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 This paper presents the results of a research into the foreign teachers' 
attitudes towards the first foreign language (FL 1) teaching according 
to the CLIL approach. The first foreign language teachers (FL 1 
teachers) should have carried out their FL 1 lessons using the CLIL 
approach. The results of the twelve interviews: teachers agree upon the 
importance of the education process of teachers-to-be, for any teacher 
working at an early level should have completed a BA in class teaching 
and should have acquired a degree in the methodology of early 
language teaching. Most teachers who used the CLIL approach in the 
first year of its introduction (school year 2014–2015), refrained from 
it in the second year, or only used some elements of the CLIL 
approach, for they felt that it was impossible to follow the guidelines 
of the “hard” CLIL. Consequently, they only used some elements or 
strategies of the CLIL approach, which some authors call “soft” CLIL. 
Although some teachers claimed to have encountered numerous 
obstacles in teaching according to CLIL, they nevertheless considered 
it to be a suitable approach in the FL 1 classroom and they feel that 
CLIL has contributed significantly to the learning outcomes.  
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1. Introduction 

In the member states of the European Union, children start learning foreign languages at a very 
early age, for it was determined that early language learning has a positive impact on mother tongue 
proficiency and it increases motivation for learning foreign languages in the subsequent period 
(Čok, 2008; Lipavic Oštir & Jazbec, 2010). In contrast, many parents and teachers expressed 
considerable concern over the possibility that too early exposure to a variety of languages might 
slow down children's cognitive development (Dagarin Fojkar & Skubic, 2017, p. 87). The research, 
however, showed that bilingual children, for example, develop certain types of cognitive flexibility 
and metalinguistic consciousness earlier and to a greater extent than their monolingual peers 
(Cummins, 2000; King & Mackey, 2007). According to foreign language teaching methodology, 
foreign language lessons should be continuously carried out using the “vertical approach” (early 
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learning of the first foreign language, the second foreign language is introduced later) in parallel 
with the “horizontal approach”, establishing different connections with children’s mother tongue, 
other languages and other subjects (music class, art class, learning about the environment, etc.) 
(Lipavic Oštir & Jazbec, 2010). Learning and teaching in the first educational period (EP 1) is 
specific, which is why these processes must be conducted in accordance with the principles for 
teaching young pupils. The school curriculum for the first foreign language (FL 1) at an early age 
(in the second and third grades of primary school) (Pevec Semec et al., 2013) emphasises the 
advantage of early FL 1 learning, as this stresses children's characteristics in this period, such as 
curiosity, the desire to learn, the need to communicate as well as the willingness and capability to 
imitate new and unfamiliar sounds (Pevec Semec et al., 2013, p. 6). The thesis briefly outlines how 
the CLIL approach was implemented in Slovenia on a statewide level for the first time and 
describes the circumstances of introducing foreign language lessons according to the CLIL 
approach.  

Based on what was written in the aforementioned text we would like to highlight the valuable 
contribution of the efforts of FL teachers in their attempts to boost the learning outcomes of young 
foreign language learners, which is exactly what our research has concluded.  

1.1. The CLIL Approach 

The introduction mentions the CLIL approach, which was first recognized in 1995 in the 

Council Resolution of 31 March 1995 on improving and diversifying language learning and 

teaching within the education systems of the European Union. The CLIL approach is known under 

various names, such as language bath, language showers, integrated lessons, bilingual lessons, 

total or partial immersion, or – as stated in Lipavic Oštir et al., 2015 – non-language subject in a 

foreign language. During its development and implementation it has been compared and/or 

considered as a synonym to integrated thematic instruction (school model designed by Kovalik, 

see Kovalik & Olsen, 1993), immersion (Lasagabaster & Sierra, 2009), content-based instruction 

(Cenoz, 2015), task-based language teaching (Ortega, 2015), English for specific purpose (Yang, 

2016; Taillefer, 2013; Tzoannopoulou, 2015) or bilingual education (Nikula, 2018). CLIL 

programmes are an approach to learn English or another foreign language by combining language 

and content subjects. In some contexts, CLIL is selective and this selection can be based on 

cognitive abilities or may also be linked to socio-economic backgrounds (Van Mensel et al., 

2020). The integration of content and language is one of the main characteristics of the CLIL 

approach, as the relationship between these two elements is at the core of any implementation 

(Llinares & Morton, 2017; Nikula et al., 2016). Karabassova (2018, p. 2) claimed that there is a 

"dichotomy of teaching the content subject and teaching the language instead of utilizing an 

integrated approach towards teaching". This dichotomy exists because most teacher education 

degrees are oriented either to language or to content, particularly in the case of secondary 

education. This problem arose because content teachers believed they should give priority to 

content (DaltonPuffer, 2011; Karabassova, 2018; Lo, 2019). Beliefs are essential to understand 

how each CLIL teacher conceptualises CLIL or her/his role as a teacher in the approach. Beliefs 

have been described as "a complex set of variables based on attitudes, experiences and 

expectations" (Skinnari & Bovellan, 2016, p. 146).  

As a language of instruction, the CLIL approach uses a language that is not the children’s first 

language or their mother tongue. Baïdak et al., (2006, p. 10) claim that the CLIL approach uses 

an additional or second language, which helps children learn. According to Eurydice (Content 

and Language Integrated Learning (CLIL) at School in Europe, 2006, p. 11), the additional 

languages can be English, German, French, Spanish or Russian – altogether, they represent 95 % 

of all languages learnt by pupils in the EU. Georgiou (2012, p. 495–496) notes that “the CLIL 

approach is the highest developmental stage of communicative approach to language teaching”. 

The CLIL approach allows pupils reasonable communication and at the same time provides them 

with an excellent opportunity to use a foreign language in an exercise. In this process, pupils can 

experience continuous learning, which is natural, unforced and thus more effective (Georgiou, 
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2012, p. 495–496). It offers a highly scaffolded environment and the support to students in 

developing the skills needed for memorizing, describing, asking questions, cooperative group 

work, pair work, debating and so on for the assignments to be successful (Coyle et al., 2010). 

CLIL students have been shown to obtain greater oral communication, speaking fluency and 

social interaction skills in the foreign language, than students who only attend standard foreign 

language education (De Diezmaz, 2016; Dalton-Puffer, 2011; Mayo & Ibarrola, 2014; Perez 

Canado, 2017; Arribas, 2016). Although CLIL is sometimes used as the term to exclusively refer 

to specific European bilingual education programmes using English as the language of instruction, 

CLIL shares the same essential characteristics as other Content-Based Instruction (CBI) 

programmes such as immersion programmes (Cenoz, 2015; Cenoz et al., 2013; Cenoz & Ruiz de 

Zarobe, 2015). The CLIL approach creates a learning environment in which pupils acquire 

language skills through their immediate use and not in language lessons, where languages skills 

were acquired and developed for a future use.  

1.2. Background of the Research 

Considering the fact that the paper deals with teachers’ attitudes, and to a certain extent belief, 

citing the monumental work of Krosnick and Perth (1995) is inevitable. It is assumed that there 

is a certain level of interchangeability of the terms attitude and belief and the following part will 

be dedicated to the teachers’ beliefs. As Artner would put it (2016, p. 50) “the term ‘belief’ is 

easily understandable and readily used in day-to-day conversation. As a subject of research 

teachers’ beliefs have developed from the 1940’s onwards with an increased interest over the last 

20 years.” The author continues by stating that “some researchers see beliefs as something stable, 

unable to be changed, whereas others view them as dynamic.” Both understandings are based on 

research findings and have influenced research and practice in equal measure (2016, p. 53).  

Across the globe, the CLIL approach has proven to be timely and has been supported on all 

levels by all stakeholders, as Cross reported (2013). Particularly, in the state of Victoria, the 

authors claimed that “teachers reported even higher levels of support from content teachers by the 

end of the trial” (Cross, 2013, p. 69) on the one hand, while “principals expressed possible concern 

about how the approach had been perceived by the broader school community on the other hand.” 

(Cross, 2013, p. 69). The discrepancy was reported by teachers related specifically to non-

language/content teachers with whom language teachers collaborated in developing the CLIL 

programme.  

Cross also concluded that “CLIL has the potential to impact other curriculum areas. With 

immersion programs, the likelihood that it will impact other areas is very high, since at least 50% 

of the curriculum is being delivered in the target language (Baker, 2006, as cited in Cross, 2013, 

p. 70; see also Gorjian & Hamidavi, 2017). The authors pointed to an important consideration, 

that should a language teacher “attempt CLIL in an unsupportive school, and then have the 

program fail, will only reinforce existing negative perceptions/uncertainty about its potential. 

CLIL’s success therefore ultimately depends on the quality of individual or small groups of 

teachers, working within supportive school environments.” (Baker, 2006, as cited in Cross, 2013, 

p. 70-72; see also Gorjian & Hamidavi, 2017). Studies have also revealed a great impact of CLIL 

on foreign language performance, content knowledge and also the impact on mother tongue, 

classroom interaction (Pastrana, Llinares & Pascual, 2018), the influence of affective factors 

(Lasagabaster & Doiz, 2015; Otwinowska & Foryś, 2017), household structure (Mensel, 

Hilligsmann, Mettewie & Galand, 2020), time and intensity (Surmont, et al., 2016; Merino & 

Lasagabaster, 2017), age (Roquet, 2015), motivation (Fontecha & Canga Alonso, 2014), gender 

(Canga Alonso, 2016; Fontecha & Canga Alonso, 2014), strategies (Zarobe, 2017; Straková, 

2020).  

It is important to bring down language barriers and boost interest in English as a school subject 

(Rumlich, 2014). Researches in Japan, for example, mentioned “good points of CLIL” (Yamano, 

2013; Ito, 2018a) through practices and investigations. Ito (2018b, p. 60) specifically highlighted 

the following: “students are less anxious about making mistakes in English as they are focused 
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on lesson content; many students feel as though lessons are fun because their intellectual curiosity 

is fulfilled; and, many students feel that CLIL lessons are easy to understand as teachers tend to 

use visual aids.”, thus bringing the CLIL approach’s effectiveness to the sustainable level. 

2. Method 

2.1. Research Problem, the Aim of the Research and Research Questions 

In the 2014/2015 school year, FL 1 pilot lessons were first carried out in the second grade of a 
state primary school, while all other state schools saw its initial introduction in the 2016/2017 
school year. Teachers were asked to carry out FL 1 lessons according to the CLIL approach, which 
the school curriculum describes as a didactic recommendation, not as a compulsory approach to 
teaching (Pevec Semec et al., 2013). As a language of instruction, the CLIL approach uses a foreign 
language; however, according to constitutional provisions (Ustava Republike Slovenije, 1991), 
lessons in state schools cannot be carried out in a foreign language (except for the areas of 
autochthonous Italian and Hungarian national communities, where lessons in state schools are 
carried out in either Italian or Hungarian) (Ustava Republike Slovenije, 1991). We assumed that 
teachers had partly adopted their attitudes towards the introduction of FL 1 teaching according to 
the CLIL approach, which is why we wanted to investigate what they thought. We examined the 
teachers’ attitude towards the introduction of FL 1 teaching according to the CLIL approach, their 
attitude towards foreign language learning and teaching according to the CLIL approach and their 
attitude towards the suitability of the CLIL approach in FL 1 lessons. Based on the aforementioned 
premises we aimed to determine whether the introduction of the CLIL approach changes the FL 1 
teachers’ attitude towards FL 1 learning and teaching in childhood. We also wanted to examine 
whether there are significant differences between FL 1 teachers’ attitudes towards the suitability 
of the CLIL approach in FL 1 teaching. Lastly, we sought to find out whether there are significant 
differences in FL 1 teachers’ attitude towards FL 1 learning and teaching in childhood and the 
CLIL approach with regard to gender, years of experience and acquired education of FL 1 teachers. 
See the Appendix for the list of questions for the semi-structured interview. 

2.2. Research Paradigm, Data Acquisition, Data Processing and Presentation of the 

Research Sample 

In the research, the qualitative research paradigm is used. The data were acquired by conducting 
semi-structured interviews, which allowed us to gain a detailed insight into the interviewees’ 
attitudes. Ten interviews were carried out face-to-face, two by mail. The interviews were 
conducted in the period from 15. 2. 2016 to 31. 3. 2016. The obtained material was processed and 
analysed using neither measurement process nor operations between numbers (Mesec, 1998). In 
the process of systematic coding of units obtained from the material, we formed theoretical 
explanations (Zhang & Wildemuth, 2009). 

 The research sample was obtained by applying convenience sampling and as a result, 12 semi-
structured interviews with interviewees from all over Slovenia, except for its Central region, were 
carried out. There are no participants from the Central region of Slovenia, since none of the foreign 
language teachers whom we reached out to, had chosen to participate in our research. All 12 
interviewees were female foreign language teachers at state elementary schools. Below is a detailed 
presentation of the sample. 

Interviewee 1: female FL 1 class teacher with additional training in foreign language teaching 
methodology at an early age, 19 years of service and 8 years of teaching experience at an early age, 
born 1972. 

Interviewee 2: female FL 1 class teacher with additional training in foreign language teaching 
methodology at an early age, 12 years of service, born 1988. 

Interviewee 3: female FL 1 class teacher with additional training in foreign language teaching 
methodology at an early age, 26 years of service and 2 years of teaching experience at an early age, 
born 1963. 
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Interviewee 4: female FL 1 class teacher with additional training in foreign language teaching 
methodology at an early age, 7 years of service and 2 years of teaching experience at an early age, 
born 1989. 

Interviewee 5: female FL 1 class teacher with additional training in foreign language teaching 
methodology at an early age, 12 years of service, born 1984. 

Interviewee 6: female FL 1 class teacher with additional training in foreign language teaching 
methodology at an early age, 8 years of service and 4 years of teaching experience at an early age, 
born 1986. 

Interviewee 7: female FL 1 class teacher with additional training in foreign language teaching 
methodology at an early age, 10 years of service and 6 years of teaching experience at an early age, 
born 1983. 

Interviewee 8: female FL 1 class teacher with additional training in foreign language teaching 
methodology at an early age, 10 years of service and 2 years of teaching experience at an early age, 
born 1981. 

Interviewee 9: female FL 1 class teacher with additional training in foreign language teaching 
methodology at an early age, 13 years of service, born 1979.  

Interviewee 10: female FL 1 class teacher with additional training in foreign language teaching 
methodology at an early age, 7 years of service, born 1983.  

Interviewee 11: female FL 1 class teacher with additional training in foreign language teaching 
methodology for the second cycle (classes 4 to 6 in the nine-grade Slovenian state elementary 
schools) of elementary schools, 10 years of service, born 1981. 

Interviewee 12: female FL 1 and sociology teacher with additional training in foreign language 
teaching methodology at an early age, 17 years of service and 12 years of teaching experience at 
an early level, born 1973. 

3. Findings and Discussion 

The results of the research are presented in individual categories that are derived from research 
questions. Some categories were combined with regard to the research questions. 

3.1. Category 1: The FL 1 Teachers’ Attitude towards FL 1 Learning and Teaching in 
Childhood has Changed due to the Introduction of the CLIL Approach 

Most of the interviewees changed their attitudes during the introduction of the FL in the EP 1. 
We determined that most of the interviewees, who taught according to the CLIL approach at least 
for one year, only partly preserved the teaching methods according to this approach, as they 
observed that they can no longer strictly follow its teaching guidelines; consequently, they only 
used some of the elements or only the strategy of the CLIL approach in teaching. Interviewee 1, 
FL 1 teacher with 19 years of service, born 1972, stated: “I think that CLIL is still a very good 
approach, although I didn’t often use it in the second year of the trial introduction, mostly due to a 
strict timetable and due to a different way of teaching.” They preferred to adopt interdisciplinary 
integration strategies and some of them followed the guidelines set by the National Education 
Institute Slovenia in the second year of the introduction of the FL 1 in the EP 1, which recommend 
the use of the softer version of the CLIL approach. As would the Interviewee 5, FL 1 teacher with 
12 years of service, born 1984, say: “The first year of the FL 1 trial introduction, 2013/2015, I had 
lots of support, CLIL was a recommended approach in the EP 1, but I later found out that I could 
not test the students’ knowledge by using the traditional textbook approach, so now I mainly use 
cross-curricular links.” As reasons for abandoning this approach, the interviewees stated different 
obstacles, from organizational problems (placement in the school schedule, remuneration for work, 
too large groups, combined lessons, etc.) to the particularity of modern generations of pupils. They 
also stressed the need to adapt their work to children’s needs and establish a relationship with 
pupils. When asked about this, Interviewee 8, FL 1 teacher with 10 years of service, born 1981, 
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said: “What matters is that you have a feeling for teaching children and the persons’ character. A 
great factor at work is the personal touch.” We can summarize that, due to the aforementioned 
problems, most of the interviewees do not apply the CLIL approach in foreign languages lessons 
in entirety, but only partly. Some of them did not adopt this approach because they felt themselves 
underqualified to carry out lessons using the CLIL approach, so they provided lessons using other 
approaches, of which interdisciplinary integration and the communication approach were the most 
commonly mentioned. 

3.2. Category 2: There are Differences in FL 1 Teachers’ Attitude towards the Suitability of 
the CLIL Approach in FL 1 Teaching  

Three of twelve interviewees evaluated the CLIL approach as particularly suitable, whereas the 
others deemed it suitable in foreign language lessons, which are not carried out entirely in 
accordance with the CLIL approach due to several obstacles. As would Interviewee 11, FL 1 
teacher with 10 years of service, born 1981 say: “Working according to CLIL is very demanding, 
your need to go through a lot of adjusting and cooperation with class teachers, which requires a lot 
of joint planning, exchange of materials and sources.” This approach was applied by some 
interviewees from time to time and on occasions where this was reasonable, while others used it 
all the time. Some interviewees mentioned the use of the CLIL matrix, which was used in the 
second year of the introduction of the FL 1 in foreign language lessons, while others were aware 
of the suitability of the CLIL approach for carrying out foreign language lessons, yet they preferred 
to use interdisciplinary integration and learning approaches similar to the CLIL approach in that 
same period. To sum up, we perceived much insecurity regarding what expectations the experts 
formulating language policies set up about the FL 1 teachers in the EP 1, what type of the CLIL 
approach the FL 1 teachers were supposed to adopt with children at an early age, where they could 
get qualified for this type of work and whether they would be remunerated for the additional work 
that they do. Some interviewees claimed that they were prepared to provide FL 1 lessons in 
accordance with the CLIL approach if they could acquire the appropriate qualification, since they 
had a positive attitude towards this approach. When directly asked about the suitability of the CLIL 
approach in FL 1 teaching, Interviewee 2, FL 1 teacher with 12 years of service, born 1988, said: 
“If I understand CLIL correctly, strictly speaking, it’s not useful, because I have to teach my kids 
the names of the objects in their mother tongue first. Some elements are ok, for example the 
communication.” Interviewee 3, FL 1 teacher with 26 years of service, born 1963 added: “I think 
CLIL is not useful, its elements are, though, but not the whole. So, not the whole, just at times and 
occasionally, where it’s possible and feasible.”  

3.3. Category 3: There are Differences in the FL 1 Teachers’ Attitude towards FL 1 Learning 
and Teaching in Childhood and towards the CLIL Approach with Regard to Gender, Years 
of Experience and the Acquired Education of FL 1 Teachers 

The interviewees all agreed upon the importance of the acquired education of FL 1 teachers 

in the EP 1, who should have completed a BA in class teaching and acquired a degree in the 

methodology of early English/German teaching. According to the interviewees, teachers with 

such education are suitable for this type of work, as they are the most familiar with teaching 

approaches and methods used with children at an early age. Some interviewees stressed the 

importance of a relationship established by teachers with younger pupils. Interviewee 3, FL 1 

teacher with 26 years of service, born 1963 believed that “this depends on the personality, on how 

teachers can approach children”. The interviewees thought it better for class teachers to carry out 

lessons with younger pupils, as they are more familiar with the children’s needs and the school 

curriculum for this period, they find it easier to follow teaching guidelines and they know the 

teaching didactics appropriate for children at an early age. Three interviewees, who recognized 

years of experience as an important factor, stressed that teachers teaching FL 1 in the EP 1 should 

have more experience. Following up the last statement, Interviewee 9, FL 1 teacher with 13 years 

of service, born 1979 stated that “a teacher with more years of experience has more knowledge 

on the characteristics of younger pupils and more authority over them”. Interviewee 11, FL 1 

teacher with 10 years of service, born 1981 believed that “years of experience bring more 
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confidence”. In addition to the importance of years of experience, Interviewee 12, FL 1 teacher 

with 17 years of service, born 1973 stressed that “years of experience are fairly decisive, but they 

are not the most important factor. If a teacher with many years of experience refrains from trying 

something new or does not follow new didactic recommendations and techniques, years of 

experience can only be a burden /.../. Younger teachers have an advantage in this field but lack 

broader knowledge.” To summarize, approximately a half of the interviewees agree with the 

statement that years of experience in carrying out FL 1 lessons for children in the EP 1 have an 

important role; nonetheless, they also stress the importance of teachers’ personality, the 

willingness to introduce changes in how to carry out lessons and the awareness of the particularity 

of younger pupils. 

In the research, all the interviewees stated that the CLIL approach would be more suitable for 

providing lessons with older pupils from the EP 2 or 3: “The CLIL approach is more suitable in 

the EP 2, if not even in the EP 3, for pupils have enough foreign language competencies” 

(Interviewee 4). However, Coyle et al., (2010, p. 4) stress this exact aspect of the CLIL approach: 

neither a language lesson nor a non-language lesson, but a combination of both. This approach 

merges what looks like fragments at first glance, such as independent school subjects, into one 

comprehensive learning experience (Coyle et al., 2010). 

Some interviewees in our research often mentioned the problems that arose when they tried 

to introduce the CLIL approach in the FL 1 lessons. The most frequent problems were of 

organizational nature (placement of a foreign language lesson in the school schedule, compliance 

with the EP 1 school curriculum, lack of time for coordination with class teachers, lack of 

understanding by the school management and other staff, remuneration for work). Some teachers 

did not quite grasp the aim of the CLIL approach, they misplaced their attention to language and 

misregarded their awareness regarding the integration of language and content, which is the aim 

of CLIL programmes. As Lazarević (2019, p. 8) reported in a study conducted on high school 

teachers in Serbia, "teachers did not consider organizing instruction differently for their CLIL 

classes". These problems could be the result of distress experienced by the said interviewees 

because the expectations towards the FL 1 class conducting in accordance with the principles of 

the CLIL approach in the first year of its introduction were very high. Only two of 12 interviewees 

had used the CLIL approach or approaches similar to the CLIL approach for a long time directly 

before its formal introduction in the FL 1 lessons. Some have even considered abandoning entirely 

the use of the CLIL approach. Cammarata (2009) emphasizes that the use of the CLIL approach 

partly re-establishes the teachers’ identity as such, for the CLIL approach makes teachers question 

their self-beliefs as professionals in a certain field. This can lead to a crisis and the abandonment 

of the CLIL approach, as was reported by the interviewees and as is noted by Cammarata (2009). 

The reasons for abandoning the CLIL approach can also be found in the perceived lack of 

participation between FL 1 teachers, their co-workers and other parties. Another reason for 

abandoning CLIL in the difficulty of integrating content and language, which ahs been the core 

of many of the problems FL teachers had to face and is also reported in many studies (Cammarata 

& Tedick, 2012; Koopman et al., 2014; Oattes et al., 2018). Moreover, according to Cammarata 

(2009, 2010), the abandonment of this approach can be a result of the lack of control in the CLIL 

lessons planning process, pressure from evaluation and the excessive emphasis that teachers are 

responsible for the pupils’ progress. This means that most of the participants in the qualitative 

part of the research had been made aware of the CLIL approach before the introduction of the FL 

1 in the second grade or even during this process. At the same time, this indicates that we talk 

about the profile of a classical FL 1 teacher whom the CLIL approach appeared unfamiliar or 

mostly unfamiliar. On the other hand, the CLIL approach and approaches similar to the CLIL 

approach stress the significance of extraordinary possibilities for professional development of 

teachers (European Commission, 2017), as this approach presents some sort of a challenge that 

makes them rethink and reshape their own practice methods as well as consider their own 

professional integrity, which is discussed in the works by Cammarata (2009), Viebrock (2009) 

and Moate (2011). The interviewees participating in our research reported on similar experience; 
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considering they had mostly had no experience in teaching according to the CLIL approach, they 

faced a great challenge in the first year of its introduction (2014/2015). They were aware that 

teachers applying the CLIL approach must have special knowledge in the field of language 

competence as well as teaching and methodological skills and thorough knowledge of the non-

language subject to be taught (Content and Language Integrated Learning (CLIL) at School in 

Europe, 2006). It has also been revealed that teachers in CLIL contexts seem to struggle to focus 

on language and content at the same time and find it challenging to know how to focus on language 

(Cammarata & Tedick, 2012; Costa, 2012: Goris et al., 2019).  

The interviewees expressed the fear that they are not qualified enough to apply the CLIL 

approach and that they do not use this approach due to the lack of its skilful application. This is 

not surprising as most of the interviewees had more than five years of experience, while the CLIL 

approach was not a widely used approach in Slovenia in that period, except for some minor 

projects (for example, at the Bojan Ilich Primary School (Jazbec & Lovrin, 2015, p. 70), at the 

Manko Golar Kindergarten in Gornja Radgona, at the Josip Vandot Kindergarten and Primary 

School in Kranjska Gora, and elsewhere). Moreover, the CLIL approach and approaches similar 

to the CLIL approach were regularly applied in FL 1 lessons by only two of 12 interviewees. The 

problem behind effective application and use of the CLIL approach probably lies in the fact that 

most teachers, who apply the CLIL approach to FL 1 lessons, are either language teachers (of 

English or German) or have completed a BA in class teaching and acquired a degree in the 

methodology of early language teaching. This can be challenging for teachers as they have to 

obtain adequate skills in either a foreign language or in the field to be taught with the help of a 

foreign/additional language; teachers must be able to regulate their knowledge of the subject and 

the language (Cammarata & Tedick, 2012). In order to make the transition into the full CLIL 

lesson smoother, FL teachers might consider to have a content teacher and a language teacher 

working together in the class (Méndez García & Pavón Vázquez, 2012; Pavón Vázquez & Ramos 

Ordóñez, 2018), although that is no common. Some of the teachers also reported having problems 

with form and could focus on language pedagogies that would direct their attention to this issue 

(Gierlinger, 2017; He & Lin, 2018; Lo, 2019). This indicates that teachers must acquire skills that 

encourage the formulation of supporting strategies for foreign language teaching (Boutin, 1993). 

Inspite of all the setbacks and difficulties most FL teachers still deem CLIL to be a suitable 

approach in language teaching in the early age (Anderson, McDougald & Cuesta Medina, 2015; 

Griva & Kasvikis, 2014; Pfenninger, 2016).  

There are also other considerations. Nikula (2016) claims that while research has provided a 

sound evidence base for the effects of CLIL on language learning, there are doubts regarding the 

CLIL approach’s fitness for all types of learners. The author also raises another question, namely 

the question of equity, is the CLIL approach suitable for students with learning difficulties and 

also, the fact that availability of CLIL programmes tends to concentrate in bigger towns and 

municipalities has raised concerns about CLIL compromising equity (Nikula & Järvinen, 2013). 

This has been a particularly felt issue among the interviewees, since many came from small 

communities with little support from neither their school authorities nor from their peers in school 

or from the National Board of Education. On the other hand, Suhandoko (2019) reported positive 

attitudes of the English teacher regarding the use of CLIL approach, which results sustainable. 

The examination of foreign language lessons in accordance with the CLIL approach will probably 

need more attention in the future and as Wei and Feng (2015, p. 60) would put it” that the benefits 

of CLIL programmes for young learners can only be maximized when people’s language 

practices, beliefs and the authorities’ management are consistent with each other”, which is 

exactly the reason why the majority of FL teachers included in our research stated that they would 

continue using the CLIL approach in their EFL class (Smajla, 2019). Moreover, considering the 

pragmatic nature of CLIL it will be crucial for FL teachers to continue developing their skills, the 

"so called soft skills", which are as much pivotal for them as for their students (Moraleja Novillo, 

2018, p. 18). It is also, as Pérez Cañado (2021, p. 31) put it "an uncontested fact that we are living 

in times of profound change in English language teaching", hence all the FL teachers should 
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rethink their teaching approaches and find a set of those who cater for the most of their students' 

needs, since it is them who will eventually prepare them "for authentic international/intercultural 

communication (Vettorel & Corrizzatto, 2016, p. 503). It has also been established that teacher 

educators should, and that goes for the National Board of Education as well, in order not to be 

considered illiterate of the twenty-first century", make themselves willing to learn, unlearn and 

relearn" (Siqueira, 2017, p. 400). 

4. Conclusion 

The research results have revealed the undisputed usefulness and suitability of the 

CLIL approach in FL teaching. It has been established that the FL teachers must also be aware 

that lesson planning strategies have to be revised. The same goes for educational authorities 

and teacher educators. The urge to develop a new teacher development paradigm has to be 

put into place and into practice, one that would include relevant premises, practices, 

conceptions, strategies and tools that are in their core very diverse form the ones teacher 

educators have been utilizing so far. FL teachers’ main goal should remain the focus on 

constant and lifelong participative learning and cooperation with their peers. They should 

keep up their motivation to bring innovation into the FL teaching and think outside the box. 

All too often quitting the safety zone is not an option for many a teacher, yet new 

circumstances in and outside of FL teaching, in the community and their organization may 

force many FL teachers to tackle the difficult task of unlearning the old ways and relearning 

some new approaches.  
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Supplementary Material 

List of questions for the semi-structured interview: 

1. What is your attitude towards the teaching and learning of a foreign language at an early age? 

2. What is your attitude towards the CLIL approach?  

3. What is your attitude towards the teaching and learning of a foreign language and towards the CLIL 

approach regarding the gender, years of service, and education level of the foreign language teacher? 

4. Have your attitudes changed and why? 

5. How suitable is the CLIL approach in foreign language teaching? 
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