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1 Introduction

The methodology has always been an important aspect of teaching foreign languages, starting in
the 1500s with the Grammar Translation Method and evolving over time to today’s learner-
centered approaches. Teaching a foreign language from a structural perspective is obviously
insufficient in today’s educational contexts. There is a need to prepare young people for the future
by improving their cognitive and communicative skills besides their linguistic skills. Having
multiple learning objectives in the classroom, we may not think of a foreign language teaching
method that solely focuses on the linguistic aspect of teaching. This is where CLIL becomes a part
of the learning-teaching process of our time. With its dual-focused objectives, CLIL combines
academic content with foreign language learning objectives, encourages young students to learn
foreign languages, and boosts their self-confidence by giving them opportunities to practice critical
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thinking (Eurydice, 2017). With its broad definition (Marsh, 1994) that incorporates immersion,
bilingual education, multilingual education, and enriched language programs, among other things
(Mehisto, Marsh, & Frigols, 2008), CLIL is thought to be the most well-liked form of bilingual
education in Europe and Asia (Cenoz, Genesee, & Gorter, 2014). However, this broad term may
lead to complications in various educational contexts.

The perception of CLIL shows an alteration among different countries depending on the
society, educational background, teaching and learning habits, and implementation. Due to the
differences in educational policies of each country, “there is no single blueprint of content and
language integration that could be applied in the same way in different countries” (Baetens
Beardsmore, 1993, p. 39), “it needs to be tailor-made to fit the national/local circumstances”
(Takala, 2002, p. 42). Coyle (2007) supports Baetens Beardsmore’s idea by saying, “there is no
way we may know the differences of CLIL implementation” (p. 5), which makes things complicated
and creates a blurred contour for CLIL in connection with related programs such as bilingual
education, immersion education, CBI or Language for Specific Purposes (LSP) (Alejo & Piquer,
2010). As a result, with this paper, we aimed to provide a glimpse into the legislative frameworks
of these mentioned countries, as well as their interest in promoting CLIL as a national tool to
support language learning, to clarify the blurred contours and provide an unambiguous outline of
CLIL.

Regarding the choice of the nations, the main factor was that both authors completed their
international Ph.D. programs in Italy and Spain thanks to a corporate collaboration between the
University of Palermo, Italy, and the University of Burgos, Spain, which gave them the chance to
examine the educational environment in terms of CLIL closely. The authors also had the chance
to assess the CLIL context in their home countries carefully and include it in their study for a
broader understanding of CLIL, which may lead to improving the CLIL type of practice in the
mentioned countries. This paper offers a valuable contribution to the field with the analysis of
CLIL procedures of four countries that have never been analyzed deeply. Not only does it provide
unique examples of CLIL practice in these countries, but also it requires a significant theory of
legislative documents of each country which were read and synthesized in their languages by the
authors of this paper. Furthermore, the results of this analysis serve as a basis for subsequent
research on CLIL provision and practices within these countries.

1.1 CLIL as the national education policy: Italy

Even though bilingual education is considered a part of CLIL, Coyle (2008) views it as a unique
approach distinct from bilingual or immersion education. We can agree with this statement since
neither bilingual education nor immersion has been adopted as a national education policy by any
of the European member countries as CLIL, like Italy, which continues English Language Teaching
with CLIL methodology compulsorily since March 2010 (MIUR, 2010a). Describing CLIL as
teaching “a non-linguistic subject in a foreign language,” as Leone states (2015), it is crucial to
emphasize that Italy is the only European country in which CLIL has been administered legally
since 2010 by Italy’s Ministero dell’Istruzione, dell’'Universita e della Ricerca (MIUR).

To better understand the CLIL implementation, it is crucial to have a closer look at the general
structure of education in Italy. The compulsory education lasts for ten years, starting at the age of
six from Primary School, known as Scuola Primaria or Scuola Elementare for the first five years.
The students begin learning English as a foreign language in addition to reading and writing to
reach A1l according to the Common European Framework of References for Languages (CEFR),
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with the idea that language should be fostered and developed starting in primary school
(Edelenbos, Johnstone, & Kubanek, 2006). English is the first foreign language taught in Italy at
the primary school level.

The secondary school level is divided into two, “Lower Secondary School” and “Upper
Secondary School,” called Scuola Media and Scuola Superior. Students continue their education
life in Scuola Media at the age of eleven for three years before moving to Scuola Superior. At the
end of this process, students are allowed to take the university entrance exam called Esame di
Maturita or Esame di Stato.

“Le Indicazioni esplicitano che Tapprendimento di almeno due lingue europee, oltre alla lingua
materna, permette all’alunno [...] di esercitare la cittadinanza attiva oltre i confini del territorio
nazionale [...]. L’apprendimento delle lingue straniere si innesta su un’iniziale motivazione
intrinseca, sulla spontanea propensione dell’alunno verso la comunicazione verbale, sul suo
desiderio di socializzare e interagire con I'ambiente circostante” (Istruzione Ministero della
Pubblica, 2007, p.58).

The Guidelines state that “the learning of at least two European languages, in addition to the
mother tongue, enables student [...] to exercise active citizenship beyond the borders of the
national territory [...]. Learning foreign languages involves an initial intrinsic motivation, the
spontaneous propensity of the pupil towards verbal communication, and his/her desire to
socialize and interact with the surrounding environment” (Istruzione Ministero della Pubblica,

2007, p.58).

[taly has approved the European Policy in Language Teaching and applied it consistently within
its educational system by teaching one non-linguistic subject in a foreign language in the last year
of high schools and technical institutes and two non-linguistic subjects in linguistic high schools
starting from the third and fourth year in 2010 (MIUR, 2018). Article 7 of Law 107 of 2015 defines
priority training objectives as the development and improvement of linguistic abilities, with a focus
on Italian, English, and other EU languages, as well as using the content language integrated
learning technique (MIUR, 2018). Even though the real implementation started in 2018, Italy had
many pilot projects in 2008 for six years (Eurydice, 2008), it has been put into practice in the final
year of upper secondary schools (Licei and Istituti Tecnici) legally. Still, it seems like there are some
future plans to apply it also to primary schools as the Minister of Education Giannini (2015) said
that Italy has made quick advances in recent years in teaching English in schools and added that
students in [talian primary schools would soon be able to study subjects in English.

The Ministry of Education strongly emphasizes the promotion of CLIL at all academic levels
and throughout the country, from the north to the south (Serragiotto, 2017). In the Italian school
system, the standards of learning a foreign language (mostly English) are shown in Table 1 below;

Table 1 The aims of the Italian school system’s foreign language to the Common European Framework of
References for Languages (CEFR) (Broek & van den Ende, 2013).

Educational Stage Age The CEFR Level
Primary School 6-11 Al
Lower Secondary School 11-14 A2
Upper Secondary School 14-16 B1
Upper Secondary School 16 - 19 B2

The chart above demonstrates that Italian nationals enter universities with a B2 level in the
foreign language they are studying. If we consider the foreign language as English, which is the
most common foreign language taught at schools in Italy, we can draw a conclusion as the subject
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teachers are supposed to have at least C1 proficiency in the English language after completing
their university education. It is also the criteria to attend the teacher training programs of CLIL,
organized by the Italian Government. Also, with respect to a Eurydice report (2017), the Italian
Ministry of Education has defined the competencies and qualifications teachers need to teach
CLIL classes concerning the level of proficiency as a C1 level on the scale defined by the CEFR
(Eurydice, 2017) which shows us the accuracy of our inference.

Another crucial point is that because all students in Italy are required to attend school until the
age of 16, even if they choose not to continue their education, we can infer that every citizen who
participates in this system has at least a B1 level of English proficiency. Additionally, the last year
of upper secondary school for students who remain enrolled after turning 16 will use the CLIL
methodology. Since they already have a B2 level, they should have no trouble comprehending,
communicating, and learning new material in English.

In terms of the legislative point of view, CLIL activities can be developed at all levels of
educational contexts at an international level in Italy, as we may understand from article 4,
paragraph 3 of the Presidential Decree 275 of 1999 which says within the framework of didactic
autonomy, training courses including a variety of subjects and activities may be designed,
including on the basis of the interests indicated by the students, as well as foreign language
instruction in implementation of agreements and international agreements.

“Nell'ambito dell'autonomia didattica possono essere programmati, anche sulla base degli
interessi manifestati dagli alunni, percorsi formativi che coinvolgono piu discipline e attivita
nonché insegnamenti in lingua straniera in attuazione di intese e accordi internazionali”(MIUR,
2013).

Implementing CLIL as a national concept brings a set of obligations together. Teacher
education is one of them. Teachers’ foreign language proficiency level is highly important in
implementing the CLIL methodology. It is important to provide CLIL teachers with training
opportunities to enhance the quality of their instruction (Coyle, 2006). Langé (2016) claims that
teachers of other subjects in Italy are aware of the CEFR, are very interested in how its levels and
competencies are defined, are eager to learn or improve their foreign language skills and are
attempting to define and grade the competencies for their respective subjects. In Italy, there are
numerous initiatives to train teachers for subject teachers and foreign language teachers in various
subjects and languages. In 2013 there were 30 University Methodological Courses and 50
Language Courses for teachers, whereas, in 2014-2015, the number of these courses increased to
70 Methodological Courses and 200 Language courses (Langé, 2016). It is clear from the numbers
how much attention is paid to teacher training in Italy. The education authorities are financing
most of the continuing professional development activities for the teachers from primary, lower
secondary, and vocational schools to improve the skills of CLIL teachers (Eurydice, 2017). In other
words, Italy pays great attention to organizing teacher training programs. It requires a B2 level of
proficiency to attend the courses which are designed by universities with Article 249, 14th item
on 10 September 2010 (MIUR, 2013) but being a CLIL teacher requires one to have a C1 level of
CEFR plus they need to certify their completion of professional improvement and updating 60
credit courses recognized by the MIUR to implement CLIL approach in their classes.

Along with training, cooperation is a key term in a CLIL setting that is essential for high-quality
CLIL instruction between teachers. Both subject and language teachers require the urge to plan
their lessons, create their materials, and collaborate with one another, which adds to their
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workload and demands their time (Di Martino & Di Sabato, 2012). In other words, preparation,
teachers’ commitment to the approach, and a lack of CLIL-designed materials are other significant
issues that impact the implementation of the approach. All these factors make a difference in how
theoretically CLIL is and how it is implemented in practice.

There are several reasons why CLIL gained popularity in each country. In the Italian context,
it has been dealt with since the 1990s in terms of research on an international and national basis,
as well as regional in-service teacher training (Coonan, 2017). Moreover, it is still being improved
by the courses provided by the Ministry, and major attention is being paid to the improvement of
the CLIL practice not only at the secondary school level but also at the primary school level with
the new regulation that has been published on the Ministry of Education website recently (MIUR,
2022).

1.2 CLIL in the Czech Republic

New trends in Europe and overseas have changed our perspective towards learning and teaching
foreign languages, and the use of a foreign language has been shaped into a tool, a means of
teaching and learning, rather than a goal. One of the responses to the need to increase the active
knowledge of foreign languages in the Czech Republic is, among others, the development of
bilingual education at Czech elementary, secondary schools, and higher educational institutions.
Bilingual education, bilingualism, plurilingualism, and multilingualism are subjects of today’s
interest and discussions. The term ‘bilingual’ can be literally translated as two languages, i.e., the
use of two languages, both a mother tongue and a foreign one, in an educational or another context
(Garcia, 2008). The implementation of bilingual education in the Czech Republic came into
existence at the beginning of the 1990s. However, it was limited to certain schools chosen for a
project and experimental research carried out by the Ministry of Education, Youth, and Sports.
Only at these schools, bilingual education was tolerated. The situation significantly changed when
schools received higher autonomy and were equipped with specific competencies. Today, we can
proudly say that bilingual education is not the privilege of a few bilingual schools; on the contrary,
it has spread among many primary and secondary schools in the Czech Republic, mainly due to
the introduction of CLIL. (Novotna, 2012).

The definition of CLIL has constantly been developing since 1994 when the term was first
introduced (‘Drafting a new strategy for CLIL in Europe recommendations from the political
workshop in Como 10-12 March 2014, 2014) in 1995, the European Commission adopted a
program on education and training that emphasized plurilingual education in Europe and in which
foreign language teaching and learning through real, concrete content should play an important
role (Hofmann & Novotn4, 2014). In today’s globalized worldview, where the different fields blend
and enrich each other, CLIL has become a specific pedagogical approach that integrates the
didactics of a foreign language teaching with the didactics of a non-linguistic subject. The term
CLIL has become an umbrella term used by the Council of Europe for various forms of teaching
and learning non-linguistic subjects or their parts in a foreign language (Hlavacova, Dvoréakova,
Kleckova, Novotna, & Tejkalova, 2011).

Since the definition of CLIL is still uneven, and there are several approaches in Europe to what
CLIL really represents, it is necessary to outline how CLIL is applied in practice in the Czech
Republic. In addition, practical implementation is more important than the definition itself.
Currently, the use of CLIL in the Czech Republic is still driven by an endeavor to enrich language
education, underpinned by the fact that foreign language used in schooling is perceived as
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prestigious and/or enriching. However, the duality of objectives, which is the basic characteristic
of CLIL, remains. CLIL in the Czech Republic exists in two basic forms. The first is the so-called
hard CLIL, whose form of foreign language teaching and learning is often subordinated to the
content objective of a subject and is primarily realized by teachers of non-linguistic subjects. And
the second is the so-called soft CLIL, where the content selection is subordinate to linguistic
competencies and is implemented by language teachers.

Even though CLIL is sometimes referred to as one of the approaches to bilingual education
(Graddol, 2006), in the Czech school environment, we distinguish between bilingual programs,
bilingual teaching, and CLIL as a pedagogical approach to schooling. Bilingual programs take
place at grammar schools, the curriculum of which is specially regulated in the framework
education program for bilingual grammar schools. Other primary or secondary schools that wish
to introduce some subjects in a foreign language are governed by the decree Pokyn ministra
skolstvi, mladeze a telovychovy k postupu pri povolovani vyuky nekterych predmetu’ v cizim
jazyce c. j. 527/2008-23 [the Decree of the Ministry of Education, Youth and Sports on the
procedure for authorizing the teaching of some subjects in foreign language No. 527 / 2008-23],
from 2008. CLIL constitutes a separate group and is not subject to any of the above regulations.

Since 2006, the National Institute for Education has devoted itself to the issue of integrated
learning of foreign languages and non-linguistic subjects (Smidova & Sladkovskd, 2012). In the
Czech Republic, CLIL is supported by both state and private schools at the primary, secondary,
and tertiary levels of education. As mentioned above, while fully bilingual teaching non-linguistic
subjects require accreditation by the Ministry of Education, CLIL in the Czech Republic is not
regulated by any restrictions. Its implementation is fully within the competence of the school
principals. It depends on the qualification and preparedness of the school’s teaching staff and other
factors, such as students’ and parents’ approach (Pavesi, Bertocchi, Hofmannova, & Kazianka,
2001). The way of implementation and its inclusion in the school curriculum depends on the
individual conditions of each school. CLIL can become a part of compulsory education, but it can
also be offered optional subject to students interested in this type of learning.

There are no official qualification requirements or limitations for subject teachers in the Czech
Republic who wish to apply CLIL in their classrooms. The decision on who can teach through
CLIL is entirely within the competence of the school’s top management. What concerns foreign
language teachers is that they should have proficiency in the target language at the level of C1.
(Eurydice, 2008, p. 85). Teachers’ willingness to cooperate with the desire to educate and develop
themselves in this area is an important element for successful implementation. Teacher training
activities in CLIL methodology have their place in both pre-service and in-service education in the
Czech Republic. Higher education institution already provides future teachers with the necessary
knowledge and skills during their studies (Novotna, Hadj-Moussova, & Hofmannova, 2001). For
in-service teachers, there is an offer of courses, seminars, and other possibilities from which
teachers can choose and enrich their further professional development. Furthermore, many
national pilot projects that were focused on CLIL gradually raised awareness among teachers and
offered them to get acquainted with basic didactic-methodological concepts of content and
language-integrated learning and gain practical experience. Above all, many materials from which
teachers can freely draw and/or online platforms that are regularly updated were created within
these projects (Integrated Foreign Language and Professional Subject - CLIL Conference
Proceedings, 2011).
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The development of CLIL has not been halted in the Czech Republic. Thanks to many
international projects and exchanges of good practices at the international level, CLIL has
constantly been developing. Nevertheless, teachers’ years of practice and readiness will show how
this methodology can help transform Czech education and enrich the unsatisfactory state of
contemporary foreign language teaching and learning together with non-lingual teaching and
learning performed simultaneously.

1.3. CLIL implementation in Spanish contexts

Globalization brings the necessity of learning foreign languages as communication is the aim itself
within the European frame. Within the frame of the conclusions European Council in March 2002
in Barcelona, The European Council calls for further action as a long-term aim for the EU citizens
to learn two foreign languages in addition to their mother tongue at a very early age (European
Council, 2002). This action brings the question together; ‘How to learn languages?’.

In 1978 Spain had three different laws for education: LOGSE (Organic Law on the General
Education System), LOCE (Organic Law on the Quality of Education), and LOE (Organic Law of
Education), passed by the different governments in 1990, 2002 and 2006 (Madrid & Hughes, 2011).
In 2006 Spanish Law on Education (LOE) was selected by the Spanish Government to change the
previous education system, representing a different concept from the previous laws (LOGSE and
LOCE) and covering all the aspects related to education, such as; the principles, the organization,
the curriculum, the equity, the teaching staff, the schools and the evaluation and inspection of the
education system and resources (Madrid & Hughes, 2011).

Recently CLIL has undergone rapid development in Spain (Lagasabaster & Zarobe, 2010). It is
noticeable that Spain adopts European policies as [taly does to advance foreign language learning
with the aim of being plurilingual. Bilingualism has long been important in Spain because of its
multilingual character with 17 different autonomous regions plus the autonomous cities of Ceuta
and Meilla, most of them with their own minority language, namely, Catalan, Galician, Valencian,
and Basque as The Spanish Constitution establishes that the wealth of linguistic diversity in Spain
is a component of a cultural heritage that deserves special consideration and respect (Spanish
Education System, 2009). Without any doubt, the official state language is Spanish under the 1978
Spanish Constitution. Therefore, all Spanish citizens are obliged to be proficient in it and entitled
to use it (Eurydice, 2008).

The structure of education in Spain is the same as in Italy. Starting at the age of 6, the students
are expected to fulfill the primary education for six years. They are supposed to continue to
secondary school for four years (Educaciéon Secundaria Obligatoria) and post-compulsory
secondary education, which will be treated henceforth as secondary education as a part of
compulsory education (Madrid & Hughes, 2011). Foreign language education starts at primary
school, and in the last year of secondary education, students have a second foreign language
within their curriculum. Not being compulsory, if a second foreign language is wanted to be added
to the curriculum at the primary school level, the decision is left to the regional governments
(Madrid & Hughes, 2011). Even if there is no imposition on including foreign language teaching
within the curriculum of the pre-primary school, most of the schools in Spain start teaching at an
early age. In fact, CLIL provision in mainstream education begins at the pre-primary level. It
continues till the end of the secondary level or until the end of compulsory education. There is no
CLIL provision at the tertiary level in Spain.
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Coyle mentions that Spain is rapidly becoming one of the European leaders in CLIL practice
and research (Lagasabaster & Zarobe, 2010, p.7). Spain has different administrations of CLIL,
though, thanks to its multilingual character. Not all autonomous regions implement this
methodology as a part of mainstream education, though there are pilot projects and experimental
programs as well. For instance, the Basque Country, Catalonia, Galicia, Navarre, and Valencia
have “Fostering Multilingualism in a Bilingual Community” with differences in implementation. In
contrast, Madrid and the Balearic Islands have signed the “MEC/British Council Agreement” to
implement the “Bilingual and Bicultural Project” (Frigols, 2008, p.231). However, it is a crystal-
clear fact that CLIL has been implemented within the mainstream education at pre-primary,
primary, and secondary levels in Spain quite frequently with direct support from educational
authorities as it is the best way to foster multilingualism and language diversity (Lagasabaster &
Zarobe, 2010). It is seen as an effective way of second language teaching, as Diezmas mentions in
her article (2014) according to the research how successful is the integrated curriculum at helping
students learn a second language that typical EFL classes are when it comes to the effect of CLIL
on the development of language competencies (Admiraal, Westhoff & de Bot, 2006; Alonso,
Grisalefia & Campo, 2008; Jimenez Cataldn & Ruiz de Zarobe, 2009; Lagasabaster, 2008; Loranc-
Paszylk, 2009; Navés, 2011; Navés & Victori, 2010; Pérez Cafiado, 2011; San Isidro, 2009; Varkuti,
2010).

The distinctive features of CLIL in Spain are its coordinators and assistants. Teamwork is the
key component and becomes compulsory in a CLIL type of provision. The success of CLIL
implementation mainly depends on the collaboration of the subject matter teachers and foreign
language teachers. It is clear that Spain makes provision for this situation by assigning CLIL
coordinators to be in charge of the organization among the teachers. They are the people
responsible for the whole CLIL process. The coordinators are supposed to have linguistic and
pedagogical knowledge; moreover, they are expected to encourage activities inside and outside
the centers or schools, promote bilingual teaching, and create a climate of collaboration between
the components of teaching staff involved in the program.

In most countries, no qualifications are required to be a CLIL teacher. It is generally sufficient
to require the qualifications that teachers have. In Spain, the teachers are expected to require the
certification of their proficiency in the target language, but no level is mentioned to be a CLIL
teacher (Eurydice, 2008).

In Spain, there are three types of CLIL provision depending on the autonomous region. Firstly,
the curriculum can be designed with Spanish plus one of the minority languages. The curriculum
can include Spanish plus one or two foreign languages as a second option. The third option can
be the organization of the curriculum, including Spanish, plus one minority language and partly
one or two foreign languages (Frigols, 2008). As mentioned before, thanks to Spain’s wealthy
multilingual structure, each region has not only a different implementation of CLIL but also
different aims to provide this methodology in their mainstream education. This situation is almost
the same for CLIL teacher training organizations. Most autonomous communities do not supply a
training program for pre-service teachers, whereas face-to-face or online courses are provided for
in-service teachers. These programs include both language and methodology courses for in-
service teachers (Frigols, 2008).

1.4 CLIL; Turkish point of view
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Foreign language learning has always been crucial in Turkey due to its strategically important
geological position. Turkey is located at the junction of Asia and Europe, which led it to be a bridge
or a barrier between the two continents throughout history. Being a member of NATO in 1952,
Turkey still does not fulfill all the requirements of the European Council. Meanwhile, negotiations
have been carried on, and the situation itself brings the necessity of keeping the system up to date
with the renovations and innovations in education organized by the European Council.

CLIL emerged as a pragmatic European solution to the European need (Marsh, 2002). Focusing
on the dual aspects of teaching, as content and language, does not just serve the European aims
of being plurilingual to create a common future by mutual understanding with the European
citizens who are capable of speaking at least two European languages proficiently enough to
communicate and switch between languages in addition to their mother tongue. Still, it also
answers the question of how to learn a foreign language. At the same time, the curriculum is
already crowded enough for all students from different levels of mainstream education by
providing exposure to the target language with the medium of instruction without requiring extra
time (Actions 1.2.4 to 1.2.7) (European Union, 2003). From this point of view, it totally met a need
in Europe for reinforcing second language education and bilingualism. In fact, it is not merely a
convenient response to European needs and the challenges posed by rapid globalization; rather,
it is a timely solution that is in harmony with broader social perspectives and has proved effective
(Coyle et al., 2010).

Not just being the methodology for teaching and learning foreign languages, CLIL aims to
prepare young students for their future life by creating an environment in which they are expected
to improve their content knowledge, solve problems, find creative solutions, enhance their critical
thinking and gain awareness about the others as well as making it possible for them to arrive at a
particular level of competence by communicating in the target language with the guidance of
either their subject matter or foreign language teacher.

In Turkey, foreign language teaching starts in the second year of ISCED 1, which means at the
age of 7 or 8, with the new regulation in 2012. As compulsory education lasts for 12 years, students
continue improving their foreign language proficiencies until the end of high school, which is the
equivalent of ISCED level 3, regarding the International Standard Classification of Education.

Bilingual education dates back to the 1950s when the Maarif Schools were founded to teach a
foreign language through an integrated curriculum right after Turkey started negotiations with the
European Union (Coskun-Demirpolat, 2015). Although humanities are still prohibited from being
taught in a foreign language under the Treaty of Lausanne, science and mathematics have been
taught in these institutions together with extensive language and literature instruction as
independent subjects (Sarcoban, 2012). Later, these schools were named Anatolian High Schools
in the 1970s. At Anatolian High Schools, students are prepared for the lessons, which will be
explained in the target language, such as math, physics, geography, etc., with a year of intensive
English classes. Teachers used to teach each subject in English through interdisciplinary contexts
when the students reached a level of competence in English in the prep classes. According to a
Eurydice report, there is currently no CLIL provision in Turkey (Eurydice, 2012), even though the
education system described above mainly fits in with today’s CLIL concept. It cannot be claimed
whether the approach for foreign language teaching was properly implemented as CLIL with its
4C structure as there are so many details to apply a CLIL lesson with its communication, cognition,
culture, and content. These classes in Anatolian High Schools were mainly about integrating
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content and language with all their aspects aiming to improve students’ communication skills in
the foreign language they were learning.

Today when it comes to the legislative point of view, it is clear that in Turkey, there is no CLIL
provision as a part of mainstream education. However, there is CLIL implementation is not so
common, both in state and private schools at all levels of education except the secondary level.
There is scarcely any CLIL provision at Turkey’s 2nd and 3rd ISCED levels. One of the reasons
for this is not being compulsory and not being mentioned in the law concerning foreign language
education. Each school administration has the authority to decide whether to use this approach
for teaching or not, considering the quality of their teachers, the materials, and the evaluation
tools. Most state schools implementing the CLIL approach carry out a diagnostic test that serves
as an entrance exam to evaluate the students’ competencies (e.g., Anatolian High Schools) in the
finishing year of secondary school. Those who are not proficient enough will not get the
opportunity to be educated in this system. This can be considered as a precaution for the problems
that students may face because of their lack of linguistic skills within CLIL implementation.

For the tertiary level, at private universities, the situation is almost the same as the public ones.
The students selected up to the points they gained in the university entrance exam are prepared
for their future classes at the university through a year of intensive English lessons. Then they are
supposed to attend the classes and the exams in their area of expertise in the target language.

As the European Commission aims (European Union, 2003), mutual understanding is only
possible to manage in multilingual environments originating in classrooms, taking it as an
opportunity to learn other languages for intercultural communication and acceptance of cultural
differences by the guidance of a well-trained teacher. The guidance of a well-trained teacher is of
high importance in the concepts where CLIL is implemented, as it is the methodology that
integrates content and language learning. The knowledge of the subject area solely will not be
sufficient as the teacher needs to teach in the target language, and surely foreign language
knowledge alone will not be enough for students’ content progress. According to Genesee (1998),
teachers require specialized training in language pedagogy, especially second language pedagogy,
along with the pedagogy required of all teachers who teach academic subjects. However,
according to a recent national report, there is still a shortage of qualified CLIL teachers (European
Commission, 2014). Consequently, CLIL teachers are generally supported by continuing
professional development, and there is a need for more pre-service initial teacher training in CLIL
(Scott & Beadle, 2014). And in the Turkish CLIL context, it is still early to talk about CLIL training
in pre-service teacher training programs of the faculties. As not mentioned in the legislation, still
needs to be more adequate attention paid to this area.

2 Conclusion

Based on the bibliographic and legislative research, we could answer questions that we have set
to be examined in all four countries, namely: (1) Is CLIL used at all levels of education? (2) Is it
compulsory or voluntary to implement CLIL at schools? (2) Are these schools private or public?
(3) Can a school decide to implement CLIL? If not, who approves? (4) Do teachers need any special
qualification/s?

The following comparison chart shows that CLIL is used at all levels of education (pre-primary
level, primary level, secondary level, upper secondary level, and tertiary level) only in Italy and
the Czech Republic. CLIL is not promoted in Spain at the upper secondary and tertiary levels.
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However, in Turkey, there is no evidence of using CLIL at the pre-primary level. As mentioned
above, CLIL in Italy is implemented compulsorily only for the upper secondary level and is the
only country of these four that adopts CLIL across the whole country as an obligatory teaching
and learning approach. There is no difference between public and private schools in promoting
CLIL; thus, all four countries allow and implement CLIL in both types of schools. While in the
Czech Republic and Turkey, schools themselves can decide whether they implement or not CLIL,
which might be the consequence of the lack of CLIL in the legislation in both countries, Italy and
Spain have the authority, which approves the implementation of CLIL. In the case of Italy, it is
Ministero dell'Istruzione, dell'Universita e della Ricerca and in Spain, the responsible organs are
regional governments. Turkey is the only country that does not set any requirements on teachers
(neither subject nor language teachers) to use CLIL.

In contrast, in the Czech Republic, language teachers have to reach at least a C1 level in the
performed language. For subject teachers, no special qualification is required; it is only
recommended to be at least two levels above the language level of students. Spain requires a
certificate showing the knowledge level in a foreign language. However, it does not mention what
level it should be. It seems that Italy is a country where the rules are stricter, which concerns CLIL,
and also, in the case of teacher preparedness, it is required to prove that teachers obtain at least
a C1 level of proficiency in the language. It is also interesting to find out that while foreign language
teachers in Italy, Spain, and Turkey are qualified to teach foreign languages only, it is not the same
case in the Czech Republic (Eurydice, 2012). In the Czech Republic law, 563/2004 determines that
also a pedagogical staff for whom the foreign language is a mother tongue or who masters this
language at the level of mother tongue fulfills the prerequisite of a professional qualification for
teaching a conversation in the foreign language if he/she achieved at least a secondary education
with a school leaving exam or received a university degree in teaching a foreign language.

Table 2 Comparison chart: Results from research

Research Questions Italy Spain Czech Turkey
Republic
Is CLIL used at all YES NO YES NO
levels of education?
Is it compulsory Voluntary/ Voluntary, Voluntary Voluntary
or voluntary to Compulsory depending on
implement CLIL the
at schools? autonomous
community.
Are these schools Both Both Both Both
private or public?
Can a school Ministero Regional No approval The school itself
decide to dell’Istruzione, Government from any and the
implement CLIL? If dell’'Universitae  decides authority. The University
not, who gives the della Ricerca themselves. decision is up to administration
approval? (MUIR) is the the principal of a  decides whether
authority for all school. to implement it
the levels. or not.
Do teachers need The C1 level Certificate For subject No
any special in CEFR testifying to the  teachers, no requirements.
qualification/s? knowledge of qualifications
the target are needed.
language.
No level
mentioned.
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That being said, there are several reasons why CLIL gained popularity, and for each country,
the goals for implementing it are a bit different. In the Czech Republic, CLIL is implemented for
socio-economic aims, socio-cultural aims, language-related aims, and educational aims (learning
ability). In contrast, it is there just for socio-economic and language-related aims in Spain. On the
other hand, in Italy, CLIL is implemented just for language-related aims (Eurydice 2006).

All four countries have different aims and different types of CLIL provisions, depending on the
autonomy of the education bodies, linguistic needs, teacher competencies, and national
curriculums. The results of this study are enough to show us how popular CLIL is in European and
non-European contexts. It is clear that even the school administrations consider CLIL as a
methodology for teaching, whether it is a decision made by the Ministry of Education or not. In
light of the information we have gained from this paper; there are different aspects of CLIL which
vary from one country to another; CLIL is promulgated by the government to be applied in the
educational contexts as a national policy to support the learning of foreign languages as in Italy, it
is divided into different types of implementation within the education system, with not being
considered as the privilege anymore like the bilingual education as in the Czech Republic, it is
being implemented not only to encourage the foreign language learning but also fostering the
minority languages as in Spain, and finally, it is being promoted in the educational contexts as in
Turkey, where there is no legislative support.

This paper aims to shed light on CLIL measures while conducting an in-depth analysis of
legislative documents and other relevant resources to detect similarities and differences that
influence how CLIL is eventually performed in the field. Furthermore, the article provides unique
examples of CLIL practices in the examined countries. The results of this analysis serve as a basis
for a subsequent comparative study on CLIL provision and practices.

2 Limitations and future directions

Although this study is only conducted considering the Turkish Social Studies Curriculum, its
results may guide researchers and inspire them to conduct new studies on alternative literacies in
classroom environments.
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