäisches Sprachensiegel (national awards) were awarded in the field of
bilingual education –that is, in the area of teaching through content at all levels, from
primary school to university, and notably in the field of professional training. What has
Germany done in the last 45 years to give rise to the fact that an education system which
at the beginning of the sixties had no more than a scattering of bilingual schools, now has
847 bilingual programmes? How can this situation be explained in a country which invests
less than the European average in education, lacks a national linguistic policy and does not
have a forum of shared debate which covers all the educational levels? What was it, in a
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nation with sixteen federal states, nine borders and a population of 82.5 million (nearly 7
million of whom are immigrants, of which 26% are Turkish) that led to the flourishing of
bilingual programmes –primarily English (60%) and French (11%), in the nineties? It has
to be said that it was largely due to the enthusiasm of teachers and the commitment of
universities rather than the work of the Ministries of Education or financial investment.

Two sources, Eurydice and the KMK site1 provide rich sources of information
regarding bilingual education. In addition the German Ministry of Education has a very
useful site (http://www.bildungsserver.de/) and various universities offer rich
bibliographies2 and as a final source of very recent information –with particular emphasis
on the situation in Germany regarding English and French– see http://lernen.bildung.
hessen.de/bilingual/ bildungspolitik/material_bipo/.

Bilingual teaching (a term which we will clearly define through models) has been
around for some four decades in Germany: it started at the end of the sixties and reached
its optimum stage of development at the end of the twentieth century. Its most distinctive
characteristic lies in its diversity.

In mainstream secondary schools CLIL implies difficulties and methodological
questions which cannot be compared to those of international schools such as the French
Lycée3 or the John F. Kennedy Institute; or to the European schools in Berlin (where
classes are conducted in two languages and both staff and students have a non-German
first language and cultural background); or the Turkish-German Institute4 or the
Wolfsburg Italian-German primary school (Lower Saxony). The bilingual programmes
have a fundamentally different clientele. The target language is not the language of the
community, and the family and the teaching body is largely German. In other words,
they are teaching a foreign language and not a second language; they are not total
immersion programmes.

According to Gerd Egloff (2006) the recommendations of the European Union
regarding the learning of languages (plurilingualism, life-long learning, the use of new
technologies and content-based learning) encounter serious resistance in Germany. He
attributes this to:

– A clearly compartmentalised education system (five types of schools).
– A reluctance to stray from the traditional means and culture of evaluation.
– The refusal to evaluate products and results of learning.
– A certain discomfort when it comes to acknowledging learning in informal

contexts.
– A lack of graded learning systems.

Egloff believes that many of these problems could be resolved through:

– Full days at school.
– The acceptance of new forms of certification (The Portfolio or the Europass

Language Passport).
– The implementation of new forms of testing.
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Nonetheless, Germany has played and continues to play an important role in CLIL
given that at the beginning of the nineties there were already 150 schools with bilingual
programmes, mainly sixth-form colleges, and now there are 847 schools of all types.
(KMK Report: 9). It is worth pointing out at this junction that bilingual should not be
interpreted in the traditional sense of the word, rather we interpret it as including partial
bilingualism implying the ability to complete tasks in a subject using a language which
is not the L1 or the school language. In addition, the materials employed could be in
German. The case of French it is somewhat different in that it generally implies that
bilingual students have also acquired a bicultural competence that allows them to
function as mediators between the L1 culture and the target language culture. In this
instance, the term “Partnersprache” is used to define the former and “Arbeitsprache”
(Vehicular language) the latter.

2. FIGURES FOR ENGLISH AND FRENCH: WHAT THEY HIDE AND WHAT THEY

REVEAL

The table below (adapted from Bettina Werner 2005) outlines the number of
French and English bilingual schools to be found in Germany.

TABLE 1. Bilingual Schools (French and English) in the German system in 2005

French Bilingual schools (2005) English Bilingual schools (2005)

Gymnasien 84 349

Realschulen 13 70

Gesamtschulen 2 34

Grundschulen 20 5

The statistics should be read as indicators of trends. In reality a lot more is
happening than the table reveals in that many schools already have bilingual modules
that do not figure in official statistics. Basically, for economic reasons, full bilingual
programmes tend to be less popular and bilingual modules are more common. The
situation in Germany shows some similarity to the European situation: English 60%,
French 11%, Spanish 3%, seeming to ignore predictions regarding future scenarios such
as figures from the British Council which suggest that the growth of English will reach
its peak in 2020 and from that moment other languages - Chinese, Hindi, Spanish and
Arabic (if the political situation calms down), will start to function in parallel as global
languages of communication5.

Turning to the content subjects, initially there was a preference for Geography,
History, the Social Sciences and Biology, particularly in the case of English. Nowadays,
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we see a movement towards the Natural Sciences, and a move towards other languages.
However, there is nothing to stop the inclusion of Sport, Music, Drama or Art, except
the limitations imposed by the lack of teachers with a knowledge of foreign languages
in these subjects and, of course, the availability of materials.

3. WHAT LANGUAGE TO TEACH, WHEN TO INTRODUCE IT AND CERTIFICATION

In Europe the acronyms CLIL, EICLE and EMILE have been coined to refer to the
teaching of a subject in a foreign language or various foreign languages. In Germany,
alongside CLIL, there is a series of acronyms, encapsulated by BILI (Bilinguales Lernen
/ Bilingual Learning). The official nomenclature is Bilingualer Fachsachunterricht and
terms such as Arbeitsprache (work language or vehicular language) or Nachbarsprache
(neighbouring language or of the bordering country) are also employed. Germany has
sixteen Länder, or federal states, and borders with nine other nations. In reality this
means little: with the exception of the French border in the south the frontiers do not
have much influence on the introduction of bilingual programmes. There are not many
schools where they teach Danish, Czech, Sorbo, Dutch or Polish, even though Berlin is
only a few kilometres from Poland. As is often said all languages are equal but some
are more equal than others. Generally, English and French are introduced in fifth grade,
when the students, on the whole, are 10/11 years old. In this model the students in fifth
and sixth grade (11 and 12 years old) receive two extra hours of language (5+2). In
seventh grade (12/13 years old) Geography is usually incorporated (3 hours). In eighth
grade (13/14 years old) two hours of History are added and in ninth and tenth grade
(14/15 or 15/16 years old respectively) two hours of Politics. In some schools (with
English programmes) Biology may substitute one of the subjects (History or Politics).
Sport and Art can be optional bilingual subjects from sixth grade. In eleventh through to
thirteenth grade (16/17 and 18/19 years old) a leistungskurs, which is 6 hours of a
foreign language, is compulsory. In parallel, students have to take three hours a week in
either History or Geography as a bilingual subject in which they have to pass oral and
written exams. This exam allows students to automatically enrol in a French university6.

The formula of the European Union (1+2), in which France played a decisive role,
has been the cause of some controversy in Germany for two reasons in particular. On the
one hand, because of the strong presence of a population with a history of immigration
behind them and on the other, because of the debate over the changing role of English
as a language for the transfer of knowledge which might come to mean L1 + English +
another foreign language. In many circles the formula meets resistance, as it seems fairer
to first introduce a Romance language as a foundation for subsequent foreign language
learning7.

Secondary certification varies between students who have followed a bilingual
programme and those who have not. In Nordrhein-Westfalen, in the case of English, an
additional paragraph is added which states that the person has studied in English and
German from fifth to thirteenth grade and has passed exams in History (or Geography,
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etc) in English. In the case of French, however, the paragraph refers to the Agreement of
10th July 1980 between France and Germany, by which the person is exempt from the
entrance exam if they decide to study at a French university.

In closing this section it should be underlined that good control of the first
language, which may or may not be German, is an essential condition in the paradigm
of CLIL. If we subjected the German population to an instrument of evaluation I am sure
that the percentage of people who reached level C1 would not be very high. I believe this
is the same for many countries. In this sense it is would be necessary to have a serious
debate about language in all subjects (Language across the curriculum) (Vollmer 2006).
In any case, in the CLIL class Mäsch’s principle of “As much as possible in the foreign
language, whatever necessary in the L1” works (1993: 7).

4. MODELS

From the teaching staff’s perspective, two basic models exist: the Rheinfeld-Pflaz
(additional) and Nordrhein-Westfalen / rest of the Republic (integrated). In the first case
a native-speaking teacher works in conjunction with a German teacher. The native-
speaker teaches one or two subjects in the foreign language and these bilingual classes
incorporate an additional hour in German to compensate for possible deficiencies. In the
integrated model only one person teaches the language and content. In the ideal scenario
this person is a native-speaker but in reality this is not the case due to the limitations of
the civil service system.

In Germany there are five different forms of bilingual methodology used (Hallet
2005: 12; expanded on by Memo-projekt, see below):

– The classical model (full CLIL): this is a bilingual programme which generally
starts in seventh grade and continues until tenth grade, or until the end of sixth-
form studies. The programme is common in the Gymnasium and the Realschule.
In this model, there is a curriculum and a determined number of hours planned
into the school timetable. It is characterised by its continuity. The subjects are
Geography, History and Political Science. It involves the use of the foreign
language to learn and work in some subjects (partial bilingualism) and its
objective is to increase possibilities in the labour market and the acquisition of a
bicultural competence.

– Short-term CLIL: this results when, during a specific period, certain subjects are
taught in foreign languages. There is a partial curriculum for the subject taught
in a foreign language. This is also known as Languages Across the Curriculum.

– Bilingual modules: this is a form of CLIL which involves teaching short term,
theme-based content units in a foreign language. The contents and methods of
study are defined according to the curriculum of the subject in question. The
subjects vary. This model has multiple objectives divided between flexible
bilingualism and an attempt to increase the bilingual curriculum: thereby we
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encounter an attempt to merge Languages across the curriculum and distinct
socio-cultural objectives.

– Bilingual projects: these are characterised by joint European projects employing
a single language or projects in which a foreign language is used. The goals of
the project and its contents are clearly delimited and its aim is the development
of functional language. This model of CLIL methodology emphasises the
importance of intercultural competence and the possibility of consolidating
knowledge of a foreign language in real situations, for example in vocational
training, is highlighted.

– The foreign language integrated model: the classes are organised in a way in
which the teaching is carried out in the first language with texts and materials in
the foreign language. It is generally inspired by individual didactic and
methodological decisions to work with authentic texts in a subject, to foster the
development of plurilingualism and to increase motivation to learn foreign
languages.

5. PRINCIPLE METHODOLOGIES: FROM INSTRUCTION TO CONSTRUCTION

Not only do bilingual programmes represent a fresh approach to language teaching,
they also provide support for new learning paradigms. CLIL implies multiple perspectives
in diverse content subjects, alongside innovative language learning methodologies. The
contents, the basic principles and the emphasis on cognitive processes implicit in CLIL
encourage the recognition of diverse ways of interpreting the world. Cummin’s model of
Cognitive Academic Language Proficiency, which has provided the impetus for much
current research, goes some way to addressing questions relating to a) the development of
written and speaking skills, b) the function of academic discourse and c) the analysis of
genres which need to be dealt with if CLIL is to enable learners to develop linguistic and
content-based skills which take them beyond BICS (Basic Interpersonal Communicative
Skills) (Baker 1993: 198 et passim).

In Germany CLIL can be defined methodologically through the six theses of
Wildhagen and Otten (2003: 12-45):

– In the CLIL class the teaching of the content subject represents an overriding
priority. The use of a foreign language is designed to consolidate, accelerate and
deepen the learning of the contents. It is the subject syllabus which determines
the contents (Rahmenplan für die Gymnasiale Oberstufe 2006: 26-27).

– Subject teaching is enriched through the intercultural dimension that comes from
learning through two languages. Clearly the idea behind frontiers is not the same
in English as it is in Spanish and the term communism has different connotations
in French and German.

– The integration of contents and foreign languages implies the learning of the
basic skills, the vocabulary and the grammar determined by the discussion and
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genres of the content subject. In reality, among the teaching body, there is no
clear idea of how to develop the necessary linguistic skills. The acquisition of
vocabulary appears to take precedence (Caspari, Hallet, Wegner and Zydatiß
2006). Nonetheless the work of Wolfgang Zydatiß (2005a, 2005b and 2007)
provides a good starting point in this direction.

– The integration of content and foreign languages in bilingual programmes
necessitates awareness raising with regards the linguistic complexity of
complicated tasks in a specific subject (Susanne Stascher-Dielmann 2006).

– The integration of content and foreign languages could form the basis of functional
plurilingualism.

– There are mutual benefits for both content and language in the synergy of the two
(see DEZIBEL below).

The choice of subject areas is the result of what is known as Hallet’s bilingual
triangle (1997). A more detailed list of the criteria appears in Müller-Schneck (2006: 118
et passim.) CLIL should comprise three basic factors:

– Information and facts relating to the L1 (German) culture and society.
– Information and facts relating to the target language culture and society.
– Globally and culturally interdependent intercultural information and facts.

Bilingual programmes go beyond the acquisition of subject terminology. They imply
the acquisition of what Wolfgang Zydatiß calls cognitive and conceptual communicative
competence and becoming literate in the language of the subject. To illustrate, we can cite
the example of the “chronological sequence” developed by Wolfgang Zydatiß (2005b) and
his numerous publications related to speech functions and written genres. Wildhagen and
Otten (2003) offer numerous schemas and examples on how to integrate themes, support
and linguistic material in History, Geography, Biology and Sport.

6. EVALUATING THE LANGUAGE AND THE SUBJECT

The first study that referred to the relationship that exists between mental
operations involving historiographic thought and their linguistic realization is a doctoral
thesis (Susanne Stascher-Dielmann 2006). Her objective was to establish foundations for
the bilingual teaching of History. One of the paradoxes of CLIL –from a German
perspective– relates to the need for complex cognitive and conceptual operations in a
subject despite a lack of sufficiently developed communicative or receptive skills, or
when there is the belief that these are lacking. This paradoxical situation gives rise to the
need for specific CLIL teaching methodologies and the development of a typology of
tasks and activities which will facilitate the attainment of content and linguistic goals
both in parallel and interdependently. Thus far this constitutes a ‘work in progress’. As
part of the research six hours of tenth grade History lessons and a twelfth grade Political
Science module dealing with The Division of Europe between 1945 and 1947 were
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recorded. The students wrote an essay based on their reading of a text entitled The
Truman Doctrine and completed a questionnaire relating to their perceptions of bilingual
education. The tenth grade students had had nine weeks of bilingual classes including
one of bilingual Geography. The twelfth grade students were on the verge of finishing
basic secondary education (with final exams) and so were at the end of the bilingual
programme. Regarding the demands of the content subjects the students were expected
to demonstrate core abilities referred to in German as reflektiertes historisches Erzählen
or Narration von Geschichte which means being prepared to actively participate in what
is called historiographic discourse: the interpretation, analysis, methodologies and
evaluation of History. For example, the formal structure of historical thinking often
involves the comparison of different historical moments reflecting on significant causal
and temporal relations between events.

Susanne Staschen-Dielmann presents a tree diagram comprising the interrelation
between:

– Knowledge of history.
– Use of terminology.
– Use of academic register.
– Cohesion and coherence in expression.
– Use of grammatical structures which correspond to the genre of the discussion.

‘Doing history’ requires certain cognitive operations which in turn give rise to
discursive functions employing the content and the language and which themselves form
the basis of considered historical narration. On a macro level, the students have to
manipulate conventions defined by the content and the style. This helps the evaluation
of written production in so far as it can be evaluated and the quantity and quality can be
compared. The thesis presents a basis for evaluation that is transferable to other
languages although the question remains as to the extent to which what is referred to here
as ‘doing history’ is a universal construct and not just part of German historical culture.
Academic traditions in European countries are varied, as demonstrated by the authors of
the Manual of Common Franco-German History, (El País 14.05.2006). However, it is a
promising study and a principle which can be transferred to other languages.

7. TEACHER DEVELOPMENT: UNIVERSITY CERTIFICATION

It is indispensable that the current generation receive CLIL training. In Germany
we are facing a generational change which means that students currently in education
will constitute 25% of the teaching body in the near future.

Since the nineties, Education Departments in some German universities have
introduced additional certification. This is because, in Germany, it is possible to specialise
in two subjects during teacher training. In theory all combinations are possible: from
Spanish and Religion to Art, French and Sport. In practice, however, the system is not
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totally flexible as the ministries dictate the possible combinations of subjects thereby
limiting possibilities. The University of Bremen8, for example, following the model
established by the University of Wuppertal9, has a modular programme which comprises
4 blocks or modules. In the first (six hours) basic skills are taught (theories and concepts
regarding the learning and acquisition of language, the basic terminology of CLIL, social
and individual features of plurilingualism). The second (four hours) contains two
subjects: CLIL methodology and materials development. The third module is practical in
nature and includes the observation of classes and four weeks of teaching practice in a
school, along with input sessions at the university. The final module (four hours)
constitutes a case-study focusing on learning processes and classroom observations. Up
to eight hours are also accredited by completing similar courses in the teaching of English
or at the Faculty of Educational Science.

The University of Freiberg and the PH of Karlsruhe10 offer Europa Lehramt
(European Teacher Training in English and French) and a bilingual Masters (English and
French). Aside from English and French, the University of Bochum11, a recent prize-
winner for its bilingual Masters programme, offers German as a foreign language and
Spanish. A German university (Saarland) and a French university (Metz) implemented a
joint teacher-training programme in the winter term of 2001-200212. This type of training
can be considered first phase training, taking place in university.

In the second stage of German teacher-training the most recent initiative is the
creation of study modules sponsored by European projects such as the “MoBiDic”
Project13 or Memo-Projekt. The web sites provide information relating to CLIL research
and evaluation projects. Various European bilingual schemes are outlined in the former.
Both projects place a heavy emphasis on the design of teaching units. Similarly the
vocational scheme Sprachenkompetenz für Europa durch bilingualen Fachunterricht an
berufsbikenden Schulen Project14 makes a significant contribution to the question of
teacher training and development both pre- and in-service.

8. CURRICULA AND MATERIALS

While not all federal states have official study plans for bilingual programmes in
all languages, two exemplary models are provided by Rheinland-Pfalz and Nordrhein-
Westfalen (Christ 2004: 22).

Most of the bilingual material and didactic units in Germany are published in
specialist magazines. Few publishers dare to publish specific CLIL materials as the
market is still very small and not economically viable. Some materials have been
produced in Bavaria (Christine Felk 2004: 49) and there is a comprehensive overview of
the then state-of-play in Werner Altmann (2004). One of the best examples of published
materials is probably the Manual of Common Franco-German History (op.cit). Carmen
Pérez Vidal and Nancy Campanale de Grilloni edited a collection which appeared in
Spain in 2005 which provides a practical illustration of the planning of bilingual classes.
Not all languages have the kind of support offered by Centres de Documentation et
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d’Information15 and, of course, we are a long way from competing with the editorial
markets of Canada and the United States.

One possible approach which is currently popular is to use books that originate
from the target language country. This has the advantage of being appropriate for the age
of the learners, although sometimes they can be linguistically demanding and the
academic traditions may differ. The traditional reliance on books is being superseded by
a more varied type of document (posters, caricatures, photographs, diagrams, schemas,
tables, graphics, etc.) from authentic sources. This, of course, means that learners often
require extra linguistic help and support (Memo Projekt: 22). This may include:

– L1 and L2 lexis.
– Monolingual glosses for subject terminology.
– Theme-related terminology.
– Useful expressions for analysing the material.
– Help in understanding the instructions of the tasks.
– Exercises to reactivate the vocabulary.
– A methodological framework within which they can complete given tasks.
– Specific help in applying study techniques and techniques related to the subject.

In general the materials are pages or worksheets which outline the tasks. The term
support system (Wildhagen and Otten 2002: 31) covers linguistic support and the
relationship between the task and the material. As an example we can also cite the concept
of chronological sequence developed by Wolfgang Zydatiß (2005: 50-53).

In truth, as far as materials are concerned, the CLIL class depends on the enthusiasm
of teachers. Personal and institutional web sites allow us to access materials created by
those teachers16.

9. EVALUATION OF CLIL MODELS

DEZIBEL (Deutsch-English Züge in Berlin) is a four-year comparative study
carried out by Wolfgang Zydatiß, of the Freie Universität Berlin, to evaluate the English
linguistic competence and knowledge of various subjects of students in secondary school
(in mainstream and bilingual settings). It was designed to test an initial hypothesis which
can be summarised as follows: it was posited that while the linguistic skills of students
in the bilingual stream would be considerably higher (a difference of two years) than
those of students in traditional foreign language classes (that is, in a non-bilingual
context) both groups would display similar skills in and knowledge of the content
materials. This research was motivated in part by the desire to challenge the myth that
bilingual learning leads to poorer learning than L1 monolingual learning and in part to
argue that conventional grading systems undervalue the time and effort put into CLIL
learning. This puts the students at a disadvantage when it comes applying for places at
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university. Zydatiß argues vehemently for another type of qualification, perhaps on a
European level17.

DESI (Deutsch Englisch Schülerleistungen International) is the first large-scale
study of linguistic performance and praxis in German English and German classrooms.
Sponsored by KMK, it was launched in 2001 and was conducted by the German Institute
for International Pedagogic Research (DIPF), led by Professor Eckhard Klieme. This study
investigated the performance of approximately 11,000 ninth grade students, in all types of
schools, at the beginning and end of the 2003-2004 academic year. A summary of the
results can be found at http://www.dipf.de/desi/DESI_Ausgewaehlte_ Ergebnisse.pdf.

This is not the place to go into detail about this educational landmark (the German
answer to Pisa, for many) but it is important to underline that the study also comprises a
level test in thirty eight bilingual classes. The results have given force to the argument
that teaching a CLIL subject from seventh grade onwards can account for the high level
of communicative competence of this particular group. Students were found to be two
years ahead of their peers, particularly in what is referred to as listening comprehension,
although they started at the same level. Also, regarding the ability to recognise and self-
correct grammatical errors, progress is considerable (www.dipf.de/desi).

10. CONCLUSION

To conclude: What factors can contribute to the development or the stagnation of
bilingual programmes, according to the German experience?

10.1. POSITIVE POINTS

– The existence of agreements between countries. The agreement to cooperate
signed by France and Germany in 1963 provides a case in point (The first French
bilingual programme dates from 1969, Singen am Hohentwiel). This resulted in
the dual language Baccalaureate. The agreement between The French Institute of
Bremen and the local Ministry of Education to support the teaching of French in
schools provides another prime example. The Councils of Education of the
Spanish Foreign Embassy and Latin-American Embassies could play an
important role in the signing of agreements.

– Public debate which reaches most people, at least in one part of society. Good
examples include Zydatiß’s articles in the Tagesspiegel or the public debate in
April 2005 in The Guardian Weekly under the title Learning English or learning in
English: will we have a choice? which was about global education and the role of
English as the language of instruction. Also the article by Markus Flohr in Die Zeit
(2006) in which he makes reference to a ganz nebenbei (a thing of no importance)
which needs to be pin-pointed. In the evaluation of CLIL at a European level the
phrase ‘It’s more fun’ is repeated ceaselessly, especially when children are
interviewed. Certainly it can be more fun but it is also undeniably more work.
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– The close collaboration between school and university projects and the
evaluation of projects (eg. DESI and DEZIBEL) although it must be recognised
that these collaborative projects are not without their difficulties. The university
prioritises a more solid theoretical approach to methodology whilst the school
criticises the fact that the university is light years away from what happens in
real life in the classroom (Wildhagen and Otten 2003: 22).

– Joint qualifications and the creation of a bilingual Masters.

10.2. LESS POSITIVE POINTS

– The political stance of the government in power, which favours the monopoly of
English.

– The lack of concrete initiatives to promote plurilingualism, which, to become a
reality, require the application of the CEF (Common European Framework).

– Certain prejudices. Bilingual learning has an elitist connotation: it is to be found
in international schools, European schools and in the bilingual streams of certain
schools, but it generally implies a select few, who are more ‘intelligent’ with a
capacity to work harder that the common average student.

– The rules which decide whether it is possible to change subjects. In some federal
states it is not possible to combine a foreign language with certain subjects.

– The attitude of parents who refuse to accept English as the first language.
– The poor collaboration between subject and foreign language teachers.
– The lack of linguistic expertise among teaching staff (especially in professional

training schools, for example).
– Little interest on the part of teachers in subject teaching methods which integrate

with language teaching methodologies.
– The fact that bilingual programmes depend more on the commitment and

enthusiasm of the teaching staff than on official support. This, in itself, is not
negative in that the programmes already respond to the needs and characteristics
of the schools where it is in place, but it is irrefutable that official support is
fundamental, especially when it comes to creating jobs.

One thing is certain: we are at a point of no return: there are practically no schools
which, once having implanted bilingual programmes, have reverted to the traditional
form of teaching.

10.3. RECOMMENDATIONS

10.3.1. In the school itself

– In-house collaboration between language and subject teachers aimed at increasing
linguistic competences
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– A CLIL co-ordinator in each school who can talk to and liaise between students,
families and teachers.

– Encourage and recognise pilot bilingual projects.
– Extending the range of subjects (not just History, Geography and Political or

Social Science, but also Art, Music, Sport and Drama) for which a full school
day would also be ideal in secondary school.

– Free teachers up so that they have time to be creative, to develop materials and
learn a foreign language.

– Participation in exchange programmes and periods abroad, for both teachers and
students alike, to create and maintain motivation, which is the motor of learning.
European Union funds (to which we contribute with our taxes) are there to be
utilised.

– Facilitating possibilities for teachers who are active in CLIL to receive additional
qualifications through training schemes.

– Agreement on the assessment of knowledge, perhaps with a plus or bonus for the
bilingual programmes.

– Reconsider qualifications for partial skills.

10.3.2. In the university

– More synergy between the university and the school.
– The university should give lectures in different languages and not only in English.
– Linguistic analysis of the manuals of different subjects: the compilation of lists

of high frequency words, not only of terminology but also of academic
vocabulary and its relationship with cognitive operations, something which
every subject demands.

– Motivate students to write their theses about themes related to bilingual learning.

10.3.3. In the family

– Work on a consensus between parents and the teaching establishment about what
language to teach.

– Invite families to participate in some language classes.

10.3.4. Linguistic policies

– Learning language is the right of all and not just a privileged few
– Recognise the need for a coherent policy for the teaching of languages from

kindergarten right through the education system and beyond.
– Develop materials and study plans on a national level.
– Have an information policy which reaches families.
– Inform people of examples of good practice.
– Plan for the present without losing sight of the future.

MODELS OF CLIL: AN EVALUATION OF ITS STATUS DRAWING ON THE GERMAN EXPERIENCE

107



NOTES

1. See http://www.eurydice.org/ and http://www.kmk.org/index1.shtml. KMK stands for Kultusminister-
konferenz / Standing Conference of the Ministers of Education and Cultural Affairs.

2. See http://lernen.bildung.hessen.de/bilingual/Magazin/biblio;http://www2.uni-wuppertal.de /FBA/bilingu/
bibliographie.htm; http://www2.uni-wuppertal.de/FB4/ bilingu/ bibliographie. htm; www.uni-marburg.de/
ifs; http://www.ticcal.org/; www.bildungsportal.nrw.de and http://www.englischdidaktik.ewf.unierlangen.
de/did_ seminars/downloads/bilingual/;BilingualBiblio.pdf#search=%22Bilinguales%20Lehren%20und
%20Lernen %20 %2B%20Bibliographie%20%2BSoest%22. See also Landesinstitut für Schule und
Weiterbildung 1996; Breidbach 2000; Breidbach and Osterhage 2005.

3. On the history of the French Lycée in Germany, see http://www.fg-berlin.cidsnet.de/ histoire.htm;
http://www.fg-berlin.cidsnet.de/pdf/ Informationsbroschuref.pdf

4. See Tagesspiegel: 21.10.2004 and 15.03.05. Die Welt: 22.10.2005. Die Tageszeitung (TAZ): 29.10.2004.
5. Wolfgang Zydatiß: II Jornadas CLIL, 21.09.06. For further information, see also http://www.manythings.

org/voa/wm/wm247.html
6. Treaty agreement signed between France and Germany on 10th July 1980.
7. See for example Meißner and Reinfried 1998; Martínez and Reinfried 2006
8. See http://www.fb10.uni-bremen.de/anglistik/bilingual/zusatzqualifikation/default.htm
9. See http://www2.uni-wuppertal.de/FB4/bilingu/uebersicht.htm

10. See http://zib01.zib.uni-karlsruhe.de/Hochschule/Ph/Studiphka/europe.htm
11. See www.ruhr-uni-bochum.de/slf/studium/sg/bili
12. See http://www.uni-saarland.de/fak5/kulturgeo/bereiche/_bilingual.htm
13. To request a copy of the Mobidic CD Rom, contact: Dr. Graziella Auburtin /Seminar für Gymnasien

/Stuttgarter Straße 18-24 / D-60329 Frankfurt am Main. (g-auburtin@afl.hessen.de)
14. Ministry of Culture of Thuringia: http://www.leonardo.th.schule.de
15. Boyer- Weinmann, Martine (1997) “Informations - und Dokumentationszentren in deutsch-französischen

bilingualen Zweigen nach dem Modell der Französischen CDI“. Französisch heute 2: 175-181. 
16. Sites dedicated to bilingual teaching (in German)

http://www.learn-line.nrw.de/angebote/netzwerkfs/medio/03-bilingual/
http://www.erzwiss.uni-hamburg.de/bilunt/ (with links to various institutions)
http://www.schule-bw.de/unterricht/faecher/englisch/bilingual
http://www.lehrer-online.de
http://www.lisum.de/go?SmartLink=10477&Bereich=1 (LISUM-Berlin)
http://whg.work.de/bili.htm
http://www.anglistik.tu-bs.de/esud/Bilingualer_SFU_Linksammlung.htm

17. More about the study and the reception it received from the press can be found on Zydatiß’s personal
website (http://web.fu-berlin.de/engdid/bio/zydatiss.shtml).

APPENDIX

Regarding the circulation of information and the debate about CLIL methodology,
refer to the following specialised magazines:

– Fremdsprachen Lehren und Lernen
– Zeitschrift für Fremdsprachenforschung
– zff@uni-bielefeld.de
– Der fremdsprachliche Unterricht. Englisch / Französisch / Spanisch.(Friedrich

Berlin Verlag / Postfach 100150 / D- 30917 Seelze).
– Praxis Fremdsprachenunterricht
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– www.oldenbourg-bsv.de
– Unterricht Biologie (2004) : Heft 297-298 - Themenheft “Bilingualer

Unterricht”
– Praxis Geographie (2001) : Heft 1, 31 - Themenheft „Bilingualer Unterricht“
– Praxis Geschichte (2002) : Heft 1, 15 - Themenheft „Bilingualer Unterricht“.
– Geographie in der Schule (2002): Heft 24, 137 - Themenheft „Bilingualer

Unterricht“.
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