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CLIL is a didactic approach that assumes simultaneous learning of a foreign
language and another subject and enables the fulfilment of goals that each
individual subject can never reach on its own. Despite much research that
speaks in favour of the approach it is still relatively unknown in Slovenia and
therefore received with much scepticism. Teachers are worried about their
(in)competence of knowing two fields of expertise on a high enough level as
well as about the demands for interdisciplinary team teaching as both call for
changes on organizational and content-related levels and presuppose creat-
ing unique authentic materials that would take into account many contextual
factors. Thepurposeof the researchwas a critical analysis of three coursebooks
currently widely used in upper-secondary education. Particular emphasis was
put on the suitability of the selected coursebooks for team teaching of Biolo-
gy and English through CLIL. The research focused on levels of cognitive de-
mand, authenticity, comprehensiveness, andmotivation arising from the three
selected coursebooks. The analysis revealed that the coursebookmaterials are
very simplified, thus not offeringmany cognitive challenges and that students
wish for problem-based lessons as they are aware of the importance of skills
such as the ability to formarguments, evaluate, analyse andmakeautonomous
decisions. In order to develop these skills, and thus raise critical thinkers, lan-
guage and subject teachers must unite, which presupposes a different kind of
work ethics as well as a different mind-set. CLIL proves to be a very successful
tool in achieving this.
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Introduction

CLIL (Content and Language Integrated Learning) is a didactic approach that
has been present in Europe since the 1990s. It postulates that a subject is
taught through a foreign language, which means simultaneously meeting
the goals of individual school subjects as well as joint objectives that over-
come specific subject fields. Despite extensive research done on its benefits
and strong recommendations from EU institutions that encourage multilin-
gualism, many Slovenian academics as well as laymen express deep reserva-
tions about this innovative didactic approach. The first reason for such an at-
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titude is the safeguardingof theSlovenian language, and the second the feel-
ing of incompetence that comes with the requirements for interdisciplinary
team teaching. Quality CLIL lessons require changes in the arrangement of
the timetable and the ways content is presented as well as challenge teach-
ers to produce their ownmaterials.
Therefore, the aim of the research was a critical analysis of 3 course-

books currently most widely used in upper-secondary education (grammar
schools) with focus on suitability of the materials for interdisciplinary team
teaching of English and Biology through CLIL rationale. Levels of cognitive
demand, authenticity, motivation, and comprehensiveness as arising from
coursebook materials were closely examined. The participants of the re-
search were Biology and English teachers as well as 1st, 2nd and 3rd grade
students of the grammar school programme. Qualitative and quantitative
data helped us determine that the analysed materials lack sufficient cog-
nitive challenges because they are oversimplified; that students wish for
problem-based lessons because they are aware that only knowledgeable
individuals capable of independently assessing, evaluating, forming argu-
mentative opinions and making decisions can succeed in the world they
are about to enter. The path to the lessons that will equip students with
the above-mentioned skills is certainly in close collaboration between a lan-
guage teacher and a subject matter teacher. This assumes a different kind of
work as well as a different mindset.

Theoretical Part

CLIL (Content and Language Integrated Learning)

In 2002, the EuropeanCouncil of Barcelona invited EuropeanUnion countries
to take action and encourage development of basic skills including learning
of two foreign languages from the youngest age. As many countries, includ-
ing Slovenia, followed this initiative, today 90 of the pupils in mainstream
education of 15 EU countries learn two or more foreign languages (Eurydice
2017, 12). CLIL is, therefore, grounded as a very successful teaching approach
on all levels of education as it increases students’ foreign language compe-
tences, encourages intercultural understanding and is a very important step
towards a multilingual Europe (Jazbec and Lovrin 2015, 76). It is a didactic
approach that assumes additional subject matter learning through a foreign
languagewithin the same curriculum framebut not on account of other sub-
ject lessons (Eurydice 2017, 14). CLIL is oftentimes understood as a language
bath, integrated learning, bilingual lessons etc., which may mark the same
or a very similar approach, yet it is more neutral and therefore applicable to
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many social contexts as well as relevant for many different European educa-
tional policies (Lipavic Oštir and Jazbec 2009, 104–5).
CLIL requires applying a critical perspective when teaching and learning

a language (Lipavic Oštir, Lipovec, and Rajšp 2015, 13). Lessons are given dif-
ferent foci as the main attention is paid to the adoption of a pragmatically
cultural competence, a foreign language competence and a non-language
subject competence (Balek and Jazbec 2010, 27). As CLIL’s main rationale is
on studying through understanding and comprehending, teachers that fol-
low CLIL meet this pivotal goal more spontaneously and also more inten-
sively than teachers that follow traditionalwaysof teaching languageor non-
language subjects (LipavicOštir and Jazbec 2009, 110). Such studying also en-
sures better understanding of the content and the connections in between
(Lipavic Oštir, Lipovec, and Rajšp 2015, 13). Students as active co-creators and
lesson builders have a chance to experience a foreign language in all its va-
riety and diversity (Retelj and Pižorn 2010, 140).
CLIL is flexible at its core and enables different models and realizations,

depending on what a specific model sets in the intersection, be it content,
language and communication, culture or cognition (Pevec Semec 2015, 46).
Regardless of the emphasis that each individual model places, the starting
point shouldalwaysbenon-language subject syllabi so as to avoidputtingan
additional burden on students. We should focus on extending their knowl-
edge of the topics they are already acquainted with (Retelj and Pižorn 2010,
140), yet at the same time we need to be very careful that the content is
cognitively challenging and initiates critical thinking (Pevec Semec 2015, 56).
Problem-based lessons arising from CLIL rationale develop communication
skills and strengthen profession-related literacy as well as boost students’
self-confidence. In particular, CLIL can be very motivational in vocational
schools as students see it as a simulation of their possible future profession-
related situations (Lipavic Oštir 2009, 51). To sum up, CLIL’s value is beneficial
at all levels and in all programmes.

Challenges for Teachers and Students

Teaching CLIL sets high expectations and demands on both parties – stu-
dents and teachers. Students get to know advanced content of one specific
subject, by being simultaneously challenged with the demands and princi-
ples of a foreign language (Retelj and Pižorn 2010, 137). On the other hand,
foreign language teachers need to be knowledgeable inmany different sub-
ject fields, whereas subject teachers need tomaster a foreign language. That
is also the reason why CLIL teachers in 15 EU school systems are required to
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demonstrate additional foreign language knowledge on B2 or C1 level (Eury-
dice 2017, 15).
Furthermore, through acquiring adequate didactic and methodological

knowledge teachers need to develop their own cognitive (learning to learn),
affective (learning to be) and pragmatic dimension (learning to do), which
that forces them to stepout of their comfort zone andenter a less predictable
zone of progressive teaching that is characteristic of the environments in
which a target language has the second or even the first language position
(Skela and Sešek 2012, 74).
As a student is at the focal point of our attention, the teacher seems to fade

into the background, s/he is no longer a sole transmitter of knowledge, the
only source of information and amistake hunter, but rather amentor, anima-
tor and co-creator of an optimal learning environment (Skela 2008, 182). So
prepared and conducted lessons speak in favour of students’ development
and success (Brumen, Ivanjšič Kolbl, and Pšunder 2015; Retelj 2015). Students
are no longer passive in-takers of information but active participants in the
learning process and take on responsibility for their own knowledge; they
have to study independently and make use of their mental effort by giving
a sensible interpretation to the data through acquiring problem-solving as
the primary study technique (Skela 2008, 159).
In addition, with CLIL it is the way to the goal that is important; to see

howknowledgegets createdandwhich thinkingprocesses aregoingon. Lah
Šuster (2013, 98–99) points to the fact that knowledge is built gradually, upon
acquiring first declarative (getting to know the facts, data, information, rules
and theory), then procedural (how to do something) and strategic knowl-
edge (when and why to do something). The final stage is metacognitive and
helps students actively control, assess and improve their own reasoning and
its use (Pevec Semec 2015, 54).
Besides this, educators must be aware that older students function on a

different cognitive level than younger ones, and it is the explicit learning
andmetacognitive knowledge that counts for them (LipavicOštir and Jazbec
2009, 112). Also, older students knowthat a foreign language ismeaningful for
their own personal and professional career to a much greater extent, which
inherently changes the position of a foreign languagewithin the school con-
text (p. 113). As foreign languages have the ability to bond different school
subjects, they necessitate introduction of an integrative curriculum, interdis-
ciplinary lessons, team teaching, and timetable adjustments as well as joint
planning, assessment and evaluation of the students’ progress (Retelj and
Pižorn 2010, 136).
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Learning Foreign Languages and CLIL in Slovenia

Learning and teaching foreign languages in Slovenia is rather distinct due
to its specific historical context. It has to be regarded as an evolution, inter-
twinement and synthesis of the most important historic and global trends,
endeavours and attempts (Skela and Sešek 2012, 63).
To startwith, the attitude towards foreign languages in Slovenia is ambiva-

lent. On the one hand, mastering foreign languages was a must for our pre-
decessors if they wanted to ascend the social ladder, and that is why foreign
language skills have always been a prestige. This also explains the fact why
today so many children learn foreign languages in a formal or non-formal
way fromkindergarten andprimary school on (LipavicOštir and Jazbec 2009,
113).
On the other hand, there are considerable worries about the demise of our

mother tongue, in particular among experts of the Slovenian language (Li-
pavic Oštir and Jazbec 2009, 107), plus an assumption that multilingualism is
a burden for an individual’s progress (Lipavic Oštir 2009, 42). Consequently,
it does not come as a surprise that despite EU recommendations CLIL enters
the Slovenian learning environment very slowly, non-systematically andwith
much resistance (Pevec Semec 2015, 55).
Anotherunsettling requirementofCLIL is full collaborationbetween school

subjects and teachers, in particular with teachers of the Slovenian language
(in our case) (Pižorn 2010, 140). If wewant to achievemore advanced learning
objectives such as critical thinking and problem solving we need to apply a
multi-perspective approach (Pavlič Škerjanc 2010, 30).
CLIL shakes and interferes with thewell-established traditions of teaching,

as it emphasizes constructivism, experimental work, independent and col-
laborative models of working, and implies very practical and useful aspects
of studying a foreign language (Jazbec and Lovrin 2015, 76). The above stat-
ed should convince critics in the Slovenian learning environment that their
doubts, concerns and second thoughts on CLIL are pointless and therefore
give CLIL a chance to prove its true value.

Coursebooks

Quality lessons are closely related to the choice of quality educational re-
sources. Therefore, it is worth examining them. Despite the availability of
other contemporary formsof online educational resources, softcover course-
books remain an important source and a significant factor of a foreign lan-
guage learning process (Balek and Jazbec 2010, 30). Skela (2008, 155) empha-
sizes the meaning that coursebooks have – they reflect scientific achieve-
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ments as well as a certain philosophical orientation and as such contribute
to and inspire societal changes. Therefore, it is of paramount importance for
any teacher to bewell acquaintedwith coursebooks if theywant tomake the
most effective use of their resources as well as adjust them to their students’
needs (Skela 2008, 91).
Also, research reveals that coursebookmaterials are oversimplified and al-

ready familiar in content to the students. When emphasizing language (vo-
cabulary, grammar), the content gets neglected, and is consequently ran-
domly problematized (Banegas 2013, 347). CLIL, however, is not about re-
studying the already known topic in another language (Coyle, Hood, and
Marsh 2010, 96), it is about getting to know the topics in-depth, expanding
new horizons and teaching critical distance towards the content.
Further on, successful foreign language acquisition requires overlapping

of a foreign language and non-language curricula, which in the Slovenian
study environment is not a frequent occurrence. One of the reasons for that
is also in ‘mainstream’ coursebooks as they are not built upon CLIL rationale,
which – to coursebooks’ defence – is extremely difficult to incorporate due to
many contextual factors (such as students’ age and cognitive development,
levels of foreign language knowledge, curriculum and educational policies).
Therefore, for economic reasons publishing houses do not decide to pre-
pare and publish CLIL-based coursebooks on an international range (Luci-
etto 2009, 13). For that reason, creation of CLILmaterials and attempts for the
overlappingof the curricula objectives aremainly in the domain of individual
teachers.

Empirical Part

Definition of the Research Problem and of the Purpose of the Survey

As the topics in the English language coursebooks are oversimplified, de-
scriptively and shallowly prepared, they do not pose major cognitive chal-
lenges, which negatively affects, in particular, the more-able students; they
get bored, demotivated and disinterested. Consequently, they see no point
in participating in the lessons, and show little or no interest for further self-
investigation into the subject matter. Secondly, the materials in the anal-
ysed coursebooks are not suitable for quality interdisciplinary team teach-
ing based on CLIL rationale but present merely a solid foundation on which
to form one’s own materials. Also, the existing materials neither stimulate
problem-solving nor require higher thinking processes. As a result, such
lessons do not raise critical thinkers.
The purpose of this research is, therefore, to analyse Biology-related topics

in three English language coursebooks andfindoutwhich of the topics could
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be a good foundation for further interdisciplinary team teaching via CLIL. Al-
so, we want to find out if there are any discrepancies between students’ and
teachers’ assessment related to levels of cognitive demand, authenticity,mo-
tivation, and comprehensiveness that coursebookmaterials provide.We also
want to find out if there are any statistically significant differences between
the groupof higher- and lower-graded students in the English language sub-
ject when experiencing coursebook materials.

ResearchQuestions andHypotheses

The following research questions and hypotheses were set:

Q1 Which and howmany topics in the selected English coursebooks are suit-
able for interdisciplinary team teaching of English and Biology via CLIL?

Q2 Towhat extent are the selected topics suitable aswell as alreadyprepared
for hands-on interdisciplinary team teaching of English and Biology via
CLIL?

Q3 Which cognitive processes are anticipated alongside learning the subject
matter in English coursebooks and to what extent do they raise a critical
thinker?

Q4 To what extent do the contents and objectives of specific English topics
match the objectives of Biology?

Q5 Towhat extent does the students’ assessment differ from the teachers’ as-
sessmentwhen looking into levels of cognitivedemand,authenticity,mo-
tivation, and comprehensiveness that English coursebooks provide?

H1 There are statistically significant differences between higher- and lower-
gradedstudentswhenreferring to levelsof cognitivedemandthatcourse-
bookmaterials provide.

H2 There are statistically significant differences between higher- and lower-
graded studentswhen referring to levels of comprehensiveness that cour-
sebookmaterials provide.

H3 There are no statistically significant differences between higher- and
lower-gradedstudentswhenreferring to levelsofauthenticity thatcourse-
bookmaterials provide.

H4 Coursebookmaterialsmotivatehigher- and lower-graded students to the
same extent.

Methodology

The paper presents a qualitative research with elements of empirical quanti-
tative research based on descriptive and causal research methods.
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Table 1 Constructs According to Internal Consistency and Mean Value

Construct () () Statements comprising the constructs

Level of cogni-
tive demand

. . I think the topics in the coursebook are oversimplified.
I think the topics in the coursebook are easy.
I think the topics in the coursebook are demanding.

Authenticity . . I think the topics in the coursebook are realistic.
I think the topics in the coursebook are practical.
I think the topics in the coursebook are factual.
I think the topics in the coursebook are related to life.

Motivation . . Topics in the coursebook are appealing.
Topics in the coursebook are interesting.
Topics in the coursebook are boring.
Topics in the coursebook inspire me to do further research.

Comprehen-
siveness

. . I think the topics in the coursebook are presented from
all perspectives.
I think the topics in the coursebook are holistically presented.
I think the topics in the coursebook are expertly presented.
I think that the topics in the coursebook are critically
presented.

Notes Column headings are as follows: (1) Cronbach α, (2) mean value.

After fulfilling the criteria (the coursebooks need to be currently confirmed
by theSlovenianMinistry of Education, and they alsoneed to rank among the
three most widely-used ones in Slovenian upper-school education – gram-
mar schools) three coursebooks were selected for a further detailed analysis.
Further on, on the basis of a semi-structured interview with a Biology

teacher, an assessment of suitability of the materials for interdisciplinary
team teaching of Biology and English via CLIL was prepared. Prior to the
meeting the teacher had been asked to bring her own Yearly Syllabus Plan
for Biology, National CurriculumPlan for Biology andMatura ExamCatalogue
for Biology. This way we gathered information on possible topics for inter-
disciplinary lessons as well as joint objectives that CLIL would meet. Special
attention was also paid to the objectives and cognitive processes that are
realized through specific topics.
Next, five English language teachers were asked to fill out an Assessment

form, consisting of nine open-ended questions that referred to their percep-
tion of levels of authenticity, cognitive demand,motivation, and comprehen-
siveness that arise from the analyzed coursebook materials.
Finally, wewere also interested how participants (87 first, second and third

year grammar school students aged 15–18 of a smaller upper-secondary
grammar school in the Primorska region) regard the topics in the analysed
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coursebooks. Data were obtained with an online questionnaire that consist-
ed of a 5-point Likert type scale and two open-ended questions. Quantitative
data had to dowith four constructs: levels of cognitive demand, authenticity,
motivation and comprehensiveness. Besides that, we also attained qualita-
tive data on participants’ standpoint on potential English lessons that would
follow CLIL rationale and stress problem-solving skills.
Processing of the on-line data included bivariate statistical analysis on

a descriptive and inferential level. Individual variables (statements) were
joined into four constructs andwere incorporated in the analyses in the form
ofmean variables (table 1). The given values, representing an individual’s lev-
el of agreement varied from 1 (meaning ‘do not agree at all’) to 5 (absolutely
agree), enabled comparison and interpretation. Processing of the question-
naire data started bymeasuring Cronbach’s alpha, ameasure of internal con-
sistency, which proved to be acceptable (α>0.6) or good (α>0.7). Upon that
we ran a t-test in order to see individual constructs. Before that, we had run
Levene’s test to assess the equality of variances that tests the null hypothesis
that the population variances are equal.

Results and Discussion

The following section will first deal with the characteristics of the anal-
ysed coursebooks and cognitive processes anticipated alongside studying
the subject matter. Further on, we will propose Biology-related topics that
present a suitable foundation for conducting Biology-related topics in En-
glish lessons via CLIL. Next, we will identify joint objectives that such lessons
would meet. Also, teachers’ and students’ responses on coursebook mate-
rials when related to cognitive demand, motivation, comprehensiveness,
and authenticity of the coursebook materials will be discussed. We will also
review participants’ responses related to problem-based teaching/learning
through CLIL rationale. This way we will answer our research questions and
hypotheses on which this research paper builds.

Characteristics of the Analysed Coursebooks

It needs to be stressed that the three analysed coursebooks – On Screen B2
and B2+, New Success Intermediate and Upper-Intermediate as well as New
Headway Intermediate and Upper-Intermediate – effectively achieve the ob-
jectives of the English language as a school subject, which is knowledge
of English on B2 and B2+ level. They follow a communicative approach and
emphasize communicative functions of the language. They highlight vocab-
ulary (synonyms, antonyms, word formation, idioms and set phrases), and
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there is also a section on acquiring new and practising already familiar gram-
mar plus studying pieces of writing necessary for Matura.
Each unit presents the topic gradually, taking into account a ‘linguistic

loop,’ which is a very important didactic tool when acquiring a foreign lan-
guage. It helps one learn receptive and productive skills and is an essen-
tial part of a linear advancement in bettering linguistic skills (Lipavic Oštir,
Lipovec, and Rajšp 2015, 16).
Also, it is transparent that the units follow the same structure and pat-

tern (text, vocabulary tasks, communication activities, writing assignments,
listening comprehension activity) and thereby present a safe and expected
learning environment, which is very important for weak students to whom
language learning poses a challenge.

Topics Suitable for Preparing Biology-Related English Lessons via CLIL

Upon a critical analysis of the three English coursebooks we found four con-
current topics in all three coursebooks, e.g. Sports and Fitness, Food, The
Environment and Environmental Problems, Health & Injuries and Illnesses,
which could present a good foundation for interdisciplinary team teaching
of English and Biology via CLIL, provided extra study material is prepared.
Despite different presentations of the topics they all cover meaningful vo-
cabulary needed for everyday communication related to the subject matter.

Cognitive Processes Anticipated alongside Learning the SubjectMatter

The above-mentioned topics are familiar to students as they were studied
in primary school through Science (Biology, Physics, Chemistry, Natural Sci-
ences) as well as English. In upper-secondary school studentsmostly expand
their vocabulary, revise andadd to the already-known facts and solutions, yet
they do not deepen the understanding of the concepts, they do not prob-
lematize them, and they do not look for alternative/innovative solutions.
Moreover, the texts are from the Matura’s point of view insufficiently de-

manding. Teacher Š. warns: ‘On Matura students are expected to deal with
much more difficult texts. Also, types of tasks in coursebooks only partial-
ly coincide with Matura tasks.’ Further on, the analysis shows that the topics
are presented in a very descriptive way, which means that critical thinking is
not at the core of thematerials. ‘Each unit consists of two or maximum three
open activities where critical thinking can occur which is far too little to carry
out problem-based lessons,’ says a beginner teacher. Even tasks that partially
encourage critical thinking are formed in a way that offer solutions and lead
to very expected outcomes.
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Activities that require original and creative thinking, searching for alterna-
tive solutions as well as situations/problems that would enable greater iden-
tification of the students with the topics have to be prepared by the teachers
themselves, as ‘coursebooks offer just a starting point with the basic vocab-
ulary,’ says teacher T. Therefore, it can be assumed that students might be
robbed of cognitive challenges if confronted only with coursebook materi-
als. Our assessment is in line with the Argentinian researcher Banegas (2013,
352) who claims that topics are presented as if targeted to primary school
pupils.
One of the reasons why the materials are simplified is their adjustment

for foreign language learning. ‘Texts, despite their contemporary nature, feel
rigid, artificial and in a way forced,’ says the participatingmale English teach-
er. Listening comprehensions and models of writing pieces tend to be even
more simplistic than reading comprehension texts. So much so that models
of writing assignments can serve only as a prototype to be referred to in the
future when confronted with a more complex assignment.
Following the above analysis, it becomes clear that most of the tasks re-

quire lower-order thinking processes (knowledge, understanding, applica-
tion), whereas tasks that require higher-order thinking processes (synthesis,
analysis, evaluation) are present on a minor scale and refer mainly to com-
munication (opinion forming) or teaching the students how towriteMatura-
required pieces of writing (formal letter, report, article, essay). Yet, it should
be justly questioned if and to what extent students make use of their inno-
vative, original and authentic ideas and solutions when writing the required
pieces if all that students do ismake use of already-known arguments, which
they were led to by the coursebook. Teacher Š. also observes that students
tend to concentrate more on form than on the content itself. Following the
prescribed form, they neglect creative, innovative and original solutions; no
wonder that the content remains cliché-like.
To round up, the analysis also showed that students are only rarely given a

chance to carry out independent research work. This is not necessarily part
of the unit; therefore, it is written below the line (e.g. in On Screen) or at the
end of the unit (as it is in New Success) and meant as homework. The teacher
can – if/when lacking time – decide to skip these assignments.

Challenges for the TeachersWanting to Carry out Lessons
Built on CLIL Rationale

As already pointed out, topics in the three coursebooks present a solid foun-
dation on which teachers can work and prepare their autonomousmaterials
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thatwill meet the objectives of both subjects. According to one of the partic-
ipating teachers, ‘Many of the topics could be worked further on in collabo-
ration with other subjects and consequently offer a palette of topics and ex-
pand students’ horizons and knowledge. That way also students that strug-
gle with the language might find it more relevant; or if the language is too
easy for some, they could expand their knowledge in the field they are not
so confident in.’
Also, as it is really difficult (at least in Slovenia) to find a teacher that is a

subject-matter and a foreign language expert, the most effective CLIL can
be achieved through interdisciplinary team teaching. This, however, sets
high expectations on teachers who worry about ‘extra workload that would
come from studying the topic in order to prepare quality lessons of this
type’ (teacher M.). Further on, all participating teachers see many obstacles
in ‘fast-paced scientific advancements that require constant education in
many different fields of expertise.’ Nonetheless, teacher I. who participated
in pilot-run European programmes (aimed at introducing interdisciplinary
team teaching into a regular teaching practice) added: ‘The project connect-
ed teachers of different profiles. It took a lot of time and self-discipline. The
biggest challenge was finding time to work together in the classroom. How-
ever, as a teacher I benefitted tremendously.’

Possible Interdisciplinary Links and Joint Objectives

Themain objective of English lessons is the development of holistic compe-
tences for intercultural and interlinguistic understanding (Ministrstvo za šol-
stvo in šport 2008, 7); themainobjectiveof Biology is aholistic understanding
of Biology, that is, understanding the concepts and links in between them
(Vilhar 2008, 55). Seeing what both National Curricula strive for, it is crucial
that Biology and English teachers alike comprehend the necessity of inter-
disciplinary team teaching as it predisposes work onhigher taxonomic levels
where understanding of howone field is related to other fields of expertise is
prioritized (Vilhar 2008, 80). Such lessons help develop key competences for
life-long learning that include creativity, problem-solving, risk assessment,
decisionmaking, and critical thinking (Ministrstvo za šolstvo in šport 2008, 8).
Upona critical analysis of the selectedEnglish coursebooks, Yearly Syllabus

Plan for Biology, National Curriculum Plan for Biology and Matura Exam Cat-
alogue for Biology, authors of the research identify possible links for interdis-
ciplinary team teaching as presented in table 2.
We also believe the following would be the joint objectives that such

lessons if conducted would meet:
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Table 2 Possible Links for Interdisciplinary Team Teaching

English Possible links for interdisciplinary
team teaching

Biology

Pollution and
environmental
problems

Tragedy of the commons
Endangered species
Sustainable development
Alternative sources
Development of life on Earth
Climate changes
Endemic and non-indigenous species
Slovenia as a place of biotic diversity

Ecology

Food Food pyramid
Food labelling
GMO
Genetic inheritance
Food additives
Modern diseases

Foundations of healthy life

Sport Doping
Addictions (smoking, alcoholism, drugs)

Foundations of healthy life

Injuries, illnesses,
health

Vaccination
Hygiene and infectious diseases
Mental and physical diseases

Foundations of healthy life

– First, students would acquire foreign language terminology of a specif-
ic subject matter;

– Secondly, by making use of the right sources and information, they
would deepen their understanding of the concepts;

– Finally, as such lessons enhance students’ critical thinking skills they
would raise critical thinkers able to form a critical distance to (often-
times fake) information.

Teachers’ and Students’ Responses to CoursebookMaterials

The following sectionwill dealwith the interpretationof the students’ grades
given to the constructs cognitive demand, authenticity, comprehensiveness,
and motivation. We will also analyse possible correlations and discrepancies
between the students’ and teachers’ assessment to the above-mentioned
constructs. Finally, we will take a look into students’ and teachers’ thoughts
and doubts about potential CLIL lessons.

Cognitive Demand

As alreadypointedout, teachers’ professional assessment shows that course-
bookmaterials are simplified. Also students’ evaluation of the construct ‘lev-
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Table 3 Students’ Responses to ‘Levels of Cognitive Demand’

Students M SD Levene’s test (Sig.) t-test (Sig.)

Lower . . . .

Higher . .

els of cognitive demand’ was 3.0 on the scale from 1 to 5 (table 3). As stu-
dents’ grades reflect teachers’ assessment it can be concluded that materi-
als in the coursebooks do not provide significant cognitive challenges and
do not push students out of their comfort zone. Further on, we wanted to
find out if there are statistically significant differences between the group
of higher- and lower-graded students. We found out that lower-graded stu-
dents evaluate materials in the coursebooks as significantly more demand-
ing (p = 0.000) in comparison to higher-graded students.
Therefore, our hypothesis that claims ‘There are statistically significant

differences between higher- and lower-graded students when referring to
levels of cognitive demand that coursebook materials provide’ can be con-
firmed. This outcome is very important for teachers when starting to prepare
their own CLIL materials. It means that different cognitive abilities should be
taken into account and tasks should be built from simpler to more complex
ones. This way, students of all abilities would benefit.

Authenticity

We have already discussed the adaptation of the materials in the course-
books for the purpose of foreign language learning, which does not agree
with CLIL rationale that presupposes work with authentic materials. This is
why we wanted to find out how students perceive coursebook materials
as we believe that they use authentic texts themselves for their own inter-
ests and purposes regardless of the fact whether they belong to the group
of higher- or lower- graded students, and therefore know what authentic
means as well as how important it is in seeking the correct information.
The average grade of the construct ‘authenticity’ was 3.5 (table 4), which

shows students’ awareness that they learn in a quite artificial and adjusted
environment. The result of the Levene’s test for the construct ‘authentici-
ty’ was statistically non-characteristic (p = 0.573), which means that the as-
sumption was verified and we could run an adjusted t-test. We found out
that there are no statistically significant differences when grading authentic-
ity between the two groups (p = 0.188) (table 4), therefore, we confirm the
hypothesis which claims ‘There are no statistically significant differences be-
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Table 4 Students’ Responses to ‘Authenticity’ of the Study Materials

Students M SD Levene’s test (Sig.) t-test (Sig.)

Lower . . . .

Higher . .

Table 5 Students’ Responses to ‘Comprehensiveness’ of the Study Materials

Students M SD Levene’s test (Sig.) t-test (Sig.)

Lower . . . .

Higher . .

tweenhigher- and lower-graded studentswhen referring to levels of authen-
ticity that coursebook materials present.’
As authentic materials are ‘designed not to transmit declarative knowl-

edge about the target language but rather to provide an experience of the
language in use’ (Tomlinson and Masuhara 2010, 400), it is clear authentic
language teaching should be educators’ priority.

Comprehensiveness

When analysing the coursebooks teacher T. pointed to the fact that ‘critical
thinking, opinion forming, justification as well as problem-based lessons are
up to teacher’s creativity and incentive,’ by which it becomes obvious that
good CLIL lessons call for creation of the teacher’s own comprehensive and
problem-based materials, which is not the case with the analysed materials.
Students’ average gradewhen referring to the construct ‘levels of compre-

hensiveness’ is 3.31 (table 5). The grade undeniably shows that students are
well aware of the fact that coursebookmaterials are not holistic, comprehen-
sive and critically presented and therefore do not develop key competences
so necessary in life.
We also carried out a t-test and found out that there are statistically sig-

nificant differences between the two groups (p = 0.02) when referring to
levels of comprehensiveness (table 5) and hereby confirm the hypothesis
which says ‘There are statistically significant differences betweenhigher- and
lower-graded students when referring to levels of comprehensiveness that
coursebook materials provide.’
The construct ‘comprehensiveness’ is in some extent similar to the con-

struct ‘levels of cognitive demand,’ therefore, it is not surprising that higher-
graded students aremore aware of the superficial and shallowmaterials and
the consequences that arise from that than lower-graded students.

281



Melita Lemut Bajec

Table 6 Comparison of the Groups According to the Construct ‘Motivation’

Students M SD Levene’s test (Sig.) t-test (Sig.)

Lower . . . .

Higher . .

Motivation

Coyle, Hood, and Marsh (2010, 140) stress that it is essential that students’ at-
titude be constantly included in the evaluation. This is why the authors of the
research wanted to check if there is any correlation between levels of moti-
vation and study materials, in particular between higher- and lower-graded
students. Therefore, we asked the participants what they think of the mate-
rials when considering their ability to motivate the students.
Teacher Š. stresses that coursebooks lack topics that students could iden-

tify with, which means that the topics could be potentially boring to them.
Teacher T.warns that the texts are too long, therefore, unappealing to the stu-
dents who are no longer used to reading. Teacher S. simply concludes that
the materials do not boost students’ motivation, as there is not much they
can relate to.
Students graded the construct ‘motivation’ with 3.2 (table 6), which shows

their neutrality towards the topics. The t-test showed that there are no statis-
tically significant differences (p = 0.078) in motivation between the higher-
and lower-graded students (table 6). Thereby, we confirm our hypothesis
that claims ‘Coursebook materials motivate higher- and lower-graded stu-
dents to the same extent.’
To conclude, when preparing CLIL materials it is necessary to think about

ways to get closer to the young in order to encourage their curiosity and
boost their motivation as well as contribute to amore effective and affective
way of learning, all of which refers to stronger and weaker students alike.

Thoughts and Doubts about Potential Lessons Based on CLIL

Further on, the studentswere asked if theywould like the topics theynormal-
ly associatewith other subjects (e.g. history, biology, physics) to be discussed
in English lessons even if it meant more cognitively challenging lessons
(more advanced vocabulary, higher thinking processes). 60 students (75)
said yes, 20 students (25) said no. Among the reasons in favour of the sug-
gestion are the following:

– ‘It’s very important for our further professional career (further educa-
tion, job).’ (10 students)
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– ‘We would expand our horizons.’ (10)
– ‘We would have more knowledge.’ (9)
– ‘We would expand our vocabulary (9), in particular terminology.’ (4)
– ‘We would be able to link between different school subjects.’ (10)
– ‘Such lessons would bemore interesting, down-to-earth and practical.’
(8)

Students that are against such lessons present a minority and say:

– ‘I see no point in that.’ (3)
– ‘Topics are already very difficult.’ (7)
– ‘Topics are already thoroughly enough presented.’ (6)

All teachers expressed their concerns that ‘an English teacher is not com-
petent enough in the fields that are not his/her expertise in order to present
them well.’ They also add that this would mean ‘investing a lot of time and
energy in one’s own education.’ Nonetheless, all of them are well aware of
the importance of being well acquainted with the subject-related terminol-
ogy for one’s future professional career. However, in most cases they do not
point to interdisciplinary team teaching as they see huge obstacles in orga-
nizing such lessons aswell as the preparation of thematerials being too time
consuming. Teacher T. concludes that it ismuchmore important that the stu-
dents ‘master general competences and strategies that will help them inde-
pendently acquire new knowledge in areas of their interest.’

Thoughts and Doubts about Potential Problem-Based Lessons

When asked if they wanted more problem-based lessons which would nat-
urally arise from CLIL postulates, 38 (55) students confirmed and 31 (45)
declined. Students who do not want problem-based lessons think that the
lessons they currently follow are already ‘too problem-based’ and add ‘it’s
fine the way it is.’ Some students mention ‘the level of difficulty that they
can’t follow,’ two students say ‘they see no point in that.’ However, a majority
voted for problem-based lessons, stressing:

– ‘We would deal with more contemporary issues and learn problem
solving skills.’ (8)

– ‘Lessons would be more realistic.’ (5)
– ‘We would develop critical thinking skills.’ (4)
– ‘We would raise awareness and expand our horizons.’ (6)
– ‘We would exchange different points of view.’ (8)

283



Melita Lemut Bajec

– ‘We would discuss topics more in depth.’ (2)
– ‘We would better understand and memorize more.’ (3)
– ‘Lessons would be more interesting.’ (6).

All the teachers agree that there are ways to make the lessons more
problem-based. However, they are also unanimous that students above all
need to learn the strategies that will help them link different types of knowl-
edgeandenable themto see that subjects arenot separatedbut intertwined.

Concluding Findings

CLIL is a didactic approach, inwhich the language is used as a tool to achieve
goals of different subjects. Such an approach enables an in-depth overview
of a topic, stimulates work on higher-order thinking levels and raises critical
thinkers. Furthermore, quality CLIL lessons call for changes in the arrange-
ment of the timetable and theways content is presented aswell as challenge
teachers to produce their ownmaterials based on thematerials found in the
coursebooks. Another important factor is the mindset of everyone involved
in the learning process, which needs to be open to novelties and changes,
which is not necessarily the case in the Slovene study environment.
In the wake of all the forthcoming global changes that make English a

lingua franca and call for its command, a critical overview of the existing
coursebooks is not only well-grounded but also necessary. The analysis con-
ducted of the three coursebooks shows that they follow a communicative
approach to foreign language learning, therefore successfully develop com-
munication skills, and are based upon a ‘linguistic loop.’ However, it needs
to be addressed that coursebook materials are oversimplified, which makes
their authenticity questionable. As such they are cognitively unstimulating
anddo not pose any cognitive challenges tomore advanced students. Quan-
titative data underlies the very same conclusion. Nonetheless, it should be
stressed that the materials can function as a good foundation for interdisci-
plinary team teaching on the condition that newmaterials be prepared.
Teachers and students stress that well-prepared problem-based lessons,

which can be successfully realized through CLIL, are crucial in developing
critical thinkers aswell as for students’ further professional careers. Addition-
al value of these lessonswould bemore knowledge;workwith authenticma-
terials; contemporary, debatable topics; acquisition of problem-solving tech-
niques and strategies. When and if introducing such lessons teachers also
need to pay special attention to weaker students, to whom English already
is a hurdle and would require an individual approach if teachers are to real-
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ize the same objectives. Yet, it should not go unnoticed that all participating
teachers fear extra workload and organizational obstacles.
All in all, as the research has managed to prove benefits arising from CLIL

lessons, CLIL materials and interdisciplinary team-teaching, we should strive
for slow but steady implementation of this novel approach into Slovene
upper-secondary education.
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