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FOREWORD 
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true ς an achievement that would not have been possible without my parents, my friends, and my 

amazing girlfriend, Anneke. Thanks a million to them. 

Thƛǎ Ŝǎǎŀȅ ƛǎ ŀƭǎƻ ǘƘŜ ŦǊǳƛǘ ƻŦ ŀ ǎŎƘƻƻƭȅŜŀǊΩǎ ƭŀōƻǳǊ ς a project that was inspired by my lecturer 

of English. I have always been passionate about history and the English language, but without Ms Ada 

Peters pushing me in the right direction, I would never have discovered the best of both worlds, 

namely the exciting field of CLIL. Besides, it is difficult to imagine a better promoter. Hence I would 

like to take the opportunity to express my sincerest gratitude to Ms Peters for her support, kindness, 

and advice. 

Last but not least, I wish to thank Mr Heirbaut and Mr Droeshout, teachers of CLIL history at 

the Broederschool Humaniora in Sint-Niklaas, as well as Mr De Lange and Mr Motyka, principals at the 

same school. The practical research could not have been successful without their constructive 

cooperation. It was a privilege to operate in the uniquely cordial atmosphere of their school. 
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ABSTRACT 
 

Key words: CLIL history ς English as a foreign language ς digital tools ς ICT ς flipping the classroom. 

 

Research question: To what extent can digitally flipping the classroom be of added value to CLIL 

history learning environments? 

 

Summary: Starting off with an overview of the theory on CLIL, this dissertation emphasises a healthy 

and constructive criticism ƻŦ ǘƘŜ /[L[ ŀǇǇǊƻŀŎƘΣ ǿƘƛŎƘ Ƙŀǎ ōŜŜƴ ǳƴŘŜǊŜȄǇƻǎŜŘ ŘǳŜ ǘƻ /[L[Ωǎ ǇƻǇǳƭŀǊƛǘȅ 

and trendiness. Citing several academic studies (Bruton, 2011 and 2013; Dallinger, 2016), it appears 

ǘƘŀǘ ǘƘŜ ŎƭŀƛƳ ƻŦ /[L[Ωǎ άnull effect ƻƴ ŎƻƴǘŜƴǘ ŀŎǉǳƛǎƛǘƛƻƴέ ό{ǇǊŀǘǘΣ нлммύ ƛǎ ŦŀƭǎŜΦ wŜŦǳǎƛƴƎ ǘƻ ǘƘǊƻǿ ƛƴ 

the towel, the present research project puts forward the hypothesis that digitally flipping the CLIL 

classroom can ŎƻƳǇŜƴǎŀǘŜ ŦƻǊ ǘƘŜ άƴŜƎŀǘƛǾe CLIL-ŜŦŦŜŎǘέ ό5ŀƭƭƛƴƎer, 2016: 30). After creating digital 

CLIL materials, implementing them in a CLIL school in Sint-Niklaas (viz. the Broederschool Humaniora), 

ŀƴŘ ƻǊƎŀƴƛǎƛƴƎ ǎǳǊǾŜȅǎ ŀǎƪƛƴƎ ŦƻǊ ǘŜŀŎƘŜǊǎΩ ŀƴŘ ǇǳǇƛƭǎΩ ǇŜǊŎŜǇǘƛƻƴǎ, the results were moderately 

positive with teachers being all in favour and 54,5% of pupils indicating that the digital materials 

helped them during lesson. 

 

Important references: 

1. Coyle, D., Hood, P., & Marsh, D. (2010). CLIL: Content and Language Integrated Learning. 

Cambridge University Press. 

2. Bruton, A. (2011). Is CLIL so beneficial, or just selective? Re-evaluating some of the research. 

System. An International Journal of Educational Technology and Applied Linguistics, 39(4), 

523ς532. 

3. Dallinger, S., Jonkmann, K., Hollm, J., & Fiege, C. (2016). The effect of content and language 

ƛƴǘŜƎǊŀǘŜŘ ƭŜŀǊƴƛƴƎ ƻƴ ǎǘǳŘŜƴǘǎΩ 9ƴƎƭƛǎƘ ŀƴŘ ƘƛǎǘƻǊȅ ŎƻƳǇŜǘŜƴŎŜǎΥ YƛƭƭƛƴƎ ǘǿƻ ōƛǊŘǎ ǿƛǘƘ ƻƴŜ 

stone?. Learning and Instruction, 41, 23-31. 

4. Koehler, M., & Mishra, P. (2009). What is technological pedagogical content knowledge 

(TPACK)?. Contemporary issues in technology and teacher education, 9(1), 60-70. 

5. Van Alten, D.C., Phielix, C., Janssen, J., & Kester, L. (2019). Effects of flipping the classroom on 

learning outcomes and satisfaction: A meta-analysis. Educational Research Review, 28, 1-18. 
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1. INTRODUCTION 
 
Due to long-term processes such as globalization and the increasing importance of multilingualism, 

new forms of integrating foreign languages in education have become more and more popular over 

ǘƘŜ ȅŜŀǊǎΦ hƴŜ ƻŦ ǘƘŜǎŜ ŦƻǊƳǎ ƛǎ Ψ/ƻƴǘŜƴǘ ŀƴŘ [ŀƴƎǳŀƎŜ LƴǘŜƎǊŀǘŜŘ [ŜŀǊƴƛƴƎΩΣ ŀōōǊŜǾƛŀǘŜŘ ŀǎ Ψ/[L[ΩΦ 

CLIL entails teaching a non-linguistic subject in a foreign language (e.g. history in English), with at least 

some explicit attention for language goals. The European Commission (2003) recommended CLIL as 

ŀƴ άŜŦŦŜŎǘƛǾŜ ƻǇǇƻǊǘǳƴƛǘȅ ŦƻǊ ǇǳǇƛƭǎ ǘƻ ǳǎŜ ǘƘŜƛǊ ƴŜǿ ƭŀƴƎǳŀƎŜ ǎƪƛƭƭǎ.έ  Lƴ ƻƴƭȅ ŦƛǾŜ ȅŜŀǊǎ ǘƛƳŜΣ ƳƻǊŜ 

than 120 CLIL schools have emerged in Flanders alone (Crevits, 2019).  

Even though /[L[ ƎǊŜŀǘƭȅ ŎƻƴǘǊƛōǳǘŜǎ ǘƻ ǇǳǇƛƭǎΩ ƭŜŀǊƴƛƴƎ ŀŎƘƛŜǾŜƳŜƴǘǎΣ ǉǳƛǘŜ ŀ ŦŜǿ ŎƘŀƭƭŜƴƎŜǎ 

have arisen. One such challenge is that the language aspect of CLIL requires extra attention, which 

could be at the expense of content learning. Although according to a report by the Flemish 

Inspectorate of Education (2017) the majority of Flemish CLIL teachers manages to reach the required 

content-related learning goals, it remains an issue, as the same report states the necessity of careful 

reflection about which curricular goals are really essential (ibid.: 35). Needless to say, this is no easy 

thing to do for CLIL teachers who are already pressed for time, since they have to make all of their 

course materials themselves. 

In order to address this issue, the hypothesis will be put forward that creating and sharing 

preparatory digital materials (e.g. self-made YouTube videos) can give some breathing space to CLIL 

teachers and be of added value for CLIL learning environments. The seed for this hypothesis was sown 

in a lesson from the recent past. Distance learning during the COVID-19 pandemic made us painfully 

aware of the huge potential of educational technologies that had largely remained unlocked up to the 

first lockdown (Serpa, 2020). 

Examining the hypothesis will happen in two phases: a theoretical one and a practical one. In 

the theoretical part, academic literature on the essence and dynamics of CLIL, its advantages and 

challenges will be reviewed. The theory section will be concluded with a discussion of the nature and 

advantages of flipping the classroom and digital tools for education. 

The practical part, which really is the focal point of this dissertation, will be based on my 

experiences of preparing and teaching forty-four CLIL history lessons as a teacher trainee at the 

Broederschool Humaniora in Sint-Niklaas during both semesters of 2021-2022. In addition, 

conclusions will be drawn from the findings of my mentors, Mr Heirbaut and Mr Droeshout, for whose 

lessons I also created preparatory digital content. Of course, learners will likewise be consulted. 
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2. REVIEW OF ACADEMIC LITERATURE 
 

2.1 Preliminary note 
 
For those who are unfamiliar with the concept, CLIL might seem very original and innovative. Yet a 

nuance is appropriate. CLIL is already in its twenty-eighth year of existence, and it has been a very 

popular dissertation topic for teacher trainees during the past decade. At Odisee alone, fourteen 

dissertations were written about CLIL since 2015. When taking into account all CLIL dissertations at 

Flemish colleges of the KU Leuven Association, the total amounts to no less than thirty-nine since 

2010. Nihil novi sub sole, as the saying goes. An extensive in-depth study about CLIL in general 

therefore seems redundant. Those who are looking for more exhaustive works should therefore 

consult the dissertations of the Odisee alumni.1 This literature study will treat the essentials of CLIL ς 

which remain indispensable to unfamiliar readers ς only in a brief manner. 

For the sake of succinctnessΣ ŜƭŜƳŜƴǘǎ ǘƘŀǘ ŀǊŜƴΩǘ ǎǘǊƛŎǘƭȅ ǎǇŜŎƛŦƛŎ ǘƻ /[L[ ǿƛƭƭ be omitted. Along 

with Mehisto (2008: 25),2 one might have the audacity to identify some ΨŘŜŀŘ ǿŜƛƎƘǘΩ ƛƴ ǘƘŜ ŀŎŀŘŜƳƛŎ 

literature on CLIL, e.g. principles of gŜƴŜǊŀƭ ŘƛŘŀŎǘƛŎǎ ǎǳŎƘ ŀǎ ±ȅƎƻǘǎƪȅΩǎ ȊƻƴŜ ƻŦ ǇǊƻȄƛƳŀƭ ŘŜǾŜƭƻǇƳŜƴǘ 

(Coyle e.a., 2010: нфύΣ ƻǊ .ƭƻƻƳΩǎ ǘŀȄƻƴƻƳȅ όibid.: 31; Dale & Tanner, 2012: 31-33). Notwithstanding 

the fact that these concepts most certainly apply to CLIL (as they apply to any other subject), there is 

hardly a need to elaborate on them in a CLIL-specific essay that will mostly be read by people who 

have a professional background in education, and are thus already familiar with these general didactic 

principles. 

Two angles will avoid repeating antecedents: first, a critical analysis of CLIL and its challenges. 

Not only does this serve as an excellent build-up to defining the research problem, but the initial 

enthusiasm for CLIL has ensured the underexposure of any criticism (Bruton, 2011) ς which gives all 

the more reason to have a closer look at it. The second angle is the focus on digitally flipping the 

classroom, for it is precisely combining this with CLIL that gives a unique direction to the present 

research project. 

  

 

1 Cf. Adriaenssens (2017), Bohyn & Van Gasse (2015), Campbell (2018), Claeys (2016), De Block (2020), Duthoy (2016), Ogiers 
(2018), Osselaer (2019), Supply (2016), Thys (2018), Van Broeck (2021), Van de Cauter (2016), Vercruyssen (2016), and 
Willems (2017). 
2 άaŀƴȅ ƻŦ ǘƘŜ ŦŜŀǘǳǊŜǎ ŀǊŜ ƴƻǘ Ƨǳǎǘ ǎǇŜŎƛŦƛŎ ǘƻ /[L[Σ ōǳǘ ŀǊŜ ǇŀǊǘ ƻŦ ōŀǎƛŎ best ǇǊŀŎǘƛŎŜ ƛƴ ŜŘǳŎŀǘƛƻƴΦέ (Mehisto, 2008: 25) 
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2.2 CLIL: what, why, and how? 
 

2.2.1 What? ς Definition and essential characteristics 
 
!ǎ ǘƘŜ ŀŎǊƻƴȅƳ Ψ/[L[Ω ǿŀǎ ŦƛǊǎǘ ŎƻƛƴŜŘ ōȅ 5ŀǾƛŘ aŀǊǎƘ ƛƴ мффпΣ there seems to be no one better placed 

to define the term than Marsh himself and his close collaborators Coyle and Hood. In their 2010 book, 

which has become the work of reference in the field, they define CLIL as follows: 

ά/ƻƴǘŜƴǘ ŀƴŘ [ŀƴƎǳŀƎŜ ό/[L[ύ ƛǎ ŀ dual-focused educational approach in which an additional language 

is used for the learning and teaching of both content and language. That is, in the teaching and learning 

process, there is a focus not only on content, and not only on language. Each is interwoven, even if the 

emphasis is greater on one or the other at a given time. CLIL is not a new form of language education. 

Lǘ ƛǎ ƴƻǘ ŀ ƴŜǿ ŦƻǊƳ ƻŦ ǎǳōƧŜŎǘ ŜŘǳŎŀǘƛƻƴΦ Lǘ ƛǎ ŀƴ ƛƴƴƻǾŀǘƛǾŜ Ŧǳǎƛƻƴ ƻŦ ōƻǘƘΦέ (Coyle e.a., 2010: 1) 

5ŜǎǇƛǘŜ /[L[Ωǎ άŦƭŜȄƛōƛƭƛǘȅ ŀƴŘ ŀŘŀǇǘŀōƛƭƛǘȅ ǘƻ ŘƛŦŦŜǊŜƴǘ ŎƻƴǘŜȄǘǎΣέ ƛǘ Ƙŀǎ άŀ ǊƛƎƻǊƻǳǎ ǘƘŜƻǊŜǘƛŎal ōŀǎƛǎέ 

(ibid.). For instance, Dale and Tanner (2012) emphasize the contrast between CLIL on the one hand 

ŀƴŘ ƛƳƳŜǊǎƛƻƴ ŀƴŘ /.[¢ ƻƴ ǘƘŜ ƻǘƘŜǊ ƘŀƴŘΦ /.[¢ ƛǎ Ψ/ƻƴǘŜƴǘ-Based [ŀƴƎǳŀƎŜ ¢ŜŀŎƘƛƴƎΦΩ Lǘ ƛǎ άǘŜŀŎƘƛƴƎ 

ŎƻƴǘŜƴǘ ƛƴ ƭŀƴƎǳŀƎŜ ƭŜǎǎƻƴǎέ (Dale & Tanner, 2012: 4).  IŜƴŎŜ ƭŀƴƎǳŀƎŜ ƛǎ ƻŦ /.[¢Ωǎ ŜǎǎŜƴŎŜ ŀƴŘ 

priority, whereas content is merely the means towards its end. CLIL, on the contrary, is content-driven 

(Coyle e.a., 2010: 1), which means that, when push comes to shove, content is prioritized over 

language. But CLIL also differs from mere immersion in bilingual education, because language goals 

ŀǊŜ ǊŜƴŘŜǊŜŘ ŜȄǇƭƛŎƛǘΥ ά¢ƘŜ ǎǳōƧŜŎǘ ƛǎ ƴƻǘ ǘŀǳƎƘǘ in a foreign language but with and through a foreign 

languageέ ό9ǳǊȅŘƛŎŜΣ нллс; Dale and Tanner, 2012: 5). All of this can be summarized by this figure 

(Spratt, 2011): 

 

The idea of interwovenness of content and language is highlighted by Dale and Tanner (2012: 3). For 

a subject like history, such interwovenness is fairly easily accomplished, for language is necessarily the 

medium whereby the science of history is expressed. One is inconceivable without the other (Heine, 

2015: 24). 
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CLIL could be conceived of as άŀ ŦƻǊƳ ƻŦ ŎƻƴǾŜǊƎŜƴŎŜέ ōŜtween different subjects, comparable to 

environmental studies, which is a convergence between chemistry, economics, geography and physics 

(Coyle e.a., 2010: 4). Likewise, CLIL is a fusion of a content subject (e.g. history) and a language (e.g. 

English). 

²Ƙŀǘ ǎŜǘǎ /[L[ ŀǇŀǊǘ ŦǊƻƳ ƻǘƘŜǊ ƳŜǘƘƻŘǎ ƛǎ άǘƘŜ ǇƭŀƴƴŜŘ ǇŜŘŀƎƻƎƛŎ ƛƴǘŜƎǊŀǘƛƻƴ ƻŦ 

ŎƻƴǘŜȄǘǳŀƭƛȊŜŘ ŎƻƴǘŜƴǘΣ ŎƻƎƴƛǘƛƻƴΣ ŎƻƳƳǳƴƛŎŀǘƛƻƴ ŀƴŘ ŎǳƭǘǳǊŜέ ό/ƻȅƭŜ e.a., 2010: 6). This so-called 

Ψ4Cs frameworkΩ is described as άcommunication: improving overall target language competence; 

content: learning the knowledge and skills of the subject; culture: building intercultural knowledge 

and understanding; cƻƎƴƛǘƛƻƴΥ ŘŜǾŜƭƻǇƛƴƎ ǘƘƛƴƪƛƴƎ ǎƪƛƭƭǎέ ό{ǇǊŀǘǘΣ нлмм: 4). For a more comprehensive 

discussion of the 4Cs, see Willems (2017: 26) and Nawrot-Lis (2019: 41). 

 

2.2.2 Why? ς Benefits 
 
Four major advantages of CLIL can be discerned in academic literature: first, with regard to language 

ŎƻƳǇŜǘŜƴŎŜΤ ǎŜŎƻƴŘΣ ǿƛǘƘ ǊŜƎŀǊŘ ǘƻ ŎƻƎƴƛǘƛǾŜ ŘŜǾŜƭƻǇƳŜƴǘΤ ǘƘƛǊŘΣ ǿƛǘƘ ǊŜƎŀǊŘ ǘƻ /[L[ ƭŜŀǊƴŜǊǎΩ 

motivation; finally, there are benefits for CLIL teachers and schools. 

First, the main benefit of CLIL in the field of language is its authenticity. Regular English 

ƭŀƴƎǳŀƎŜ ŎƭŀǎǎŜǎ ƴŜŎŜǎǎŀǊƛƭȅ ǎǘǊǳƎƎƭŜ ǿƛǘƘ άŀ ŎŜǊǘŀƛƴ ŀƳƻǳƴǘ ƻŦ ŀǊǘƛŦƛŎƛŀƭƛǘȅέΣ ǿƘƛŎƘΣ ŀŎŎƻǊŘƛƴƎ ǘƻ 

grammarian Michael Swan (1985: унύΣ ƛǎ άƛƴǎŜǇŀǊŀōƭŜ ŦǊƻƳ ǘƘŜ ǇǊƻŎŜǎǎ ƻŦ isolating and focusing on 

ƭŀƴƎǳŀƎŜ ƛǘŜƳǎ ŦƻǊ ǎǘǳŘȅΦέ Swan continues to point out that 

άŀǳǘƘŜƴǘƛŎ ƳŀǘŜǊƛŀƭΣ ƻƴ ǘƘŜ ƻǘƘŜǊ ƘŀƴŘΣ ƎƛǾŜǎ ǎǘǳŘŜƴǘǎ ŀ ǘŀǎǘŜ ƻŦ ΨrealΩ language in use, and provides 

them with valid linguistic data for their unconscious acquisition processes to work on. If students are 

exposed only to scripted material, they will learn an impoverished version of the language, and will find 

it hard to come ǘƻ ǘŜǊƳǎ ǿƛǘƘ ƎŜƴǳƛƴŜ ŘƛǎŎƻǳǊǎŜ ǿƘŜƴ ǘƘŜȅ ŀǊŜ ŜȄǇƻǎŜŘ ǘƻ ƛǘΦέ (ibid.: 85) 

Coyle e.a. όнлмлύ ŀƭǎƻ ǊŜŎƻƎƴƛȊŜ ŀǳǘƘŜƴǘƛŎƛǘȅ ŀǎ άŀ ŎƘŀƭƭŜƴƎŜ ŦƻǊ ƭŀƴƎǳŀƎŜ ǘŜŀŎƘƛƴƎέΣ ōǳǘ ǘƘŜȅ ōŜƭƛŜǾŜ 

ǘƘŀǘ /[L[ Ŏŀƴ ƳŀƪŜ ǳǇ ŦƻǊ ǘƘƛǎΣ ōŜŎŀǳǎŜ ǇǳǇƛƭǎ ƎŜǘ άƳƻǊŜ ǘƛƳŜ ǘƻ Ǉǳǘ ƛƴǘƻ ǇǊŀŎtice the theory they 

ƭŜŀǊƴŜŘ ƛƴ ƭŀƴƎǳŀƎŜ ƭŜǎǎƻƴǎέ όEuropean Commission, 2003; Coyle e.a., 2010: 11). Indeed, learning 

outcomes have proven to be superior when intentional language learning is combined with incidental 

language acquisition in a more spontaneous and natural manner (ibid.). Coyle even goes as far as to 

ǎŀȅ ǘƘŀǘ /[L[ ŀŎŎƻƳǇƭƛǎƘŜŘ ǿƘŀǘ ǘƘŜ ŎƻƳƳǳƴƛŎŀǘƛǾŜ ŀǇǇǊƻŀŎƘ ƻŦ ǘƘŜ мфулǎ ŎƻǳƭŘƴΩǘ Řƻ άŘǳŜ ǘƻ ƭŀŎƪ 

ƻŦ ŀǳǘƘŜƴǘƛŎƛǘȅέ όibid.: 5-6).3 It should also be emphasized that although CLIL entails more than mere 

 

3 Note that this is a two-way street: not only does content enrich language by rendering the latter authentic, but language 
also enriches content by rendering content communicative (Dalton-Puffer, 2007: 3). 
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immersion (cf. supra), immersion is in fact included as an integral part in CLIL, whereas CLIL 

incorporates all benefits of immersion (Martens & Van de Craen, 2017: 19). 

Another language-related advantage of CLIL is that pupils not only master a foreign language 

as such, but they also master the content-specific jargon in the target language. Of course, this is an 

excellent preparation for college or university (ibid.: 10-11), where students will have to read and 

actively process a ton of scientific articles in English. To give just one example, nearly all manuals and 

syllabuses at Flemish medical faculties are in English. The same goes for many other academic 

faculties. In my view, history through CLIL seems to be specifically suited as a stepping stone to higher 

education, since history through CLIL pupils implicitly learn the terminology of more than one 

discipline. For by studying the past, learners also study the politics, economics, and culture of the past. 

Hence, vocabulary is introduced that might come in handy in the bachelor programmes of political 

science, law, philosophy, economic sciences, etc. In addition, CLIL combined with regular language 

classes can lay the groundwork for superb language skills which, in a world of ever increasing economic 

interconnection and integration (Coyle e.a., 2010: 8), are becoming more and more necessary ς 

especially due to the growth of English as a lingua franca (Rolley, 2020). As supranational integration 

is stimulated by English language proficiency, which is in turn stimulated by CLIL education, it is quite 

understandable why the institutions of the European Union are so eager to promote CLIL (Coyle e.a., 

2010: 8). 

Second, cognitive development is positively affected by CLILΥ ά¢ƘŜ ŀōƛƭƛǘȅ ǘƻ ǘƘƛƴƪ ƛƴ ŘƛŦferent 

ƭŀƴƎǳŀƎŜǎ όΦΦΦύ Ŏŀƴ ƘŀǾŜ ŀ ǇƻǎƛǘƛǾŜ ƛƳǇŀŎǘ ƻƴ ŎƻƴǘŜƴǘ ƭŜŀǊƴƛƴƎέ όaŀǊǎƘΣ нллфΤ /ƻȅƭŜ e.a., 2010: 10). 

This theory is confirmed by Dale and Tanner (2012: 11), and identified in practice (Claeys, 2016: 19). 

A third advantage ƻŦ /[L[ ŎƻƴŎŜǊƴǎ ǇǳǇƛƭǎΩ ƳƻǘƛǾŀǘƛƻƴΦ ¢ƻŘŀȅΩǎ ƭŜŀǊƴŜǊǎ ǇǊŜŦŜǊ ǘƻ άƭŜŀǊƴ ŀǎ ȅƻǳ 

ǳǎŜΣ ǳǎŜ ŀǎ ȅƻǳ ƭŜŀǊƴέ ǊŀǘƘŜǊ ǘƘŀƴ άƭŜŀǊƴ ƴƻǿ ŦƻǊ ǳǎŜ ƭŀǘŜǊέΣ ŀƴŘ /[L[ ǘƛŜǎ ƛƴ ōŜǘǘŜǊ ǿƛǘƘ ǘƘŜ ŦƻǊƳŜǊ 

mentality (Coyle e.a., 2010: 10). If pupils voluntarily embark on their CLIL adventure,4 they will 

naturally be more enthusiastic about it (ibid.: 11). The novelty and the challenge that comes with the 

double focus of content and language usually ensures that pupils experience a greater sense of 

achievement (Dale & Tanner, 2012: 11). And the fact that language is not the object of summative 

assessment results in less fear of making mistakes (Claeys, 2016: 18). Earlier research proves that 

ǇǳǇƛƭǎ ŜƴƧƻȅ /[L[ ŀ ƭƻǘΣ ǎŜŜ ŦƻǊ ŜȄŀƳǇƭŜ ǘƘŜ ǎǘŀǘƛǎǘƛŎǎ ōŀǎŜŘ ƻƴ ǉǳŜǎǘƛƻƴƴŀƛǊŜǎ ƛƴ 5ǳǘƘƻȅΩǎ dissertation 

(2016: 31). 

 

4 In Flanders, pupils always choose CLIL on a voluntary basis, as Flemish regulation obliges schools to offer a parallel trajectory 
in Dutch (Flemish Ministry of Education, 2014). Nonetheless, one could argue that pressure from parents, for example, can 
never be excluded altogether. 



 
FINAL DISSERTATION 
Tackling CLIL challenges: a digital perspective 

Nathan Van Herck 

 

10/75 

Fourth, teachers and schools also benefit from CLIL. Introducing CLIL in a school can create momentum 

for new ideas and reflection (Dale & Tanner, 2012: 14), e.g. ŀōƻǳǘ ƭŀƴƎǳŀƎŜ ǇƻƭƛŎƛŜǎΣ ƻƴŜΩǎ ƻǿƴ 

language skills, methodology, professional development, closer collaboration among colleagues, or 

implementation of curricula. Regarding the latter, the Flemish Inspectorate of Education (2017: 36) 

even went as far as to ŀǘǘǊƛōǳǘŜ ǘƻ /[L[ ǘŜŀŎƘŜǊǎ άŀ ƳƻǊŜ ƳƛƴŘŦǳƭ ŀǇǇǊƻŀŎƘ ǘƻ ŎǳǊǊƛŎǳƭŀΣέ because 

timing forces them to really consider which items are essential for learners. 

 

2.2.3 How? ς Dynamics of content and language 
 
When discussing the specifics of content in CLIL, Coyle (2010: 28) elaborates on how CLIL could 

perfectly lend itself to a cross-curricular, issues-led or interdisciplinary approach. No matter how true 

this may be, CLIL teachers in Flanders are tied up by regulation on CLIL (Flemish Ministry of Education, 

2014), which determines that CLIL courses are bound to the same curricular goals as their regular 

counterparts. Accordingly, content-wise, the same guidelines should be followed by everyone. In the 

case of history, see for example WilschutΩǎ ǘŜȄǘōƻƻƪ (2013). Nevertheless, collaboration between the 

CLIL teacher and the EFL5 teacher can be of immense value (Dale & Tanner, 2012: 23-24). 

With regard to content methodology, two features stand out. First, CLIL experts often 

emphasize ǘƘŜ ŘƛǎǘƛƴŎǘƛƻƴ ōŜǘǿŜŜƴ Ψ[h¢{Ω ŀƴŘ ΨIh¢{Ω (Coyle e.a., 2010: 31): lower order thinking skills 

(remembering, understanding, applying) vs. higher order thinking skills (analysing, evaluating, 

creating). Second, on account of the foreign language medium, CLIL pupils are in greater need of 

scaffolding, i.e. offering helpful instruction in ǎǳŎƘ ŀ ǿŀȅ ǘƘŀǘ ƭŜŀǊƴŜǊǎ ŀǊŜ άŜƴŀōƭŜŘ ǘƻ ǎƻƭǾŜ ŀ ǇǊƻōƭŜƳ 

ōŜȅƻƴŘ ǘƘŜƛǊ ǳƴŀǎǎƛǎǘŜŘ ŜŦŦƻǊǘǎέ όWood e.a., 1976: 90; Harmer, 2015: 81). Some examples of 

scaffolding are drawing on previous knowledge, offering supportive materials or task-solving 

strategies, etc. (Mahan, 2020: 76). 

With regard to language, one should keep in mind that language is not only the medium of 

learning in CLIL, but also the object of learning (Coyle e.a., 2010: 34). As mentioned before, language 

goals are therefore made explicit in CLIL. So a brief outline of some principles specific to EFL in relation 

to CLIL seems appropriate (Harmer, 2015: 408-425). 

 EFL consists of vocabulary, grammar and the four skills. The indispensability of vocabulary for 

CLIL can hardly be overestimated. Dealing with vocabulary happens nearly automatically in the 

average CLIL lesson ς it can be seen as a given. Difficult key words are frequently used in a framework 

of professional terminology. As a consequence, vocabulary activities proper to language teaching are 

widely used by CLIL teachers, since they simultaneously promote content understanding. Such 

 

5 EFL is an ŀōōǊŜǾƛŀǘƛƻƴ ŦƻǊ Ψ9ƴƎƭƛǎƘ ŀǎ ŀ ŦƻǊŜƛƎƴ ƭŀƴƎǳŀƎŜΩΦ 
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activities include pairing and matching items, gap filling, multiple choice, giving synonyms or 

antonyms, crossword puzzles, translating, rewriting, error correction, the odd one out, etc. 

 Many of these activities may also be used for grammar, along with, e.g., sentence building, 

ǊŜƻǊŘŜǊƛƴƎ ƻǊ ǘǊŀƴǎŦƻǊƳƛƴƎΦ DǊŀƳƳŀǊ ǊŜǾƛǎƛƻƴ Ƴǳǎǘ ƻŎŎŀǎƛƻƴŀƭƭȅ ǘŀƪŜ ǇƭŀŎŜ ƛƴ /[L[ ŎƻǳǊǎŜǎΣ ŦƻǊ άǘƻƻ 

little attention paid to form will hŀǾŜ ƴŜƎŀǘƛǾŜ ŎƻƴǎŜǉǳŜƴŎŜǎέ ό/ƻȅƭŜ ŜΦŀΦΣ нлмлΥ опύΣ ōǳǘ ƛǘ ƻŦǘŜƴ 

happens on an ad hoc basis (ibid.: 35), e.g., if many comparative forms occur in a historical source, 

that might be the right moment to review the comparative. Moreover, grammar is hardly ever 

considered as something isolated. Rather, grammar items are usually integrated with the skills, e.g., 

Ψ²ǊƛǘŜ ŀ олл-word eyewitness account of the storming of the Bastille, using the past simple at least 

ŦƛǾŜ ǘƛƳŜǎΦΩ 

 The skills offer many possibilities for integrating language with content. The productive skills 

(speaking and writing) often require the use of rubrics, which clearly indicate achievement criteria. 

Speaking activities could involve letting pupils do a presentation, debate, interview, vlog, dialogue or 

role-play, etc. Possible writing activities should include various types of texts, viz. informative, 

narrative and persuasive texts, such as an essay, a story, a letter, an instruction, a newspaper article, 

or a review. All of these texts could be embedded in a historical context. 

Just like working with vocabulary, practicing the receptive skills (listening and reading) takes 

place almost automatically in CLIL lessons, e.g. when watching an informative YouTube video or 

reading a historical source. tƻǇǳƭŀǊ ƭƛǎǘŜƴƛƴƎ ŜȄŜǊŎƛǎŜǎ ƛƴŎƭǳŘŜ ΨǘǊǳŜ ƻǊ ŦŀƭǎŜΩΣ ǊŜŀǊǊŀƴƎƛƴƎ ŜǾŜƴǘǎ 

chronologically, bingo, gap filling, etc. With regard to reading, there is a certain overlap with 

vocabulary activities, but comprehension can also be checked through summarizing, matching 

randomized titles with paragraphs, etc. 

Because the language needed in CLIL learning environments sometimes differs from the 

progression in the regular EFL lessons (Coyle e.a. 2010: 35), an alternative theoretical framework for 

the target language in CLIL was designed. This framework is visualized by the so-ŎŀƭƭŜŘ ΨƭŀƴƎǳŀƎŜ 

ǘǊƛǇǘȅŎƘΩ (ibid.: 36): 
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As the terminology in this framework is very abstract, a brief definition of each aspect will be given 

based on Coyle (2010: 37-38, 61-63), along with an example from a CLIL lesson I taught. ¢ƘŜ ΨƭŀƴƎǳŀƎŜ 

of ƭŜŀǊƴƛƴƎΩ Ŏƻƴǎƛǎǘǎ ƻŦ ƪŜȅ ǾƻŎŀōǳƭŀǊȅ ŀƴŘ ǇƘǊŀǎŜǎ related to the content, e.g. ǘƘŜ ǿƻǊŘ ΨŘǊƻǳƎƘǘΩ ƛƴ 

ŀ ƭŜǎǎƻƴ ƻƴ ŎƭƛƳŀǘŜ ƘƛǎǘƻǊȅΦ ¢ƘŜ ΨƭŀƴƎǳŀƎŜ through ƭŜŀǊƴƛƴƎΩ ƛƴŎƭǳŘŜǎ ƴŜǿ ƭŀƴƎǳŀƎŜ ƴŜŜŘŜŘ ǘƻ ŜȄǇǊŜǎǎ 

an idea that does not pertain to the essence of the course material, e.g. the verb Ψǘƻ ŎƻƴǘǊƛōǳǘŜΩ when 

ŜȄǇƭŀƛƴƛƴƎ ǘƘŀǘ άŀ ǇŜǊƛƻŘ ƻŦ ŜȄǘǊŜƳŜ ŘǊƻǳƎƘǘ ŎƻƴǘǊƛōǳǘŜŘ ǘƻ ǘƘŜ ŎƻƭƭŀǇǎŜ ƻŦ ǘƘŜ hƭŘ YƛƴƎŘƻƳ ƛƴ 9ƎȅǇǘΦέ 

It emerges spontaneously or ad hoc through the learning context. ¢ƘŜ ΨƭŀƴƎǳŀƎŜ for ƭŜŀǊƴƛƴƎΩ ƛǎ άthe 

language the students will need to carry out the planned activities effectivelyέ (ibid.: 62), e.g. in the 

same lesson on climate history, pupils need to master the comparative forms, because otherwise, they 

will be unable to compare various climate periods. 

 
 

2.3 Houston, we have a problem: some critical thoughts on CLIL 
 
When diving into the CLIL debate among scholars, one may discover an incomplete Hegelian thesis-

antithesis-synthesis pattern. The ΨthesisΩ consists of an almost exaggerated positivity about CLIL, 

without any scepticism or sense of healthy criticism (Pérez Cañado, 2016: 17). Apparently, then, CLIL 

only has advantages, and every study seems to prove this, without any exception (cf. the references 

in Pérez Cañado, ibid.)Φ ¢Ƙƛǎ ŀƭƻƴŜ άǎƘƻǳƭŘ ƘŀǾŜ ƎƛǾŜƴ ǊŜŀǎƻƴ ǘƻ ǎǳǎǇŜŎǘ ǘƘŀǘ ǎƻƳŜǘƘƛƴƎ ǿŀǎ ŀŦƻƻǘέ 

(Bruton, 2011: 529), which, curiously, was not the case. The Ψanti-thesisΩ consists of more recent 

publications with a much more pessimistic view on CLIL (Pérez Cañado, 2016: 17). The ΨsynthesisΩ is 

still lackingΣ ǎƛƴŎŜ ǘƘŜǊŜ ƘŀǎƴΩǘ ōŜŜƴ ŀƴȅ real exchange of ideas between thesis and anti-thesis, mostly 

because many people still cling to a utopian outlook on CLIL. As a consequence, existing evidence-

based critique is often ignored or treated all too hastily in publications and dissertations (cf. the 

references mentioned above). Because CLIL is still being perceived as novel and trendy, one might 

ƻōǎŜǊǾŜ ŀ άōŀƴŘǿŀƎƻƴ ŜŦŦŜŎǘέΥ ǘŜŀŎƘŜǊǎ ŀƴŘ ǊŜǎŜŀǊŎƘŜǊǎ άƘŀǎǘŜƴ to jump on the bandwagon, given 

ǘƘŜ ΨŜǾŀƴƎŜƭƛŎŀƭ ǇƛŎǘǳǊŜΩ ǘƘŀǘ iǎ ƻŦŦŜǊŜŘ ƻŦ ǘƘƛǎ ŀǇǇǊƻŀŎƘέ όibid.). Speaking from experience, it is easy 

to be overwhelmed by enthusiasm when embarking on CLIL. Yet such enthusiasm can be blinding to 

constructive, legitimate criticism. The bandwagon effect can also inspire fear in potential critics to be 

ŘƛǎƳƛǎǎŜŘ ŀǎ Ψŀƴǘƛ-/[L[ΩΦ Lƴ Ƴȅ ƻǇƛƴƛƻƴΣ ƘƻǿŜǾŜǊΣ an open attitude to critical remarks does not 

ƴŜŎŜǎǎŀǊƛƭȅ ƛƳǇƭȅ ŀƴ Ψŀƴǘƛ-/[L[Ω ǎǘance, but it rather implies a willingness to recognize and deal with 

certain problems, or more accurately, challenges. In other words, merely recognizing challenges in 

CLIL does not mean that we should abandon ship, but rather that we should rise to the occasion and 

look for remedies. 
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What, then, are these challenges? Five issues should be enumerated, regarding: first, the practical 

implementation of the essence of CLIL; second, the supposed language benefits; third, the supposed 

null-effect on content acquisition; fourth, assessment; fifth, a variety of less fundamental (but still 

important) issues. 

First, what about the practical implementation of the essence of CLIL? It appears that CLIL 

practice does not always conform to CLIL theory (Bruton, 2011: 524), and what predominates are 

ǾŀǊƛŀǘƛƻƴǎ ƻŦ /[L[Σ ǊŀǘƘŜǊ ǘƘŀƴ ΨǇǳǊŜΩ /[L[ ƛǘǎŜƭŦ όidem, 2013: 589). Gierlinger (2012: 12), for example, 

finds that CLIL ǘŜŀŎƘŜǊǎ ƻŦǘŜƴ άǘƘƛƴƪ ǘƘŀǘ ƭŀƴƎǳŀƎŜ ǿƛƭƭ ǘŀƪŜ ŎŀǊŜ ƻŦ ƛǘǎŜƭŦΣέ ŀƴŘ ǘƘŀǘ ǘƘŜȅ άƻǇŜǊŀǘŜ ƻƴ 

an underlying principle which assumes that giving enough subject input will somehow automatically 

ƭŜŀŘ ǘƻ ƭŀƴƎǳŀƎŜ ŎƻƳǇǊŜƘŜƴǎƛƻƴ ŀƴŘ ƛƳǇǊƻǾŜŘ ŎƻƳǇŜǘŜƴŎŜΣέ ǿƘƛƭŜ ŎƻƴǎƛŘŜǊƛƴƎ ƭŀƴƎǳŀƎŜ ŀŎtivities as 

άŀ ǿŀǎǘŜ ƻŦ ǘƛƳŜΦέ The Flemish Inspectorate of Education (2017: 36) comes to similar conclusions: 

ǘƘŜǊŜ ǎŜŜƳǎ ǘƻ ōŜ ŀ ƭŀǊƎŜ ƳŀǊƎƛƴ ŦƻǊ ƎǊƻǿǘƘ ǊŜƎŀǊŘƛƴƎ άǘƘŜ ƛƴǘŜƎǊŀǘƛƻƴ ƻŦ ƭŀƴƎǳŀƎŜ ƎƻŀƭǎΣέ ǿƘƛŎƘ ƛǎ 

άǎǘƛƭƭ ƭƛƳƛǘŜŘ ƛƴ Ƴƻǎǘ ǎŎƘƻƻƭǎΦέ Or, as Mehistƻ ŀǎǎŜǊǘǎ όнллуΥ ффύΥ άThe dual focus on content and 

language, which is the essence of the CLIL approach, is likely not being applied in a systematic manner 

ōȅ ǘŜŀŎƘŜǊǎΦέ 5ŜǎǇƛǘŜ /ƻȅƭŜΩǎ ǎǘŀǘŜƳŜƴǘ ǘƘŀǘ /[L[ Ƙŀǎ άŀ ǊƛƎƻǊƻǳǎ ǘƘŜƻǊŜǘƛŎŀƭ ōŀǎƛǎέ όcf. supra), tƘŜ ΨLΩ 

ƛƴ /[L[ όΨƛƴǘŜƎǊŀǘŜŘΩύ ŀŎŎƻǳƴǘǎ ŦƻǊ ǘƘŜ ŘƛŦŦƛŎǳƭǘ ōŀƭŀƴŎƛƴƎ ŀŎǘ ǘƘŀǘ /[L[ classroom practice boils down to 

(Darvin, 2020: 104). 

A second issue concerns the supposed language benefits. The expectation is that there would 

be considerable language benefits due to more input and interaction in the foreign language (Krashen, 

1985; Gass & Mackey, 2007), and numerous studies have seemingly produced proof of this assertion 

(cf. supra). However, at least some of these studies are compromised by poor methodology (Bruton, 

2011). A study by Villareal Olaizola e.a. (2009), for example, observes that CLIL students made fewer 

grammatical errors than non-CLIL students, but neglects to emphasize that the former had over 300 

hours of extra English tutoring. Therefore, one could hardly conclude to a correlation between CLIL 

and fewer errors (as Villareal Olaizola does), since in fact it is merely a correlation between tutoring 

and fewer errors (Bruton, 2011: 526-527). Another research project (Zarobe, 2007) indicates that, 

despite the fact that CLIL students had 210 hours of extra exposure to English, the gap in language 

competence between CLIL and non-CLIL was insignificant (Bruton, 2011: 525). The pro-CLIL outcomes 

of other studies may partly be explained by the so-ŎŀƭƭŜŘ ΨǎŜƭŜŎǘƛƻƴ ŜŦŦŜŎǘΩΥ ƛƴ many cases, participation 

in CLIL happens on a voluntary basis, and admission happens through self-selection and/or selection 

by the school. hƴ ŀŎŎƻǳƴǘ ƻŦ ǘƘŜ ǎŜƭŜŎǘƛƻƴ ǇǊƻŎŜǎǎΣ άǘƘŜ ŀǾŜǊŀƎŜ ŀōƛƭƛǘȅ ŀƴŘ ƳƻǘƛǾŀǘƛƻƴ [of CLIL pupils] 

ƛǎ ƘƛƎƘŜǊ ƛƴ 9ƴƎƭƛǎƘ ŀƴŘ ǘƘŜ ƻǘƘŜǊ ǎǳōƧŜŎǘǎέ όibid.Υ рнсύΣ ŀǎ ƛǎ ŎƭŜŀǊ ŦǊƻƳ [ŀǎŀƎŀōŀǎǘŜǊΩǎ ŎŀǎŜ ǎǘǳŘȅ 

(2010). Hence the non-/[L[ ŎƭŀǎǎŜǎ ŀǊŜ ŀŎǘǳŀƭƭȅ άǘƘŜ ƭŜǎǎ ǇǊƻŦƛŎƛŜƴǘ ǘƻ ǎǘŀǊǘ ǿƛǘƘΣ ŀƴŘ ǘƘŜȅ ǊŜƳŀƛƴ ǘƘŀǘ 

ǿŀȅέ ό.ǊǳǘƻƴΣ нлммΥ рнсύΦ ²ƛǘƘƻǳǘ ǘŀƪƛƴƎ ǎǳŎƘ ƛƳǇƻǊǘŀƴǘ ǾŀǊƛŀōƭŜǎ όŀƴŘ ƻǘƘŜǊǎύ ƛƴǘƻ ŎƻƴǎƛŘŜǊŀǘƛƻƴΣ ƛǘ 
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ƛǎ ƻŦ ŎƻǳǊǎŜ άǾŜǊȅ ŎƻƴǾŜƴƛŜƴǘ ǘƻ ǎŜƭŜŎǘ ŀƴŘ ǘƘŜƴ ŘŜƳƻƴǎǘǊŀǘŜ ǘƘŀǘ the selected perform better than 

the non-ǎŜƭŜŎǘŜŘέ όibid.: 530). If there is no ceteris paribus, then apples are being compared with 

ƻǊŀƴƎŜǎΦ LƴŘŜŜŘΣ άōȅ ŦŀƛƭƛƴƎ ǘƻ ŀǇǇǊƻǇǊƛŀǘŜƭȅ ŎƻƴǘǊƻƭ ŦƻǊ ǎŜƭŜŎǘƛƻƴ ŜŦŦŜŎǘǎΣ Ƴƻǎǘ ǇǊŜǾƛƻǳǎ ǊŜǎŜŀǊŎƘ Ƙŀǎ 

overestimated the ŜŦŦŜŎǘǎ ƻŦ /[L[ ƻƴ ǘƘŜ ŘŜǾŜƭƻǇƳŜƴǘ ƻŦ ǎǘǳŘŜƴǘǎΩ ŦƻǊŜƛƎƴ ƭŀƴƎǳŀƎŜ ǎƪƛƭƭǎέ ό5ŀƭƭƛƴƎŜǊΣ 

2016: 23). Refusing to throw in the towel, Dallinger proceeded with an outstandingly thorough study 

analysing the language skills of more than 1800 German CLIL and non-CLIL pupils, taking other 

ǾŀǊƛŀōƭŜǎ ƛƴǘƻ ŀŎŎƻǳƴǘΦ ¢ƘŜ ŎƻƴŎƭǳǎƛƻƴ ǿŀǎ ǘƘŀǘ ά/[L[ ŎƭŀǎǎǊƻƻƳǎ ǎƘƻǿŜŘ ƎǊŜŀǘŜǊ ƛƴŎǊŜŀǎŜǎ ƛƴ 9ƴƎƭƛǎƘ 

ƭƛǎǘŜƴƛƴƎ ǎƪƛƭƭǎ ōǳǘ ƴƻǘ ƛƴ ƎŜƴŜǊŀƭ 9ƴƎƭƛǎƘ ǎƪƛƭƭǎέ όibid.). The latter is not that surprising, as the complexity 

of the academic content might deter pupils from oral interaction in the target language (Bruton, 2011: 

524). 

¢ƘƛǊŘΣ ƛǎ ƛǘ ǊŜŀƭƭȅ ǘǊǳŜ ǘƘŀǘ ά/[L[ ŘƻŜǎ ƴƻǘ ƴŜƎŀǘƛǾŜƭȅ ŀŦŦŜŎǘ ƭŜŀǊƴƛƴƎ ƻŦ ŀ ŎƻƴǘŜƴǘ ǎǳōƧŜŎǘέ 

(Spratt, 2011: 6)? For a start, much more research needs to be done in order to speak with absolute 

ŎŜǊǘŀƛƴǘȅΣ ŀǎ άŎƻƴǘŜƴǘ ŀŎǉǳƛǎƛǘƛƻƴ ƛƴ /[L[ ǎŜǘǘƛƴƎǎ ƛǎ ŀƴ ŀƭƳƻǎǘ ǳƴŜȄǇƭƻǊŜŘ ŀǊŜŀ ƛƴ 9ǳǊƻǇŜέ όbŀǿǊƻǘ-Lis, 

2019: 33; Jappinen, 2012: 148; Dallinger, 2016: 23). In a 2005 CLIL debate organized by the British 

newspaper The Guardian, three experts ς Langé, Smith and Tsui ς were quite sceptical about whether 

content learning in a foreign language would be the same as in the mother tongue. Their concern is 

understandable: an additional language simply adds extra difficulty to the content, so logically, one 

would be disinclined to give CLIL the benefit of the doubt in this matter. As Gierlinger (2007) writes: 

ά¢ƘŜǊŜ ƛǎ ƴƻ ǊŜŀǎƻƴ ǿƘȅ ǘƘŜ ŘŜǾŜƭƻǇƳŜƴǘ ƻŦ ŎƻƴǘŜƴǘ ŀōƛƭƛǘȅ ǎƘƻǳƭŘ ƴƻǘ ǎǳŦŦŜǊ ƛŦ ƛǘ ƛǎ ŜȄŎƭǳǎƛǾŜƭy in the 

[нΦέ Lƴ ŀ нллу ǇǳōƭƛŎŀǘƛƻƴΣ aŜƘƛǎǘƻ ŀǘ ŦƛǊǎǘ ǎŜŜƳǎ ǘƻ ŀƎǊŜŜ ǿƛǘƘ DƛŜǊƭƛƴƎŜǊΣ ōǳǘ ǘƘŜƴ ƎƻŜǎ ƻƴ ǘƻ ŀǊƎǳŜ 

the contrary. Caution should be exercised, however, with optimistic conclusions, since they could 

suffer from the same selection effects (cf. supra) ς a concern that is shared ōȅ 5ŀƭƭƛƴƎŜǊ όнлмсΥ нфύΥ άLƴ 

Ƴŀƴȅ ŎŀǎŜǎΣ /[L[ ǎǘǳŘŜƴǘǎ ǇƻǎǎŜǎǎŜŘ ōŜǘǘŜǊ ǇǊƛƻǊ ŀŎƘƛŜǾŜƳŜƴǘ ŀƴŘ ƳƻǘƛǾŀǘƛƻƴ ƛƴ ƘƛǎǘƻǊȅΦέ ¢Ƙƛǎ ǎŜŜƳǎ 

only logical: pupils who are already underperforming in history will not make their struggle even 

harder by opting to follow their course in a foreign languageΣ ōŜŎŀǳǎŜ άƛf the content is conceptually 

difficult, the foreign language medium will make it even more difficult to assimilateέ όBruton 2011: 

524). 

As a sidenote, there is another selection effect at play here, namely one regarding CLIL 

teachers (Dallinger, 2016: 24), who are usually more motivated and have higher pedagogical interest, 

for they are prepared to make all of their course materials from scratch (Dalton-Puffer e.a., 2010: 282). 

CLI[ ǘŜŀŎƘŜǊǎΩ enthusiasm also has a positive impact on their instructional quality in history (Kunter, 

2013). This is, of course, a variable to be taken into account when looking at CLIL vs. non-CLIL. 
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Returning to the crux of the matter, there are no less than seven countries where case studies have 

ōŜŜƴ ŎƻƴŘǳŎǘŜŘ ǘƘŀǘ ŎƻƴǘǊŀŘƛŎǘ {ǇǊŀǘǘΩǎ ŎƭŀƛƳ (2011: 6) of a null effect on content acquisition: China, 

Canada, Turkey, Finland, Norway, Austria, and Germany. A review of most of these case studies can 

be found in Bruton (2013: 594), on which the following paragraph is based. The first example, from 

Hong Kong, is quite striking: 

άIƻƴƎ YƻƴƎ ƘƛƎƘ ǎŎƘƻƻƭ ǎǘǳŘŜƴǘǎ ǿŜǊŜ ǾŜǊȅ ŘƛǎŀŘǾŀƴǘŀƎŜŘ ōȅ ƛƴǎǘǊǳŎǘƛƻƴ ƛƴ 9ƴƎƭƛǎƘ ƛƴ ƎŜƻƎǊŀǇƘȅΣ 

history, science, and to a lesser extent, mathematics. The size of this disadvantage was reasonably 

ŎƻƴǎƛǎǘŜƴǘ ŀŎǊƻǎǎ ǘƘŜ ŦƛǊǎǘ ȅŜŀǊǎ ƻŦ ƘƛƎƘ ǎŎƘƻƻƭΦέ (Marsh e.a., 2000: 337) 

In Canada, pupils found that the content is more difficult in the target language and that they started 

underperforming as a result (Makropoulos, 2010). In Turkey, the government stopped a CLIL 

programme because of lower grades for the university entrance exams (Kirkgoz, 2007). In Finland, 

there were άless over-achievers in the CLIL group than in the control groupέ (Seikkula-Leino, 2007). In 

Norway, 42 percent of the students indicated struggling with the lectures being given in a foreign 

ƭŀƴƎǳŀƎŜ όIŜƭƭŜƪƧŀŜǊΣ нлмлύΦ !ƴŘ ƛƴ !ǳǎǘǊƛŀΣ άǘƘŜ ǎǘǳŘŜƴǘǎ ǿƛǘƘ sound content knowledge and less 

eloquence are disadvantaged as they are penalised for poor language performance and not judged on 

their content knowledge aloneέ όIǀƴƛƎΣ нлмлΥ офύΦ CƛƴŀƭƭȅΣ ƛƴ DŜǊƳŀƴȅΣ ǇǳǇƛƭǎ ƭŀŎƪ ǘƘŜ ƴŜŎŜǎǎŀǊȅ ǎƪƛƭƭǎ 

to discuss the subject in L2 on a satisfactory level (Heine, 2015: 22).6 To crown it all, DallingerΩǎ ŦƛƴŘƛƴƎǎ 

are truly decisive.7 It is worthwhile to quote her conclusion in full: 

άThe findings confirmed previous results of no differences between CLIL- and non-CLIL-studentsΩ 

achievement. Nevertheless, this non-existent CLIL-effect must be interpreted thoughtfully due to the 

highly increased teaching time by 50% more history lessons [in this context]: CLIL-classrooms need more 

input to achieve the same output regarding central content knowledge. This suggests that teaching pace 

might be slower in CLIL than in non-CLIL-classrooms, since the present CLIL-teachers did not have to 

work towards any other or additional curricular aims. Consequently, a negative CLIL-effect might be 

found if both student groups are given the same number of history lessons.έ (Dallinger, 2016: 30) 

It goes without saying that this conclusion is of paramount importance for our research problem. 

Fourth, what are the issues at hand in CLIL evaluation? There is in fact a dilemma: on the one 

hand, the priority of content results in minimal language assessment; on the other hand, introducing 

more language assessment would disadvantage pupils who are good at the content but underperform 

regarding language. However, no language assessment would be contrary to the nature of CLIL. For 

 

6 άόΦΦΦύ dass es CLIL-SchülerIƴƴŜƴ ƳŀǎǎƛǾ ŀƴ YƻƳǇŜǘŜƴȊŜƴ ƛƴ ŘŜǊ ¢ŜƛƭƘŀōŜ ŀƴ ŜƛƴŜƳ ŦŀŎƘŀŘŅǉǳŀǘŜƴ 5ƛǎƪǳǊǎ ŦŜƘƭǘΦέ 
(Heine, 2015: 22) 
7 Lǘ ǎƘƻǳƭŘ ōŜ ƴƻǘŜŘ ǘƘŀǘ 5ŀƭƭƛƴƎŜǊΩǎ ǎǘǳŘȅ ƛǎ ōƻǘƘ ŜȄŎŜǇǘƛƻƴŀƭƭȅ ǊŜǇǊŜǎŜƴǘŀtive (as 1806 pupils were involved) 
and extremely reliable (as all relevant variables were statistically taken into account). Hitherto, it is unsurpassed. 
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further reading, see an excerpt from the paper Assessing CLIL (2021), which can be found in 

attachment. 

Fifth, there is a variety of other issues. Not only is there a lack of materials (and therefore a 

work overload for teachersύΣ ōǳǘ ǘƘŜǊŜ ƛǎ ŀƭǎƻ ŀ άƭŀŎƪ ƻŦ ǉǳŀƭƛŦƛŜŘ ǘŜŀŎƘŜǊǎέ όaŀƪǊƻǇƻǳƭƻǎΣ нлмлΥ нΤ 

Dalton-Puffer, 2007). Furthermore, the suggestion that CLIL is egalitarian (Marsh, 2010) is 

ŎƻƴǘǊŀŘƛŎǘŜŘ ōȅ ǊŜŎŜƴǘ ǊŜǎŜŀǊŎƘ ŎƻƴŎƭǳŘƛƴƎ ǘƘŀǘ άǘƘŜ ǎƻŎƛƻ-economic status of the pupils appears as 

the main predictor of whether a pupil is in a CLIL or a non-CLIL track, whereas other variables play a 

ƳƛƴƻǊ ǊƻƭŜέ ό±ŀƴ aŜƴǎŜƭ e.a., 2020: 1). What is more, CLIL appears to serve the political agenda of 

9ǳǊƻǇŜŀƴ ƛƴǘŜƎǊŀǘƛƻƴΥ άƛǘ ƛǎ ƧǳǎǘƛŦƛŜŘ ōȅ 9¦-ƭƛƴƪŜŘ ŀŎŀŘŜƳƛŎǎέ ŀƴŘ άƻŦŦƛŎƛŀƭ ƛƴǎǘƛǘǳǘƛƻƴǎ ŀǘ ǾŀǊƛƻǳǎ ƭŜǾŜƭǎ 

within the European Union ǎŜŜƳ ǘƻ ōŜ ƛƳǇƭƛŎŀǘŜŘ ƛƴ ƳǳŎƘ ƻŦ ǘƘŜ /[L[ ƭƛǘŜǊŀǘǳǊŜέ ό.Ǌǳǘƻƴ, 2013: 588).8 

Lƴ ŀŘŘƛǘƛƻƴΣ ǘƘŜ п/ǎ ŦǊŀƳŜǿƻǊƪ Ƴŀȅ ōŜ ŎǊƛǘƛŎƛȊŜŘ άǎƛƴŎŜ ŎƻƴǘŜƴǘ ǘŜŀŎƘƛƴƎ ŘƻŜǎ ƴƻǘ ƴŜŎŜǎǎŀǊƛƭȅ ǎǳǇǇƻǎŜ 

day-to-Řŀȅ ŎƻƳƳǳƴƛŎŀǘƛƻƴ ƻƴ ŎǳǊǊŜƴǘ ŀŦŦŀƛǊǎ ƻǊ ǘƘŜ ƛƴŎƭǳǎƛƻƴ ƻŦ C[ ŎǳƭǘǳǊŀƭ ŦŜŀǘǳǊŜǎέ όibid.: 592), and 

the assertion that CLIL always has a motivating effect on everyone is simply not true (ibid.: 590). 

CƛƴŀƭƭȅΣ ǘƘŜ ŀŘǾŀƴǘŀƎŜǎ ǘƻ ŎƻƎƴƛǘƛǾŜ ŘŜǾŜƭƻǇƳŜƴǘ Ŏŀƴ ŀƭǎƻ ōŜ ŎŀƭƭŜŘ ƛƴǘƻ ǉǳŜǎǘƛƻƴΣ ŦƻǊ άƛǘ ƛǎ by no 

means clear what these ΨǘƘƛƴƪƛƴƎ ǎƪƛƭƭǎΩ consist of, whether/how they can be measured, and how 

exactly they are promoted by content-based instruction. Too much is being assumedέ όwƛƳƳŜǊΣ нллфΥ 

5). 

Why then, do we still pursue CLIL? The answer is simple. First, because indeed there are 

benefits (e.g. improved listening skills, cf. supra), and thŜ ŦŀŎǘ ǊŜƳŀƛƴǎ ǘƘŀǘ άƭŀƴƎǳŀƎŜ ŀŎǉǳƛǎƛǘƛƻƴ 

ǘƘŜƻǊƛŜǎ ǎǳƎƎŜǎǘ ǘƘŀǘ /[L[ ǇǊƻǾƛŘŜǎ ƛŘŜŀƭ ŎƻƴŘƛǘƛƻƴǎ ǘƻ ŜŦŦŜŎǘƛǾŜƭȅ ƭŜŀǊƴ ŀ ŦƻǊŜƛƎƴ ƭŀƴƎǳŀƎŜέ ό5ŀƭƭƛƴƎŜǊΣ 

2016: 30). Second, because much more research is necessary to confirm the present indications, in 

order to have absolutely ironclad proof. Third, and most importantly, because so far, not much has 

been done to counter these challenges. Rising to the occasion is the aim of this dissertation, and it 

ought to be the ambition of CLIL teachers everywhere. 

 
  

 

8 This is no problem in itself, but it might compromise the objectivity of the research. 
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2.4 Digital tools to the rescue 
 

The evidence-ōŀǎŜŘ ŎƻƴŎƭǳǎƛƻƴ ƻŦ άŀ ƴŜƎŀǘƛǾŜ /[L[-ŜŦŦŜŎǘέ on content acquisition (Dallinger, 2016: 30) 

thus compels us to look for potential remedies. One solution might be sought in the digital realm. 

Distance learning during the COVID-19 pandemic has taught us how much was unexplored in the field 

of ICT until then (Serpa, 2020). In this section, three aspects of digital didactics will be discussed: first, 

the digital classroom in general; second, flipping the classroom; third, if and how ICT can enrich CLIL. 

Now, what is digital didactics and why should it be used? Ψ5ƛƎƛǘŀƭ ŘƛŘŀŎǘƛŎǎΩ ƛǎ ŘŜŦƛƴŜŘ ŀǎ άǘƘŜ 

knowledge and skills with regard to the use of ICT in order ǘƻ ŦŀŎƛƭƛǘŀǘŜ ƭŜŀǊƴƛƴƎέ ό!ǿƻǳǘŜǊǎ ϧ {ŎƘǳŜǊΣ 

2005: 23). Besides improving differentiation, interaction, authenticity, structure, etc. ό5ΩƘŀŜǎŜ & 

Valcke, нллрΥ мфύΣ ƭŜŀǊƴƛƴƎ Ǿƛŀ L/¢ άcan help to develop ǘƘŜ ǎǘǳŘŜƴǘǎΩ autonomy and the key 

competence of learning to learn, by offering them not just a body of knowledge, but the tools to 

modify and expand that knowledge beyond their formal classroom educationέ ό!ƭōŜǊƻ-Posac, 2019: 

16). Of course, the list of digital tools that could be used for educational purposes is endless, but here 

are just a few: H5P, Bookwidgets, Google Forms, YouTube, Socrative, Padlet, Plickers, Polleverywhere, 

Educaplay, Kahoot, Mentimeter, MindMup, Quizlet, Xerte, etc. Although Koehler (2009: 62) assures 

ǳǎ ǘƘŀǘ άǘƘŜǊŜ ƛǎ ƴƻ ΨƻƴŜ ōŜǎǘ ǿŀȅΩ ǘƻ ƛƴǘŜƎǊŀǘŜ ǘŜŎƘƴƻƭƻƎȅ ƛƴǘƻ ǘƘŜ ŎǳǊǊƛŎǳƭǳƳέΣ he did propose the 

Ψ¢t!/YΩ ƳƻŘŜƭ ŀǎ ŀ ǘƘŜƻǊŜǘƛŎŀƭ ŦǊŀƳŜǿƻǊƪ ŦƻǊ ƛƴǘŜƎǊŀǘƛƴƎ L/¢ ƛƴ ŜŘǳŎŀǘƛƻƴΥ 

 
¢t!/Y ǎǘŀƴŘǎ ŦƻǊ Ψ¢ŜŎƘƴƻƭƻƎƛŎŀƭ tŜŘŀƎƻƎƛŎŀƭ /ƻƴǘŜƴǘ YƴƻǿƭŜŘƎŜΩΣ ŀƴŘ ƛǘ ǊŜŦŜǊǎ ǘƻ ǘƘŜ Ŧǳǎƛƻƴ ƻŦ ǘƘŜ 

three types of knowledge that are required for any teacher to implement ICT in the classroom: the 

knowledge of the subject content (e.g. history), the pedagogical knowledge (i.e. didactics), and the 

knowledge of the technology that is being used (e.g. how to effectively use H5P). 

One particularly innovative example of educational technology is flipping the classroom (FTC). 

Traditionally, pupils acquire new information during lesson and process this information at home by 

doing homework. In a flipped classroom, this order is reversed: pupils acquire new information at 
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home (e.g. by watching an informative video made by the teacher), which normally enables the 

teacher to go much faster through the acquisition phase during lesson and spend more time on 

coaching pupils while they do exercises at school (Van Acker, 2019: 5; Fulton, 2014: 3). The advantages 

of FTC lie in the fact that it enhances the didactic principles of motivation (pupils like the video format), 

revision (pupils can pause or repeat the video whenever they want if they find it too difficult), 

activation (FTC allows for more time to practise during lesson) and differentiation (Van Lokeren, 2020; 

Matthys, 2018). A meta-ŀƴŀƭȅǎƛǎ ƻŦ ммп ǎǘǳŘƛŜǎ ƻƴ C¢/ ŎƻƴŎƭǳŘŜŘ ǘƘŀǘ άstudents in flipped classrooms 

achieve significantly higher assessed learning outcomes than students in traditional classroomsέ ŀƴŘ 

ƘŜƴŎŜ C¢/ ƛǎ άǿƻǊǘƘ ƛƳǇƭŜƳŜƴǘƛƴƎέ ό±ŀƴ !ƭǘŜƴΣ 2019: 15). But how to proceed in practice? Concretely, 

the teacher should try to make attractive and qualitative video material about well-chosen topics. It 

is important to limit the duration of the videos by going straight to the essence of the subject content, 

and to check if pupils actually watched the video material (Van Lokeren, 2020). 

The million dollar question, then, is if ICT can enrich CLIL, but the absence of a sufficient 

ƴǳƳōŜǊ ƻŦ ǊŜǎŜŀǊŎƘ ǇǊƻƧŜŎǘǎ ǇǊŜǾŜƴǘǎ ŀ ǎǘǊŀƛƎƘǘŦƻǊǿŀǊŘ ŀƴǎǿŜǊΦ άThere is a lack of empirical evidence 

and examples of good practice in relation to how CLIL and ICT combined together can enhance the 

effectiveness of learninƎέ όWojtowicz, 2011: 2). Yet some promising outlooks are presented: CLIL 

practitioners perceive the incorporŀǘƛƻƴ ƻŦ L/¢ ƛƴ /[L[ ŎƭŀǎǎǊƻƻƳǎ ŀǎ άƘƛƎƘƭȅ ǇƻǎƛǘƛǾŜέ ό.ƻȊŘƻƎŀƴΣ нлмрΥ 

мсрύΦ άIŜƴŎŜΣ ǘƘŜǊŜ ƛǎ ŀ Ŏŀƭƭ ŦƻǊ ŦǳǊǘƘŜǊ ǎǘǳŘƛŜǎ ǇǊƻǾƛŘƛƴƎ ŎƭŜŀǊ ƎǳƛŘŜƭƛƴŜǎ ŀƴŘ ǿŜō-based materials 

ǿƛǘƘ ƭŀƴƎǳŀƎŜ ǇǊŀŎǘƛŎŜ ŀƴŘ ǎǳǇǇƻǊǘέ όibid.). It is suggested ǘƘŀǘ άǘŜŎƘƴƻƭƻƎƛŜǎ Ŏŀƴ ōe helpful in 

ǇǊƻǾƛŘƛƴƎ ǎǘǳŘŜƴǘǎ ǿƛǘƘ ŜȄǘǊŀ ƭƛƴƎǳƛǎǘƛŎ ǎǳǇǇƻǊǘΣ ŀǎ ǿŜƭƭ ŀǎ ƻǘƘŜǊ ǿŀȅǎ ƻŦ ǎŎŀŦŦƻƭŘƛƴƎέ όAlbero-Posac, 

2019: 15), even though an evaluation of the effectiveness of Albero-tƻǎŀŎΩǎ materials has not taken 

place yet (ibid.: 26). 

Finally, this review of academic literature is concluded with a personal addition, for the 

integration of CLIL and ICT seems to require an update of the TPACK model: 
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3. RESEARCH QUESTION AND PURPOSE 
 
¢Ƙƛǎ ǊŜǎŜŀǊŎƘ ǇǊƻƧŜŎǘ ŀƛƳǎ ŀǘ ŎǊŜŀǘƛƴƎ ŀƴ άaddition of supplementary digital resourcesέ ŦƻǊ /[L[ ƘƛǎǘƻǊȅ 

ƭŜǎǎƻƴǎ άwith the purpose of enhancing existing materials ǘƻ ƛƳǇǊƻǾŜ ŀƴŘ ƛƴŎǊŜŀǎŜ ǘƘŜ ǎǘǳŘŜƴǘǎΩ 

learning opportunitiesέ όAlbero-Posac 2019: 15). 

The central question, then, is to what extent digitally flipping the classroom can be of added 

value to CLIL history learning environments. This main question can be broken down into five sub-

questions, viz., whether digitally flipping the classroom can... 

1. enable CLIL students to grasp the essence of the historical content more quickly? 

2. free up lesson time, thus enabling the CLIL pupils to have a deeper understanding of the 

historical content, or enabling the CLIL teacher to go into more detail regarding the historical 

content? 

3. reduce language barriers for CLIL pupils? 

4. free up lesson time, thus enabling the CLIL teacher to invest more time in language goals? 

5. make CLIL pupils feel more motivated? 

Considering the benefits of digital tools (Albero-Posac, 2019) and flipping the classroom (Van Alten, 

2019), the hypothesis is that the answer to these questions will be affirmative. 
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4. RESEARCH METHOD 
 
The self-made digital CLIL materials consist of informative YouTube videos (Dutch: kennisclips) that 

pupils had to watch as a preparation for their next lesson (i.e. flipping the classroom), and Google 

Forms with control questions in order to check that pupils actually watched the video. In order to 

provide sufficient language scaffolding, glossaries or Quizlets were frequently made available to 

pupils, and English subtitles were made for the YouTube videos. For the sake of simplicity, all materials 

were collected on one website, namely <http://sites.google.com/view/clilhistory/>. 

The research was carried out in three phases. The first phase took place in October-November 

2021 during a placement at the Broederschool Humaniora in Sint-Niklaas, where I taught twenty-two 

CLIL history lessons in the second, third, and fourth year of secondary school. Digital materials were 

created for lessons on climate history, medieval man in relation to nature, and ancient Greek art. 

Conclusions will be drawn from personal experience and observation during this period. 

The second phase was carried out between December 2021 and February 2022. I offered my 

CLIL mentors from the Broederschool, Mr Heirbaut and Mr Droeshout, to create preparatory digital 

materials for their lessons. In return, they agreed to give feedback via Google Forms,9 and to obtain 

feedback from pupils in the same manner.10 Materials were made for lessons on society in ancient 

Athens, the Mycenaean civilization, medieval demography, the Carolingians, humanism, the 

Renaissance, Henry VIII, and medieval migration. The feedback of my mentors was interesting from a 

methodological point of view: due to their experience, they were able to compare CLIL with 

preparatory digital materials vs. CLIL without preparatory digital materials (by comparing with 

previous years ς providing a control group through time, as it were). Accordingly, the methods used 

focus on measuring perception. Unfortunately, investigating other, more exact criteria was nearly 

impossible due to the limited scope of this research project. However, some suggestions for future 

research can be found in the conclusion of this dissertation. 

The third phase took place in March 2022 during another placement at the Broederschool in 

Sint-Niklaas. The same procedure was followed as in October-November 2021, and materials were 

ƳŀŘŜ ŦƻǊ ǘƘŜ ŦƻƭƭƻǿƛƴƎ ǘƻǇƛŎǎΥ !ƭŜȄŀƴŘŜǊ ǘƘŜ DǊŜŀǘΣ 9ƎȅǇǘΩǎ ǎƻŎƛŀƭ ǇȅǊŀƳƛŘΣ ǘƘŜ 9ƎȅǇǘƛŀƴ ŀŦǘŜǊƭƛŦŜΣ ŀƴŘ 

early modern cities and urbanisation. 

  

 

9 Meerwaarde van voorbereidend digitaal CLIL-materiaal. (2022, January 13). Google Forms. Retrieved January 
30, 2022, from https://forms.gle/iYJY1QD18bi8jyrE9.  
10 tǳǇƛƭǎΩ ŦŜŜŘōŀŎƪ ƻƴ ŘƛƎƛǘŀƭ /[L[ materials. (2022, January 13). Google Forms. Retrieved January 30, 2022, from 
https://forms.gle/1TDq3NgazRyA7g5b9.  

http://sites.google.com/view/clilhistory/
https://forms.gle/iYJY1QD18bi8jyrE9
https://forms.gle/1TDq3NgazRyA7g5b9
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5. RESULTS 
 
The feedback on the digital CLIL materials may be divided in three parts: first, the CLIL-ƳŜƴǘƻǊǎΩ 

ŦŜŜŘōŀŎƪΤ ǎŜŎƻƴŘΣ ǘƘŜ ǇǳǇƛƭǎΩ ŦŜŜŘōŀŎƪΤ ǘƘƛǊŘΣ Ƴȅ ƻǿƴ ŜȄǇŜǊƛŜƴŎŜ. 

First, the results of the Google Forms for the mentors9 are listed below. When ŀǎƪŜŘΣ ά¢ƻ ǿƘŀǘ 

extent do you agree with this statement: Ψthe preparatory digital materials were of added value for 

ǘƘƛǎ ƭŜǎǎƻƴ ƻǊ ǘƘƛǎ ǎŜǊƛŜǎ ƻŦ ƭŜǎǎƻƴǎΩ?έΣ рл҈ ƻŦ ǘƘŜ ǘŜŀŎƘŜǊǎΩ ǊŜǎǇƻƴǎŜǎ ǿŀǎ ΨǎǘǊƻƴƎƭȅ ŀƎǊŜŜΩΦ ¢ƘŜ ƻǘƘŜǊ 

half just ƛƴŘƛŎŀǘŜŘ ΨŀƎǊŜŜΩ:  

 

The next question for the teachers was άLƴ ǿƘŀǘ ŀǊŜŀ ǿŜǊŜ ǘƘŜ ǇǊŜǇŀǊŀǘƻǊȅ ŘƛƎƛǘŀƭ ƳŀǘŜǊƛŀƭǎ ƻŦ ŀŘŘŜŘ 

ǾŀƭǳŜΚέ: 
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ооΣо҈ ǊŜǇƭƛŜŘ ά/ƻƴǘŜƴǘ-ǿƛǎŜΥ ǇǳǇƛƭǎ ǳƴŘŜǊǎǘƻƻŘ ǘƘŜ ŜǎǎŜƴŎŜ ƻŦ ǘƘŜ ƘƛǎǘƻǊƛŎŀƭ ŎƻƴǘŜƴǘ ƳƻǊŜ ǉǳƛŎƪƭȅΦέ 

!ƴƻǘƘŜǊ ооΣо҈ ǊŜǇƭƛŜŘΣ ά¢ƘŜ ƭŜǎǎƻƴ ǇǊƻŎŜŜŘŜŘ more smoothly than previous years (ceteris paribusύΦέ 

мсΣт҈ ŦƻǳƴŘ ǘƘŀǘ άƭŀƴƎǳŀƎŜ ǿŀǎ ƭŜǎǎ ƻŦ ŀƴ ƻōǎǘŀŎƭŜ όƻǊ ǘƘŜǊŜ ǿŀǎ ƳƻǊŜ ǘƛƳŜ ǘƻ ŘŜŀƭ ǿƛǘƘ ƻōǎǘŀŎƭŜǎύέΦ 

No one found that the digital materials enabled them to zoom in on certain aspects of the content, or 

that it enabled them to focus more on language goals. However, some teachers added comments of 

their own, such as άǘƘŜ ǇǳǇƛƭǎ ǿŜǊŜ ŀōƭŜ ǘƻ ǎǘǳŘȅ ŦƻǊ ǘƘŜƛǊ ǘŜǎǘǎ ƛƴ ŀ ŘƛŦŦŜǊŜƴǘ ǿŀȅέ όǿƘƛŎƘ ƘŀŘ άŀ 

ǇƻǎƛǘƛǾŜ ŜŦŦŜŎǘ ƻƴ ǘŜǎǘ ǊŜǎǳƭǘǎέύΣ άǘƘŜ ǇǳǇƛƭǎ ƳŜƳƻǊƛǎŜŘ ǘƘŜ ŎƻƴǘŜƴǘǎ ƳƻǊŜ ǉǳƛŎƪƭȅέΣ and άǇǳǇƛƭǎ did 

the exercises more smoothly and without much explanation ς at such a moment, the teacher has the 

opportunity ǘƻ ΨŎƻŀŎƘΩ ǇǳǇƛƭǎ ƛƴŘƛǾƛŘǳŀƭƭȅΦέ 

aǊ 5ǊƻŜǎƘƻǳǘ ŀŘŘŜŘ ǘƘŜ ŎƻƳƳŜƴǘ ǘƘŀǘ άǘƘŜ ōŜǎǘ ƳƻƳŜƴǘ ǘƻ ǿŀǘŎƘ ǘƘŜǎŜ ǎƘƻǊǘ ŎƭƛǇǎ ƛǎ ǊƛƎƘǘ 

at the start of the lesson, because if the pupils only ǿŀǘŎƘ ƛǘ ŀǘ ƘƻƳŜΣ ǘƘŜȅΩƭƭ ŦƻǊƎŜǘ ŀōƻǳǘ ƛǘ ŀŦǘŜǊ ŀ 

while, as there is no way to let them memorise the contents. Hence the videos are most efficient when 

ǳǎŜŘ ŀǘ ǘƘŜ ōŜƎƛƴƴƛƴƎ ƻŦ ǘƘŜ ƭŜǎǎƻƴΦέ 

Second, let us discuss the results of the Google Forms10 intended for the pupils of the 

Broederschool Humaniora in Sint-Niklaas. 308 responses were collected in total. Most responses were 

about the digital materials on the Renaissance (4th year), on the Mycenaean civilization (2nd year), on 

Athenian society (2nd year), and medieval demography (3rd year): 
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The most important question for pupils was similar to the question for teacherǎΥ άIƻǿ ƳǳŎƘ Řƻ ȅƻǳ 

agree with this statement: ΨtƘŜ ŘƛƎƛǘŀƭ ƳŀǘŜǊƛŀƭǎ L Ǝƻǘ ōŜŦƻǊŜ ƭŜǎǎƻƴ όŜΦƎΦ ΨƪŜƴƴƛǎŎƭƛǇΩ ƻƴ ¸ƻǳ¢ǳōŜύ 

ƘŜƭǇŜŘ ƳŜ ŘǳǊƛƴƎ ǘƘƛǎ ƭŜǎǎƻƴΩ?έ. More than half of the pupils (54,5%) answered affirmatively with 

ΨŀƎǊŜŜΩ όпсΣп҈ύ ƻǊ ΨǎǘǊƻƴƎƭȅ ŀƎǊŜŜΩ όуΣм҈ύΦ офΣс҈ ǎŀƛŘ ǘƘŀǘ ǘƘŜ ŜŦŦŜŎǘ ǿŀǎ ƴŜǳǘǊŀƭΣ ŀƴŘ ƻƴƭȅ ŀ ǾŜǊȅ ǎƳŀƭƭ 

ƳƛƴƻǊƛǘȅ ǎŀƛŘ ΨŘƛǎŀƎǊŜŜΩ όрΣн҈ύ ƻǊ ΨǎǘǊƻƴƎƭȅ ŘƛǎŀƎǊŜŜΩ όлΣс҈ύ: 

 

When asking the pupils more specifically how these digital materials helped them,11 47% indicated 

ǘƘŀǘ ǘƘŜȅ άǳƴŘŜǊǎǘƻƻŘ ǘƘŜ ŎƻƴǘŜƴǘǎ ƻŦ ǘƘŜ ƭŜǎǎƻƴ more quicklyέΤ поΣп҈ ǎŀƛŘ ǘƘŀǘ ǘƘŜȅ άƘŀŘ ŀ better or 

deeper ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǘƘŜ ŎƻƴǘŜƴǘǎ ƻŦ ǘƘŜ ƭŜǎǎƻƴέΤ нр҈ ƛƴŘƛŎŀǘŜŘ ƘŀǾƛƴƎ ƭŜǎǎ ǘǊƻǳōƭŜ ǿƛǘƘ ŘƛŦŦƛŎǳƭǘ 

words in English. Finally, 15,1% indiŎŀǘŜŘ ǘƘŀǘ ǘƘŜȅ άŦŜƭǘ ƳƻǊŜ ƳƻǘƛǾŀǘŜŘέ: 

 

{ƻƳŜ ŎƻƳƳŜƴǘǎ ŦǊƻƳ ǇǳǇƛƭǎ ƛƴŎƭǳŘŜ ǘƘŀǘ άǘƘŜ ŎƭƛǇ ƳŀŘŜ ƛǘ ŜŀǎƛŜǊ ǘƻ Ŧƻƭƭƻǿ ǘƘŜ ƭŜǎǎƻƴέΤ άƛǘ ƛǎ ŀ ƴƛŎŜ 

ǿŀȅ ǘƻ ǊŜǾƛŜǿ ǘƘŜ ŎƻƴǘŜƴǘǎέΤ άƛǘ ƛǎ ǳǎŜŦǳƭ ǘƻ ƪƴƻǿ ōŜŦƻǊŜƘŀƴŘ ǿƘŀǘ ǘƘŜ ƭŜǎǎƻƴ ǿƛƭƭ ōŜ ŀōƻǳǘέΤ άǘƘŜ 

video helped me ǘƻ ǎǘǳŘȅ ŦƻǊ ǘƘŜ ǘŜǎǘ ƻƴ ǘƘƛǎ ŎƘŀǇǘŜǊέΤ άƛǘΩǎ ƎƻƻŘ ǘƻ ƘŀǾŜ ŀƴ ƛƴǘǊƻŘǳŎǘƛƻƴ ǘƻ ǘƘŜ 

ŎƘŀǇǘŜǊέΤ άƛǘΩǎ Ŧǳƴ ǘƻ ǿŀǘŎƘ ŀ ǾƛŘŜƻΣ ƛǘ ŘǊŀǿǎ ǘƘŜ ŀǘǘŜƴǘƛƻƴ ŀƴŘ ƛǘ ƳŀƪŜǎ ȅƻǳ ŦƻŎǳǎέΤ etc. 

  

 

11 Note that pupils could indicate more than one option for this question. 
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Third, what are my own experiences regarding the impact of digitally flipping the CLIL classroom? Two 

difficulties may be observed. First, the teacher has to invest an enormous amount of time in preparing 

the digital materials (making a video transcript, making a PowerPoint and looking for the right visuals 

and lay-out, making the recording, providing subtitles, providing a word list, making a Google Forms, 

etc.). And second, the pupils need to actually watch the video before lesson ς which is not something 

that can be taken for granted in every class. 

In my experience, however, the advantages surely outweigh the difficulties. For example, 

some pupils might feel a bit more motivated because they already know some things at the start of 

the lesson ς there is no demotivating feeling of ignorance. The availability of a tailor-made YouTube 

video also enhances the learning process: the content is then processed in three steps (instead of in 

two): before lesson (using the video), during lesson, and after lesson (studying). Most importantly, the 

videos allow for a quicker acquisition of content, which Ƴŀȅ ŎƻƳǇŜƴǎŀǘŜ ŦƻǊ ǘƘŜ άƴŜƎŀǘƛǾŜ /[L[-effeŎǘέ 

(Dallinger 2016: 30). 

 

 

6. CONCLUSION 
 
This dissertation started by giving an overview of the theory on CLIL, with a special emphasis on a 

healthy criticism. Due to its popularity and trendiness, critical thoughts on CLIL have been seriously 

underexposed since the very invention of the CLIL-concept. Because it is the duty of any researcher to 

look into the lacunas of past research, an attempt was made to offer a glance at the real challenges at 

hand in CLIL. Noteworthy in this regard are the works of Bruton (2011 and 2013) and Dallinger (2016), 

who debunked the claim that CLIL has a null effect on content acquisition. Dallinger, in particular, 

proved in an evidence-based and statistically sound way (taking into account all relevant variables) 

tƘŀǘ άŀ ƴŜƎŀǘƛǾŜ /[L[-ŜŦŦŜŎǘέ ǿŀǎ ŦƻǳƴŘ όнлмсΥ олύ ƛƴ ŀ ǊŜǎŜŀǊŎƘ ǇǊƻƧŜŎǘ ƛƴǾƻƭǾƛƴƎ мулл DŜǊƳŀƴ /[L[ 

and non-CLIL pupils. 

Such a negative CLIL-effect on content acquisition is no reason, however, to stop practising 

CLIL, for not much has been done to counter this challenge. Hence, in the present research project, 

this was seen as an opportunity to rise to the occasion. So, what if the benefits of implementing digital 

ǘƻƻƭǎ ŀƴŘ ΨŦƭƛǇǇƛƴƎ ǘƘŜ ŎƭŀǎǎǊƻƻƳΩ ǿŜǊŜ ŀǇǇƭƛŜŘ ǘƻ /[L[Κ /ƻǳƭŘ ǘƘƛǎ ōŜ ŀ ǇƻǎǎƛōƭŜ remedy? And if so, to 

what extent? 

In order to gather answers to these questions, some experiments with YouTube videos and 

Quizlets were conducted during (and in between) two placements in a CLIL school in Sint-Niklaas. The 

teachers with whom I cooperated were very positive about the effects of the digital materials, 

especially as a way to have more time to practise during lesson and as a way for pupils to review the 
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content as a preparation for a test. ¢ƘŜ ǇǳǇƛƭǎΩ ŦŜŜŘōŀŎƪ (308 responses) was moderately positive: 

рпΣр҈ ŀƎǊŜŜŘ ƻǊ ǎǘǊƻƴƎƭȅ ŀƎǊŜŜŘ ǿƛǘƘ ǘƘŜ ǎǘŀǘŜƳŜƴǘ ǘƘŀǘ άǘƘŜ ŘƛƎƛǘŀƭ ƳŀǘŜǊƛŀƭǎ ƘŜƭǇŜŘ ǘƘŜƳ ŘǳǊƛƴƎ 

ƭŜǎǎƻƴΦέ IƻǿŜǾŜǊΣ ǘƘŜ ǊŜƳŀƛƴƛƴƎ прΣр҈ ŎƻƴǎƛǎǘŜŘ ŦƻǊ ǘƘŜ Ƴƻǎǘ ǇŀǊǘ ƻŦ ǇǳǇƛƭǎ ƛƴŘƛŎŀǘƛƴƎ ŀ ƴŜǳǘǊŀƭ ŜŦŦŜŎǘ 

(39,6%) rather than a negative effect. As an explanation for these statistics, one might argue that many 

pupils perceive the assignment to watch a video at home as extra work rather than as a helpful way 

to better understand the content ς ƘŜƴŎŜ ǘƘŜ ǇǳǇƛƭǎΩ ƳƻŘŜǊŀǘŜ ŜƴǘƘǳǎƛŀǎƳΦ 

 Taking this consideration and all results into account, the research question may be answered 

by stating that digitally flipping the classroom can have a moderately positive effect on CLIL learning 

environments. Positive, because indeed the digital approach proved to have great advantages; yet 

also moderate, for one should remain realistic and avoid thinking that the impact is enormous or that 

it is a miracle cure that removes all difficulties ς as can easily be seen from the answers to the sub-

questions (cf. p. 19 of this dissertation). These sub-questions may be addressed by the following table: 

Can digitally flipping the classroom... ¢ŜŀŎƘŜǊǎΩ ŦŜŜŘōŀŎƪ tǳǇƛƭǎΩ ŦŜŜŘōŀŎƪ 

1. 
... enable CLIL students to grasp the essence of 
the historical content more quickly? 

33% indicated this as 
a noteworthy effect. 

47% indicated this as 
a noteworthy effect. 

2. 
... enable a deeper understanding of the 
historical content? 

Not really indicated as 
a noteworthy effect. 

43,4% indicated this 
as a noteworthy 

effect. 

3. ... reduce language barriers for CLIL pupils? 
16,7% indicated this 

as a noteworthy 
effect. 

25% indicated that 
there were less 
difficult words. 

4. ... enable to invest more time in language goals? 
Not really indicated as 
a noteworthy effect. 

Not really indicated as 
a noteworthy effect. 

5. ... make CLIL pupils feel more motivated? 
Not really indicated as 
a noteworthy effect. 

15,1% indicated 
feeling more 
motivated. 

Note that other advantages were observed besides the ones included in the sub-questions, e.g. 

lessons that proceeded more smoothly, an enhanced learning process, etc. 

 Lastly, some suggestions for future research: one may look at the same challenge (viz. the 

negative CLIL-effect on content acquisition) in the same way, or one may look at the same challenge 

in different ways. If preference is given to the former (i.e. likewise looking at the effects of digitally 

flipping the CLIL classroom), then quantitatively, the research could be conducted on a larger scale 

and/or qualitatively, the research could be conducted using more exact methods (e.g. using certain 

classes as control groups who do not get the digital materials, then comparing test results, while taking 

other variables into account). The same problem may also be looked at in different ways, either on a 

micro level (i.e. the level of the classroom) by looking for other enhancing pedagogic approaches, or 

on a macro level (i.e. the level of the government) ς policymakers might look for long-term solutions, 

e.g. one extra hour per week for a subject if it is taught through CLIL, as is the case in Germany.   



 
FINAL DISSERTATION 
Tackling CLIL challenges: a digital perspective 

Nathan Van Herck 

 

26/75 

7. BIBLIOGRAPHY 
 
-, Digitale hulpmiddelen in het onderwijs. (2018). Kennisnet. Retrieved January 28, 2022, from 

https://www.kennisnet.nl/app/uploads/kennisnet/publicatie/Kennisnet-Digitale-
hulpmiddelen-in-het-onderwijs.pdf  

-, Learning English or learning in English: will we have a choice? (2005, April 20). The Guardian. 
https://www.theguardian.com/theguardian/2005/apr/20/guardianweekly.guardianweekly1. 

Adriaenssens, D. (2017). CLIL for history - A focus on the language teaching aspect. Odisee. 

Albero-Posac, S. (2019). Using Digital Resources for Content and Language Integrated Learning: A 
Proposal for the ICT-Enrichment of a Course on Biology and Geology. Realia. Research in 
Education and Learning Innovation Archives, 22, 11-28. 

Awouters, V., & Schuer, J. (2005). Digitale didactiek: de elektronische leeromgeving als krachtig 
hulpmiddel bij competentieleren. De Boeck. 

Baars, G. (red.) (2009). Digitale didactiek: praktische stappenplannen voor het gebruik van ICT. Lemma. 

Ball, P., Kelly, K., & Clegg, J. (2015). Putting CLIL into Practice. Oxford University Press. 

Borowiak. (2019). CLIL Education. Contacts and Contrasts in Educational Contexts and Translation (pp. 
73ς83). Springer International Publishing. 

.ƻȊŘƻƐŀƴΣ 5Φ όнлмрύΦ Technology-enhanced CLIL classrooms. CLIL in Foreign Language Education, 13, 
164-175. 

Briggs, D. (2015). Preaching in Practice. English Teaching Professional, 96, 49-50. 

Bruton, A. (2011). Is CLIL so beneficial, or just selective? Re-evaluating some of the research. System. 
An International Journal of Educational Technology and Applied Linguistics, 39(4), 523ς532. 

.ǊǳǘƻƴΣ !Φ όнлмоύΦ /[L[Υ {ƻƳŜ ƻŦ ǘƘŜ ǊŜŀǎƻƴǎ ǿƘȅ Χ ŀƴŘ ǿƘȅ ƴƻǘΦ System. An International Journal of 
Educational Technology and Applied Linguistics, 41(3), 587ς597. 

Castellano-Risco, I., Alejo-González, R., & Piquer-Píriz, A. M. (2020). The development of receptive 
vocabulary in CLIL vs EFL: Is the learning context the main variable? System, 91, 1-10. 

Cenoz, J., Genesee, F., & Gorter, D. (2013). Critical Analysis of CLIL: Taking Stock and Looking Forward. 
Applied Linguistics, 35(3), 243ς262. 

Claeys, L. (2016). A look inside the CLIL classroom: a clillicous taste of education. Odisee. 

Coyle, D., Hood, P., & Marsh, D. (2010). CLIL: Content and Language Integrated Learning. Cambridge 
University Press. 

Crevits, H. (2019, May 17). Met CLIL leer je een andere taal op 1, 2, 3! hildecrevits.be. Retrieved 
December 5, 2021, from https://www.hildecrevits.be/nieuws/met-clil-leer-je-een-andere-
taal-op-1-2-3/  

Dale, Liz, & Tanner, Rosie. (2012). CLIL Activities: A resource for subject and language teachers. 
Cambridge University Press. 

Dallinger, S., Jonkmann, K., Hollm, J., & Fiege, C. (2016). The effect of content and language integrated 
learning on studentsΩ English and history competences: Killing two birds with one stone? 
Learning and Instruction, 41, 23-31. 

Dalton-Puffer, C. (2007). Discourse in content and language integrated learning (CLIL) classrooms. John 
Benjamins Pub. 

https://www.kennisnet.nl/app/uploads/kennisnet/publicatie/Kennisnet-Digitale-hulpmiddelen-in-het-onderwijs.pdf
https://www.kennisnet.nl/app/uploads/kennisnet/publicatie/Kennisnet-Digitale-hulpmiddelen-in-het-onderwijs.pdf
https://www.theguardian.com/theguardian/2005/apr/20/guardianweekly.guardianweekly1
https://www.hildecrevits.be/nieuws/met-clil-leer-je-een-andere-taal-op-1-2-3/
https://www.hildecrevits.be/nieuws/met-clil-leer-je-een-andere-taal-op-1-2-3/


 
FINAL DISSERTATION 
Tackling CLIL challenges: a digital perspective 

Nathan Van Herck 

 

27/75 

Dalton-Puffer, C., Nikula, T., & Smit, U. (Eds.). (2010). Language use and language learning in CLIL 
classrooms (vol. 7). John Benjamins Publishing. 

Dalton-Puffer, C. (2011). Content-and-Language Integrated Learning: From Practice to Principles? 
Annual Review of Applied Linguistics, 31, 182ς204. 

Dalton-Puffer, C. (n.d.). CLIL in der Praxis: Was sagt die Forschung? Goethe-Institut. Retrieved January 
26, 2022, from https://www.goethe.de/de/spr/unt/kum/clg/20984546.html  

Darvin, R., Lo, Y. Y., & Lin, A. M. Y. (2020). Examining CLIL through a Critical Lens. English Teaching & 
Learning, 44(2), 103ς108. 

De Block, R. (2020). The impact of a bilingual learning environment within a practical CLIL lesson. 
Odisee. 

Deller, S., & Price, C. (2007). Teaching other subjects through English. Oxford University Press. 

D'haese, I. & Valcke, M. (2005). Digitaal leren. ICT-toepassingen in het hoger onderwijs. Lannoo 
Uitgeverij. 

Díaz Pérez, Wendy, Fields, Donna Lee, & Marsh, David. (2018). Innovations and Challenges: 
Conceptualizing CLIL Practice. Theory into Practice, 57(3), 177ς184.  

Duthoy, L. (2016). CLIL for history: Early Christianity in Europe: onderzoek naar het effect van de CLIL 
methodiek op taal, inhoud en leerlingbevinding, toegepast in het vak geschiedenis binnen het 
thema middeleeuwen. Odisee. 

European Commission. (2003). Communication from the Commission Promoting Language Learning 
and Linguistic Diversity. EUR-Lex. Access to European Union Law. Retrieved December 5, 2021, 
from https://eur-lex.europa.eu/LexUriServ/LexUriServ.do?uri=COM:2003:0449:FIN:EN:PDF  

Eurydice. (2006). Content and Language Integrated Learning (CLIL) at School in Europe. European 
Commission. 

Flemish Inspectorate of Education. (2017). Twee jaar CLIL in het Vlaams secundair onderwijs: een 
evaluatie. Flemish Ministry of Education. https://bit.ly/31FPGY1  

Flemish Ministry of Education. (2014). Besluit tot bepaling van de kwaliteitsstandaard voor CLIL. 
Government of Flanders. Retrieved December 6, 2021, from https://data-
onderwijs.vlaanderen.be/edulex/document.aspx?docid=14721. 

Flemish Ministry of Education. (n.d.). CLIL: Content and Language Integrated Learning. 
Onderwijs.vlaanderen.be. Retrieved January 26, 2022, from 
https://onderwijs.vlaanderen.be/nl/clil-onderwijs-in-een-vreemde-taal  

Fulton. (2014). Time for learning: top 10 reasons why flipping the classroom can change education. 
Corwin, a SAGE Company. 

Gass, S. M., & Mackey, A. (2014). Input, interaction, and output in second language acquisition. 
Theories in second language acquisition (pp. 194-220). Routledge. 

Gierlinger, E. (2007). Modular CLIL in lower secondary education: Some insights from a research 
project in Austria. In: Dalton-Puffer & U. Smit (eds.), Empirical perspectives on classroom 
discourse (pp. 79ς118). 

Gierlinger, E. (2012). CLIL-ing me softly: methodology. English Teaching Professional. 

Gierlinger, E., & Wagner, T. (2016). The more the merrier. Revisiting CLIL-based vocabulary growth in 
secondary education. Latin American Journal of Content & Language Integrated Learning, 9(1), 
37ς63. 

https://www.goethe.de/de/spr/unt/kum/clg/20984546.html
https://eur-lex.europa.eu/LexUriServ/LexUriServ.do?uri=COM:2003:0449:FIN:EN:PDF
https://bit.ly/31FPGY1
https://data-onderwijs.vlaanderen.be/edulex/document.aspx?docid=14721
https://data-onderwijs.vlaanderen.be/edulex/document.aspx?docid=14721
https://onderwijs.vlaanderen.be/nl/clil-onderwijs-in-een-vreemde-taal


 
FINAL DISSERTATION 
Tackling CLIL challenges: a digital perspective 

Nathan Van Herck 

 

28/75 

Haelermans, C. (2017). Digital tools in education. On Usage, Effects and the Role of the Teacher 
[Slides]. https://wwwsnsse.cdn.triggerfish.cloud/uploads/2017/10/presentation-carla-
haelermans.pdf  

Hamers, J.F., Blanc, M. (2000). Bilinguality and bilingualism. Cambridge University Press. 

Harmer, J. (2015). The Practice of English Language Teaching (5th ed.). Pearson Education ESL. 

Heine, L. (2015). Leistungsmessung im CLIL-Unterricht. Zeitschrift für interkulturellen 
Fremdsprachenunterricht, 20(2), 21ς24. 

Hellekjær, G.O. (2010). Assessing lecture comprehension in Norwegian English-medium higher 
education. Language use and language learning in CLIL classrooms, 7, 233-258. 

Hermanns, M., Post, J. L., & Deal, B. (2015). Faculty experience of flipping the classroom: Lessons 
learned. Journal of Nursing Education and Practice, 5(10), 79-85. 

Hoare, P. (2010). Content-based language teaching in China: Contextual influences on 
implementation. Journal of Multilingual and Multicultural development, 31(1), 69-86. 

Hönig, I. (2010). Assessment in CLIL: A case study. Current Research on CLIL, 3(36), 36-41. 

Jäppinen, A. K. (2005). Thinking and content learning of mathematics and science as cognitional 
development in content and language integrated learning (CLIL): Teaching through a foreign 
language in Finland. Language and education, 19(2), 147-168. 

Kelly, T.M. (2013). Teaching history in the digital age. University of Michigan Press. 

Kirkgoz, Y. (2007). English language teaching in Turkey: Policy changes and their implementations. 
RELC journal, 38(2), 216-228. 

Koehler, M. e.a. (2013). The Technological Pedagogical Content Knowledge Framework. In: Handbook 
of Research on Educational Communications and Technology (pp. 101ς111). Springer New 
York. 

Koehler, M., & Mishra, P. (2009). What is technological pedagogical content knowledge (TPACK)?. 
Contemporary issues in technology and teacher education, 9(1), 60-70. 

Krashen, S. (1985). The input hypothesis: Issues and implications. Longman. 

Kunter, M., Klusmann, U., Baumert, J., Richter, D., Voss, T., & Hachfeld, A. (2013). Professional 
competence of teachers: effects on instructional quality and student development. Journal of 
Educational Psychology, 105, 805-820. 

Lasagabaster, D., & Sierra, J. M. (2010). Immersion and CLIL in English: More differences than 
similarities. ELT journal, 64(4), 367-375. 

Lorenzo, F. (2017). Historical literacy in bilingual settings: Cognitive academic language in CLIL history 
narratives. Linguistics and education, 37, 32-41. 

Mahan, K. R. (2020). The comprehending teacher: Scaffolding in content and language integrated 
learning (CLIL). The Language Learning Journal, 1-15. 

Makropoulos, J. (2010). Students' attitudes to the secondary French immersion curriculum in a 
Canadian context. Language, Culture and Curriculum, 23(1), 1-13. 

Marsh, H., Hau, K. T., & Kong, C. K. (2000). Late immersion and language of instruction in Hong Kong 
high schools: Achievement growth in language and nonlanguage subjects. Harvard 
Educational Review, 70(3), 302-347. 

Marsh, D. (ed.) (2009). Report by the Core Scientific Research Team, Study on the Contribution of 
Multilingualism to Creativity, European Commission. 

https://wwwsnsse.cdn.triggerfish.cloud/uploads/2017/10/presentation-carla-haelermans.pdf
https://wwwsnsse.cdn.triggerfish.cloud/uploads/2017/10/presentation-carla-haelermans.pdf


 
FINAL DISSERTATION 
Tackling CLIL challenges: a digital perspective 

Nathan Van Herck 

 

29/75 

Martens, L., & Van de Craen, P. (eds.). (2017). Klaar voor CLIL. Het CLIL-handboek voor Vlaanderen en 
Nederland. Acco. 

Martens, L., & Van Hooydonck, I. (2021). CLIL en taalondersteunend lesgeven: welke noden in het 
geschiedenis-onderwijs in Vlaanderen. Hermes: Tijdschrift van de Vlaamse Vereniging Leraren 
Geschiedenis, 25(1), 22-28. 

Matthys, A.-L. (2018). Voegt flipping the classroom een meerwaarde toe aan het klasgebeuren? 
Katholieke Hogeschool VIVES Torhout. 

Mehisto, P. (2008). CLIL counterweights: recognising and decreasing disjuncture in CLIL. Int. CLIL Res. 
J., 1(1), 93-119. 

Mehisto, P. (2011). CLIL Essentials for Secondary School Teachers. Cambridge University Press. 

Mehisto, P., Marsh, D., & Frigols, M. J. (2008). Uncovering CLIL: Content and language integrated 
learning in bilingual and multilingual education. Macmillan Education. 

Mertens, S. (2016). Flipping the classroom: nieuwe lesmiddelen in de omgekeerde geschiedenisles. 
Odisee. 

Michaelsen, A. (2020). The Digital Classroom. Routledge. 

Nawrot-Lis, B. (2019). The challenges of content acquisition in a CLIL course: A CLIL-based chemistry 
course at the lower secondary school level. Springer Nature. 

Nieto Moreno de Diezmas. (2018). Exploring CLIL contribution towards the acquisition of cross-
curricular competences: a comparative study on digital competence development in CLIL. 
Revista de LingǸƝstica y Lenguas Aplicadas, 13(1), 75ς85.  

Nieto Moreno de Diezmas. (2021). Are CLIL Settings More Conducive to the Acquisition of Digital 
Competences? A Comparative Study in Primary Education. In Content and Language 
Integrated Learning in Monolingual Settings (pp. 53ς70). Springer 

Oattes, H., Oostdam, R., De Graaff, R., & Wilschut, A. (2018). The challenge of balancing content and 
language: Perceptions of Dutch bilingual education history teachers. Teaching and Teacher 
Education, 70, 165-174. 

Paran, A. (2013). Content and language integrated learning: Panacea or policy borrowing myth?. 
Applied Linguistics Review, 4(2), 317-342. 

Pérez Cañado, M.L. (2016). From the CLIL Craze to the CLIL Conundrum: Addressing the Current CLIL 
Controversy. Journal of Teaching & Learning Language & Literature, 9(1), 9-31. 

Pérez Cañado, M.L. (2018). CLIL and pedagogical innovation: Fact or fiction? International Journal of 
Applied Linguistics, 28(3), 369-390. 

Piquer, & Lorenzo, N. (2015). Reflecting on CLIL innovation. An interview with Do Coyle and Elisabet 
Pladevall. Bellaterra: Journal of Teaching & Learning Language & Literature, 8(1), 86. 

Prince, J. (2017). English Language Learners in a Digital Classroom. CATESOL Journal, 29(1), 51-73. 

Rimmer, W. (2009). A closer look at CLIL. English Teaching Professional. 

Rolley, K. (2020). Towards English as a lingua franca. Modern English Teacher, 29 (2), 
https://www.modernenglishteacher.com/towards-english-as-a-lingua-franca. 

Rubens, W. (2014). E-learning. Trends en ontwikkelingen. InnoDoks. 

Scott, D., & Beadle, S. (2014). Improving the effectiveness of language learning: CLIL and computer 
assisted language learning. Retrieved from https://bit.ly/3o9utO2.  

https://www.modernenglishteacher.com/towards-english-as-a-lingua-franca
https://bit.ly/3o9utO2


 
FINAL DISSERTATION 
Tackling CLIL challenges: a digital perspective 

Nathan Van Herck 

 

30/75 

Seikkula-Leino, J. (2007). CLIL learning: Achievement levels and affective factors. Language and 
Education, 21(4), 328-341. 

Sendur, van Drie, J., van Boxtel, C., & Kan, K.-J. (n.d.). Historical reasoning in an undergraduate CLIL 
course: students' progression and the role of language proficiency. International Journal of 
Bilingual Education and Bilingualism, 1ς17. 

Serpa, S. e.a. (2020). COVID-19 and the Promotion of Digital Competences in Education. Universal 
Journal of Educational Research, 8(10), 4520-4528. 

Shaw, L. (2001). The digital classroom: How technology is changing the way we teach and learn. 
Educational Technology & Society, 4(3), 161-162. 

Somers, T., & Surmont, J. (2012). CLIL and immersion: how clear-cut are they?. ELT journal, 66(1), 113-
116. 

Spratt, M. (2011). CLIL: the nature of the beast. English Teaching Professional, 72, 4-6. 

Stone, B. B. (2012, May). Flip your classroom to increase active learning and student engagement. 
Proceedings from 28th Annual Conference on Distance Teaching & Learning, Madison, 
Wisconsin, USA. 

Strobbe, L. (2013). Je vak in een vreemde taal? Wegwijzer voor de CLIL-onderwijspraktijk. Acco. 

Supply, S. (2016). CLIL for history: toegepast op het thema 'oorlogsvoering in de middeleeuwen'. 
Odisee. 

Swan, M. (1985). A Critical Look at the Communicative Approach (2). ELT Journal. 39(2), pp. 76-87. 

Tatiana, Kobicheva, A., & Tokareva, E. (2019). Web-Based Environment in the Integrated Learning 
Model for CLIL-[ŜŀǊƴŜǊǎΥ 9ȄŀƳƛƴŀǘƛƻƴ ƻŦ {ǘǳŘŜƴǘǎΩ ŀƴŘ ¢ŜŀŎƘŜǊΩǎ {ŀǘƛǎŦŀŎǘƛƻƴΦ Digital Science, 
263ς274. 

Thys. (2018). Is there a structural difference between a regular history lesson and an English CLIL- 
lesson? Odisee. 

¢ƛƴƎΣ ¸Φ ¢Φ όнлммύΦ /[L[Χ ƴƻǘ ƻƴƭȅ ƴƻǘ ƛƳƳŜǊǎƛƻƴ ōǳǘ ŀƭǎƻ ƳƻǊŜ ǘƘŀƴ ǘƘŜ ǎǳƳ ƻŦ ƛǘǎ ǇŀǊǘǎΦ ELT journal, 
65(3), 314-317. 

Van Acker, S. (2019). Didactische werkvormen en leerstrategieën. Odisee. 

Van Alten, D. C., Phielix, C., Janssen, J., & Kester, L. (2019). Effects of flipping the classroom on learning 
outcomes and satisfaction: A meta-analysis. Educational Research Review, 28, 1-18. 

Van de Cauter. (2016). Teaching history through English: the CLIL-format in Flanders. 2016. Odisee. 

Van den Beemt, A. (2014). Leren met interactieve media. Van Gorcum. 

Van Lokeren, S. (2020). Flipping the classroom met kennisclips. E-Learning: MOOC voor leerkrachten. 
Retrieved January 2, 2021, from https://ecourses.odisee.be/elearning/cursus/flipping-the-
classroom-met-kennisclips/  

Van Mechelen, D. (2018). Digitale CLIL-rondleiding in het Gallo-Romeins Museum. Thomas More 
Kempen. 

Van Mensel, L., Hiligsmann, P., Mettewie, L., & Galand, B. (2020). CLIL, an elitist language learning 
approach? A background analysis of English and Dutch CLIL pupils in French-speaking Belgium. 
Language, Culture and Curriculum, 33(1), 1-14. 

Villareal Olaizola, I., & García Mayo, M. P. (2009). Tense and agreement morphology in the 
interlanguage of Basque/Spanish bilinguals: CLIL versus non-CLIL. In: Zarobe, R. e.a., Content 
and Language Integrated Learning: Evidence from Research in Europe. Multilingual Matters, 
157-175. 

https://ecourses.odisee.be/elearning/cursus/flipping-the-classroom-met-kennisclips/
https://ecourses.odisee.be/elearning/cursus/flipping-the-classroom-met-kennisclips/


 
FINAL DISSERTATION 
Tackling CLIL challenges: a digital perspective 

Nathan Van Herck 

 

31/75 

Voogt, Fisser, P., Pareja Roblin, N., Tondeur, J., & van Braak, J. (2013). Technological pedagogical 
content knowledge - a review of the literature. Journal of Computer Assisted Learning, 29(2), 
109ς121. 

Wellings, J., & Levine, M. H. (2009). The digital promise: Transforming learning with innovative uses of 
technology. Apple Inc. 

Wikipedia contributors. (2020). Content and language integrated learning. Wikipedia. 
https://en.wikipedia.org/wiki/Content_and_language_integrated_learning  

Willems, J. (2017). CLILiG: Alternative Methode zur Förderung des Deutschen als Fremdsprache in 
Flandern. Odisee. 

Wilschut, A., Van Straaten, D., & Van Riessen, M. (2013). Geschiedenisdidactiek: handboek voor de 
vakdocent. Uitgeverij Coutinho. 

Wojtowicz, L., Stansfield, M., Connolly, T., & Hainey, T. (2011). The impact of ICT and games based 
learning on content and language integrated learning. Proceedings of the 4th International 
Conference: ICT for Language Learning (vol. 9). 

Wood, D., Bruner, J. & Ross, G. (1976). The role of tutoring in problem solving. Journal of Child 
Psychology and Psychiatry,  17(2), 89-100. 

Zarobe, Y. (2007). CLIL in a bilingual community: similarities and differences with the learning of 
9ƴƎƭƛǎƘ ŀǎ ŀ ŦƻǊŜƛƎƴ ƭŀƴƎǳŀƎŜΩΦ ±L9²½Σ ±ƛŜƴƴŀ ²ƻǊƪƛƴƎ 9ƴƎƭƛǎƘ tŀǇŜǊǎΣ мсόоύΦ 

Zucker, A. A. (2008). Transforming schools with technology: How smart use of digital tools helps 
achieve six key education goals. Harvard Education Press. 

  

https://en.wikipedia.org/wiki/Content_and_language_integrated_learning


 
FINAL DISSERTATION 
Tackling CLIL challenges: a digital perspective 

Nathan Van Herck 

 

32/75 

8. ATTACHMENTS 
 

8.1 Excerpt from my paper Assessing CLIL (2021) 
 
Discussion in academic literature 

Most authors agree on the general didactic assessment principles Some controversy emerges, 

however, when we delve into the combination of content and language in concreto. The following 

questions come up in academic literature: first, is there a certain priority of content over language, or 

should we seek a perfect balance? Second, do we assess content and language separately, or as a 

whole? Third, is language a barrier for content? How can a possibly negative impact of language on 

content be minimized? Fourth, should we even be allowed to evaluate language goals in a non-

ƭƛƴƎǳƛǎǘƛŎ ǎǳōƧŜŎǘΣ ŜǾŜƴ ƛŦ ƛǘΩǎ /[L[Κ 

 First, is there a priority of content over language? At first sight, the answer seems to be 

affirmative. Coyle e.a. όнлмлΥ ммрύ ŀǎǎŜǊǘ ǘƘŀǘ άǘƘŜ ŎƻƴǘŜƴǘ ǎƘƻǳƭŘ ŀƭǿŀȅǎ ōŜ ǘƘŜ ŘƻƳƛƴŀƴǘ ŜƭŜƳŜƴǘ ƛƴ 

ǘŜǊƳǎ ƻŦ ƻōƧŜŎǘƛǾŜǎΦέ hǘƘŜǊ ŀǳǘƘƻǊǎ ŀƎǊŜŜΦ12 Yet a small nuance is in order, viz. priority of content does 

ƴƻǘ ƛƳǇƭȅ ǘƘŀǘ ƭŀƴƎǳŀƎŜ ǎƘƻǳƭŘ ōŜ ŜȄŎƭǳŘŜŘ ŀƭǘƻƎŜǘƘŜǊΣ ŀǎ IǀƴƛƎ ǎǘŀǘŜǎ όнлмлΥ отύΥ ά±ƛŜǿƛƴƎ ŀƴ 

examination from a solely language or subject point of view negates the trans-disciplinary 

ŎƘŀǊŀŎǘŜǊƛǎǘƛŎǎ ƻŦ /[L[Φέ 

 Second, do we assess content and language in strictly separated categories, or rather as a 

whole (which amounts more to a holistic point of view)? Sometimes content and language are so 

interwoven that it proves quite hard to distinguish one from the other,13 e.g. defining the word 

ΨǊŜǾƻƭǳǘƛƻƴΩ ƛƴǾƻƭǾŜǎ ōƻǘƘ ŎƻƴǘŜƴǘ ƪƴƻǿƭŜŘƎŜ ŀƴŘ ƛƴ-depth vocabulary. For this reason, oral exams are 

to be avoided for CLIL history according to Hönig, as they are 

άΨŦƭŜŜǘƛƴƎΩΣ ǿƘƛŎƘ ƳŜŀƴǎ ǘƘŀǘ ǘƘŜ ǘŜŀŎƘŜǊ Ƴǳǎǘ ǎƛƳǳƭǘŀƴŜƻǳǎƭȅ ƭisten to the students and judge 

their performance. The teacher must decide very quickly without having the possibility to check 

the answers a second time. Given this circumstance, it is very difficult, or I would say 

impossible, to isolate the content in pŜǊŦƻǊƳŀƴŎŜΦέ 

 

12 For example, Heine (20мрΥ ноύΥ άDie Standards des Sachfachs haben Vorrang gegenüber der Dimension der 
fremdsprachlichen KompetenzΦέ 
13 Heine (2015: 24)Υ άLƴ ŘƛŜǎŜƳ ½ǳǎŀƳƳŜƴƘŀƴƎ ǿƛǊŘ ǎŜƘǊ ŘŜǳǘƭƛŎƘΣ ǿƛŜ ǿŜƴƛƎ ŜƛƴŜ ƪƭŀǊŜ ¢ǊŜƴƴǳƴƎ Ǿƻƴ ŦŀŎƘƭƛŎƘŜǊ 
und sprachlicher Kompetenz als Testkonstrukte möglich ist (...) Die enge Verwobenheit von Fach und Sprache 
wirft in diesem Zusammenhang die Frage auf, inwiefern fachliche Kompetenzen überhaupt ohne Rückgriff auf 
Sprache erhoben werden können. (...) Auch lässt sich ein nichtsprachliches Vorgehen sicher nicht für alle 
Fachzusammenhänge realisieren; so steht z.B. der Geschichtsunterricht aus seiner Selbstdefinition heraus in 
ǳƴǘǊŜƴƴōŀǊŜǊ ±ŜǊōƛƴŘǳƴƎ Ƴƛǘ ŘŜǊ ǎǇǊŀŎƘƭƛŎƘŜƴ ±ŜǊƳƛǘǘŜƭǘƘŜƛǘ Ǿƻƴ ƘƛǎǘƻǊƛǎŎƘŜƴ 9ǊŜƛƎƴƛǎǎŜƴΦέ 
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IǀƴƛƎ ŜǾŜƴ ƎƻŜǎ ŀǎ ŦŀǊ ŀǎ ǘƻ ǎǘŀǘŜ ǘƘŀǘ ƘŜǊ άƛƴǾŜǎǘƛƎŀǘƛƻƴ ǎƘƻǿǎ ǘƘŀǘ ƛǘ ƛǎ ƛƳǇƻǎǎƛōƭŜ ǘƻ ǎŜǇŀǊŀǘŜ 

ŎƻƴǘŜƴǘ ŀƴŘ ƭŀƴƎǳŀƎŜ ƛƴ ŀǎǎŜǎǎƳŜƴǘΦέ {ǳŎƘ ŀ ǾƛŜǿ ƭŜŀŘǎ ǘƻ ŀ ƘƻƭƛǎǘƛŎ ŀǇǇǊƻŀŎƘΣ ŀŘƻǇǘŜŘ ōȅ IŜƛƴŜΦ14 

Whatever approach one may choose, it is imperative to always maintain full transparency (i.e. sharing 

criteria and objectives) and consistency (Coyle e.a., 2010: 121). The latter might seem self-evident, 

but in her qualitative research, Hönig (2010: 38) observed something quite different: Austrian CLIL 

ǘŜŀŎƘŜǊǎ ŀƴƴƻǳƴŎŜŘ ŀǘ ǘƘŜ ǎǘŀǊǘ ƻŦ ǘƘŜ ǎŎƘƻƻƭ ȅŜŀǊ ǘƘŀǘ άƭŀƴƎǳŀƎŜ ǇŜǊŦƻǊƳŀƴŎŜ ǿƛƭƭ ƴƻǘ ŀŦŦŜŎǘ ǘƘŜ 

ƎǊŀŘŜΣέ ŀƴŘ ǘƘŜƴ ǿŜƴǘ ƻƴ ǘƻ ƎƛǾŜ ƘƛƎƘŜǊ ƎǊŀŘŜǎ ƳŜǊŜƭȅ ŦƻǊ ōŜǘǘŜǊ ƭŀƴƎǳŀƎŜΗ bŜŜŘƭŜǎǎ ǘƻ ǎŀȅΣ ǘƘƛǎ ƛǎ 

inexcusable. 

 Third, does language form a barrier for content assessment? Pupils may understand the 

subject matter, but mere understanding does not suffice to answer correctly on a test or exam. 

Written or oral evaluation requires the productive skills of writing or speaking, which might be quite 

challenging fƻǊ ǎǘǳŘŜƴǘǎ ǿƘƻ ŀǊŜƴΩǘ ƎƻƻŘ ŀǘ ƭŀƴƎǳŀƎŜΦ CƻǊ ǘƘŜ ǘŜŀŎƘŜǊΣ ǘƘƛǎ ƛǎ ƭƛƪŜǿƛǎŜ ŀ ǇǊƻōƭŜƳΣ ŦƻǊ 

it might be difficult to discern if the loss of marks is attributable to language or content. Coyle e.a., 

who first highlighted this problem, also proposed a solution, viz. άǘƻ ŀƭƭƻǿ ƭŜŀǊƴŜǊǎ ǘƻ ŜȄǇǊŜǎǎ ǘƘŜƛǊ 

responses to tasks in the most direct way possible so that language is not a barrier to demonstrating 

ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ŎƻƴǘŜƴǘέ όCoyle e.a., 2010: 123). Other ways to minimize the effect of language on 

content are providing a step-by-step plan, asking more specific questions, or giving the beginning of a 

sentence structure ς in other words, make sure there is enough scaffolding and feed forward. 

 Another aspect in this regard is the language used in assessment. When students use the 

ǘŀǊƎŜǘ ƭŀƴƎǳŀƎŜ ƻƴ ǘŜǎǘǎ ƻǊ ŜȄŀƳǎΣ ǘƘŜƛǊ ǿǊƛǘƛƴƎ ƻǊ ǎǇŜŀƪƛƴƎ ǇǊƻŎŜǎǎ ƛǎ ǎƭƻǿŜǊΣ ǎƻ ƭŜǎǎ ŎƻƴǘŜƴǘ άŎŀƴ ōŜ 

conveyed in time-ƭƛƳƛǘŜŘ ǎƛǘǳŀǘƛƻƴǎέ όwŜƛŜǊǎǘŀƳΣ нлмфΥ соύΦ ¢Ƙƛǎ Ǉǳǘǎ ǘƘŜƳ ŀǘ ŀ ŘƛǎŀŘǾŀƴǘŀƎŜ 

compared to pupils who follow regular history courses. One solution is to assess content in the mother 

tongue (Coyle e.a., 2010: 118), but this solution is itself fraught with problems. It goes against the very 

ǇǳǊǇƻǎŜ ƻŦ /[L[ ŀƴŘ Ǌǳƛƴǎ ƛǘǎ ŜƴǘƛǊŜ ǇƻƛƴǘΣ ƴŀƳŜƭȅ ǘƻ ŜȄǇŀƴŘ ǇǳǇƛƭǎΩ ŎƻƳƳǳƴƛŎŀǘƛǾŜ ǎƪills. Furthermore, 

it collides with the principle of alignment: during class, key words were learned in the target language, 

not in the mother tongue (ibid.). Putting it in another way, something would be tested (key words in 

L1) that was not seen in class, where key words were taught in L2.15 In Austria, for example, CLIL 

 

14 Heine (2015: 24)Υ άPrachliches und fachliches Lernen im Geschichtsunterricht lassen sich nicht unabhängig 
voneinander beurteilen. Sie entwirft daher holistische Skalen und Niveaustufen zur Bewertung von narrativer 
Kompetenz im bilingualen Geschichtsunterricht. Dabei nimmt sie an, dass die von den SchülerInnen verwendete 
Sprache nicht nur Aufschluss über Sprachkompetenz, sondern auch den Kompetenzgrad in Hinblick auf 
fachspezifisches Denken gibt.έ 
15 IŜƛƴŜ όнлмрΥ ннύΥ άWird Lernenden beispielsweise in Prüfungssituationen angeboten, ihre Erstsprache zu 
verwenden ς mit der Absicht, potentielle Schwierigkeiten bei der Abbildung von Fachkompetenz durch die 
Fremdsprache zu minimieren ς so wird also implizit eine Kompetenz gemessen, deren Entwicklung nicht 
Gegenstand des Unterrichts geǿŜǎŜƴ ƛǎǘΦέ 
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students got to choose between an exam in L1 or L2, but most pupils did not even consider using this 

first option (Hönig, 2010: 38)! 

 Fourth, should we even be allowed to evaluate language goals? Hönig gives a 

ŎƻǳƴǘŜǊŀǊƎǳƳŜƴǘΥ ά{ǘǳŘŜƴǘǎ ǿƛǘƘ ǎƻǳƴŘ ŎƻƴǘŜƴǘ ƪƴƻǿƭŜŘƎŜ ōǳǘ ƭŜǎǎ ŜƭƻǉǳŜƴŎŜ ŀǊŜ ŘƛǎŀŘǾŀƴǘŀƎŜŘ ŀǎ 

ǘƘŜȅ ŀǊŜ ǇŜƴŀƭƛǎŜŘ ŦƻǊ ǇƻƻǊ ƭŀƴƎǳŀƎŜ ǇŜǊŦƻǊƳŀƴŎŜ ŀƴŘ ƴƻǘ ƧǳŘƎŜŘ ƻƴ ǘƘŜƛǊ ŎƻƴǘŜƴǘ ƪƴƻǿƭŜŘƎŜ ŀƭƻƴŜέ 

(ibid.: 39). But this argument could be ǘǳǊƴŜŘ ŀƎŀƛƴǎǘ ƛǘǎŜƭŦΥ ƛŦ /[L[ ƭŜŀǊƴŜǊǎΩ ŜŦŦƻǊǘǎ ǊŜƎŀǊŘƛƴƎ ƭŀƴƎǳŀƎŜ 

ŀǊŜ ƴƻǘ ǊŜǿŀǊŘŜŘΣ ǘƘŜƴ ǇǳǇƛƭǎ ǿƻƴΩǘ ǎŜŜ ǘƘŜ Ǉƻƛƴǘ ƛƴ ŎƻƴǘƛƴǳƛƴƎ ǿƛǘƘ /[L[Φ !ǎ ŀ ŎƻƴǎŜǉǳŜƴŎŜΣ /[L[ 

dropout rates increased in Berlin in 2007, to give just one example.16 Another effect of language not 

being assessed could be that pupils will lack the necessary skills to discuss the subject in L2 on a 

reasonable level.17 Finally, the most important argument in favour of assessing language in CLIL 

courses is the aforementioned principle of alignment, which boils down to the conformity between 

learning goals, classroom activities, and assessment (Martens e.a., 2017: 159). If lesson time is spent 

partially on language goals, it is only logical to assess them ς whether it be formatively or summatively. 

 

Dura lex, sed lex ς or not quite? Regulation on CLIL evaluation 

Speculating and debating about assessing CLIL may be very interesting, but of course this will all 

remain purely theoretical if the government has pronounced judgement on the matter. For if this is 

the case, then teachers should adapt their classroom practice in accordance with the regulation that 

is currently in force. 

In 2014, the government of Flanders issued a decree specifying the quality standard for CLIL 

(Flemish Ministry of Education, 2014). The government determined that CLIL subjects should reach 

exactly the same final attainment levels (Dutch: eindtermen) as parallel subjects in the mother tongue. 

Thus the Flemish government makes no exception for CLIL: lightening the load of content in order to 

make some room for language goals is not even taken into consideration. On the other hand, the law 

does not specify if and how the assessment of language should take place, as this pertains to the 

ǎŎƘƻƻƭΩǎ ŀǳǘƻƴƻƳȅ ŀƴŘ ŦǊŜŜ ŎƘƻƛŎŜ ό5Ŝ .ƭŜŜŎƪŜǊŜΣ нлнмύΦ bŜǾŜǊǘƘŜƭŜǎǎΣ ǘƘŜǊŜ ƛǎ ŀ ŎƻƴǎŜƴǎǳǎ ŀƳƻƴƎ 

the educational inspectors that CLIL language goals must not be assessed summatively (i.e. with a test 

 

16 IŜƛƴŜ όнлмрύΣ ǇΦ ннΥ ά!ƭǎ ŜƛƴŜ YƻƴǎŜǉǳŜƴȊ ŘŀǾƻƴ ȊŜƛƎǘ ½ȅŘŀǘƛǖ όнллтύ ŦǸǊ ŘŜƴ .ŜǊƭƛƴŜǊ YƻƴǘŜȄǘ ŀǳŦΣ Řŀǎǎ ŘƛŜ 
höheren fremdsprachlichen Leistungen von CLIL Schülerinnen im Vergleich zu den Leistungen von 
Regelschülerinnen durch die Benotungspraxis nicht honoriert werden, so dass eine erhebliche Schülerzahl den 
CLIL-¦ƴǘŜǊǊƛŎƘǘ ƛƴ ŘŜǊ ƎȅƳƴŀǎƛŀƭŜƴ hōŜǊǎǘǳŦŜ ŀǳǎ ƴƻǘŜƴǎǘǊŀǘŜƎƛǎŎƘŜƴ DǊǸƴŘŜƴ ƴƛŎƘǘ ŦƻǊǘŦǸƘǊǘΦέ 
17 Ibid.: άWenn sie [Sprachbeherrschung] nicht als zentrale Leistung überprüft wird, wird die Erarbeitung einer 
fachangemessenen Sprachkompetenz (...) auch nicht entwickelt. Coetzee-Lachmann (2007) etwa weist in ihrer 
Studie nach, dass es CLIL-Schülerinnen massiv an Kompetenzen in der Teilhabe an einem fachadäquaten Diskurs 
ŦŜƘƭǘΦέ 
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with a mark), precisely because of the obligation to reach the same content objectives. A consensus 

among inspectors, however, is not to be confused with a law. 

 The same goes for the language used in assessment. Flemish legislation neither states an 

obligation for pupils to answer in the target language, nor does it guarantee a right for pupils to answer 

in the mother tongue. The school is free to determine its own course of action. In practical terms, the 

general consensus has it that use of the target language must be encouraged and rewarded via 

formative assessment, without punishing pupils who used the mother tongue by letting them lose 

ƳŀǊƪǎΦ 9ǾŜƴ ǎƻΣ ǘŜŀŎƘŜǊǎΩ ŜȄǇŜŎǘŀǘƛƻƴǎ ƛƴ ǘƘƛǎ ǊŜǎǇŜŎǘ ǘȅǇƛŎŀƭƭȅ ǊƛǎŜ ŀǎ ǇǳǇƛƭǎ ǇǊƻƎǊŜǎǎ ƛn their school 

career and their proficiency in the target language improves. 

 

State of affairs regarding CLIL assessment in Flanders 

In 2017, the Flemish Inspectorate of Education published a 149-page report on the occasion of two 

years of CLIL in Flanders. In their report, the Inspectorate also covered some interesting points 

concerning the state of affairs of CLIL evaluation. 

 5ŜǎǇƛǘŜ ǘƘŜ ƭŀƴƎǳŀƎŜ ōŀǊǊƛŜǊ ǎƭƻǿƛƴƎ Řƻǿƴ ǘƘŜ ƭŜǎǎƻƴǎΩ ǇŀŎŜΣ ǘƘŜ ƳŀƧƻǊƛǘȅ ƻŦ /[L[ ǘŜŀŎƘŜǊǎ 

indicate succeeding in achieving all curricular objectives. Inspectors even go as far as to attribute to 

/[L[ ǘŜŀŎƘŜǊǎ άŀ ƳƻǊŜ ƳƛƴŘŦǳƭ ŀǇǇǊƻŀŎƘ ǘƻ ŎǳǊǊƛŎǳƭŀΣέ ŀǎ ǘƘŜȅ ǊŜŀƭƭȅ ƘŀǾŜ ǘƻ ŎƻƴǎƛŘŜǊ ǿƘƛŎƘ ƛǘŜƳǎ ŀǊŜ 

essential for learners. At the same time, there seems to be some margin for growth regarŘƛƴƎ άǘƘŜ 

ƛƴǘŜƎǊŀǘƛƻƴ ƻŦ ƭŀƴƎǳŀƎŜ ƎƻŀƭǎΣέ ǿƘƛŎƘ ƛǎ άǎǘƛƭƭ ƭƛƳƛǘŜŘ ƛƴ Ƴƻǎǘ ǎŎƘƻƻƭǎέ όCƭŜƳƛǎƘ LƴǎǇŜŎǘƻǊŀǘŜ ƻŦ 

Education, 2017: 36). 

In assessing language goals, the majority of Flemish CLIL schools offer qualitative, rather than 

quantitative, feedback. In their CLIL language assessments, schools look for various alternative 

methods, e.g. an evaluation of attitude (especially the willingness and motivation to use the target 

language), a colour code or smileys indicating language proficiency, bonus points (max. 10% of the 

ǎǳōƧŜŎǘΩǎ ǘƻǘŀƭύ ŀǎ ŀ ǊŜǿŀǊŘǎ ŦƻǊ ǇǳǇƛƭǎ ǿƘƻ ŎƻƴǎƛǎǘŜƴǘƭȅ ǳǎŜ ǘƘŜ ǘŀǊƎŜǘ ƭŀƴƎǳŀƎŜΣ ŀ /[L[ ƭŀƴƎǳŀƎŜ 

portfolio, a separate CLIL report card, etc (ibid.: 37-38). 
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8.2 Digital CLIL materials 
 

8.2.1 On climate history 
 
All materials are collected on this website: https://sites.google.com/view/clilhistory/climate 
 

¶ YouTube video: https://youtu.be/MezeDqcDRxo 
o Video transcript: 
!ǎ ȅƻǳ ŀƭƭ ƪƴƻǿΣ ΨŎƭƛƳŀǘŜΩ ƛǎ ŀ Ƙƻǘ ǘƻǇƛŎ ǘƘŜǎŜ ŘŀȅǎΦ 5ǳǊƛƴƎ ƻǳǊ ƴŜȄǘ ƘƛǎǘƻǊȅ ƭŜǎǎƻƴΣ ǿŜ 
will ask ourselves two important questions. First: what was the climate like in the past, 
especially during the Middle Ages? And second: what were the effects of climate 
change for people in the past? 
Lƴ ƻǊŘŜǊ ǘƻ ŀƴǎǿŜǊ ǘƘŜǎŜ ǉǳŜǎǘƛƻƴǎΣ ƭŜǘΩǎ Ǝƻ ƻƴ ŀ ǎƘƻǊǘ ƧƻǳǊƴŜȅ ǘƘǊƻǳƎƘ ƘƛǎǘƻǊȅΦ Lƴ 
Antiquity, we can find numerous cases of climate change having a huge impact on 
societies. 
As you might remember from previous years of history classes, in 2,200 BC, a period 
of extreme drought contributed to the collapse of the Old Kingdom in Egypt 
But climate can also have favourable effects, for instance the Romans benefited from 
a warm and stable climate, which was good for agriculture. The Roman empire at its 
greatest extent under Trajan coincided with what is now called the ROMAN WARM 
PERIOD, a period of unusually warm weather in Europe and the North Atlantic that 
ran from approximately 250 BC to 440 AD. 
The end of this favourable climate undermined Roman power just when the empire 
was threatened by enemies from without. 
This was the start of the DARK AGES COOLING PERIOD, from the year 440 to 900 AD. 
In the early Middle Ages, the European climate was cold and wet, which was bad for 
agriculture. Due to crop failure and a lower yield, people were often confronted with 
food shortage and monotonous nutrition. That's why people had little resistance to 
diseases. From the 6th century onwards, there were regular outbreaks of plague 
epidemics which caused thousands of victims. 
In 742, Charlemagne was born, during the Dark Ages Cool Period, but this is just to 
help you situate the other events more easily. 
However, the Dark Ages Cooling would not last forever, for already in 800, the Vikings 
reached Iceland, which can be seen as a run-up to the Medieval Warm Period. 
Between 900 and 1300 AD, it became much warmer and drier. This period is called 
the MEDIEVAL WARM PERIOD, abbreviated as MWP. As a consequence of the warmer 
climate, living conditions became much better. The agricultural yield increased. The 
invention of new tools and techniques in agriculture contributed to population 
growth. Cities became bigger and the economy grew. 
Other examples of effects of the Medieval Warm Period include the Viking 
settlements in Greenland in 985 AD, and in America in the year 1000 AD. The Vikings 
ŎŀƭƭŜŘ ǘƘƛǎ ŀǊŜŀ ŀƭƻƴƎ ǘƘŜ /ŀƴŀŘƛŀƴ Ŏƻŀǎǘ Ψ±ƛƴƭŀƴŘΩΦ {ƻ /ƻƭǳƳōǳǎ ǿŀǎ ƴƻǘ ǘƘŜ ŦƛǊǎǘ 
European to set foot on American land! 
But in the 14th century, the climate took a turn for the worse and it became much 
colder in Europe. Historians call this period the LITTLE ICE AGE, abbreviated as LIA, 
and it lasted from 1300 to 1850. 
Cold was not the only thing that came with the Little Ice Age. From 1300 onwards, it 
often stormed along European coasts, causing spring tide and floods. Summers were 
usually very wet and rivers burst their banks. 
There was also too much rain and not enough sunshine during summer, causing crop 
failures and famine. Cattle plague made it even worse. 

https://sites.google.com/view/clilhistory/climate
https://youtu.be/MezeDqcDRxo
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During the Little Ice Age, people were also confronted with the Black Death, a plague 
pandemic that occurred from 1346 to 1353. One third (33%) of the entire European 
population died because of the plague. 
Other noticeable effects of the Little Ice Age were the Vikings abandoning Greenland 
in 1350, the freezing of the river Scheldt in our own country, and the freezing of the 
river Thames in England. Starting in 1608, Londoners even organized frost fairs on the 
ice of the river! And in 1658, the sea between Sweden and Denmark froze, and so a 
Swedish army marched across the ice to invade Denmark! 
In 1750, the industrial revolution started and population numbers increased rapidly. 
This was the prelude for the end of the Little Ice Age and the start of the modern 
warming. Although climate change is nothing new, the global warming we are 
experiencing today is different because it is caused by mankind and because the 
temperature increase is so much bigger. 
5ƻƴΩǘ ŦƻǊƎŜǘ ǘƻ Ŧƛƭƭ ƛƴ ǘƘŜ DƻƻƎƭŜ CƻǊƳǎ ǉǳŜǎǘƛƻƴǎ ōŜƭƻǿΣ ŀƴŘ ǿŜΩƭƭ ǎŜŜ ŜŀŎƘ ƻǘƘŜǊ ƛƴ 
class! 

 

¶ Google Forms: https://forms.gle/1NfcCj5Emp5MnJu59 
o Which historical period are we learning about this school year? 

Á Ancient Near East 
Á Classical Antiquity 
Á Middle Ages 
Á Early Modern Period 
Á Late Modern Period 

o Watch the video with subtitles. 
o Write down any words that you find difficult to understand. 

Á ... 
o Which period do you link with storms, floods, famine and the Black Death? 

Á Dark Ages Cooling 
Á Medieval Warm Period 
Á Little Ice Age 

o During which period did Charlemagne live? 
Á Dark Ages Cooling 
Á Medieval Warm Period 
Á Little Ice Age 

o Which period was good for agriculture? Hint: you can also link this period with this 
image. 
Á Dark Ages Cooling 
Á Medieval Warm Period 
Á Little Ice Age 

 
  

https://forms.gle/1NfcCj5Emp5MnJu59
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¶ Ψ5ǊŀƎ ŀƴŘ ŘǊƻǇΩ ŜȄŜǊŎƛǎŜ ǿƛǘƘ ƪŜȅ ǿƻǊŘǎΥ https://ecourses.odisee.be/elearning/wp-
admin/admin-ajax.php?action=h5p_embed&id=2033  

 

 
 

¶ Timeline: https://ecourses.odisee.be/elearning/wp-admin/admin-

ajax.php?action=h5p_embed&id=2015  

 

¶ Word list: 

EN NL 
famine hongersnood 

explore ontdekken, verkennen 

shore kust 

average gemiddeld 

victim slachtoffer 

monotonous eentonig, monotoon 

thriving welvarend, bloeiend, bruisend 

vibrant bruisend, levendig 

disease ziekte 

cattle vee 

shortage tekort 

fertile vruchtbaar 

death rates sterftecijfers 

monk monnik 

yield opbrengst 

failure mislukking 

outbreak uitbraak 

nutrition voeding 

navigable bevaarbaar 

resistance weerstand, verzet 

phenomenon verschijnsel, fenomeen 

cultivate cultiveren, kweken, ontwikkelen 

community gemeenschap 

increase stijgen 

https://ecourses.odisee.be/elearning/wp-admin/admin-ajax.php?action=h5p_embed&id=2033
https://ecourses.odisee.be/elearning/wp-admin/admin-ajax.php?action=h5p_embed&id=2033
https://ecourses.odisee.be/elearning/wp-admin/admin-ajax.php?action=h5p_embed&id=2015
https://ecourses.odisee.be/elearning/wp-admin/admin-ajax.php?action=h5p_embed&id=2015
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discover ontdekken 

abandon verlaten, achterlaten 

reliable betrouwbaar 

crops gewassen 

flooding overstroming 

coincide with samenvallen met 

extent omvang 

drought droogte 

contribute bijdragen 

collapse ineen storten 

numerous cases talrijke gevallen 

onwards vanaf 

cooling afkoeling 

settlements nederzettingen 

approximately ongeveer, bij benadering 

 
 

8.2.2 Digital materials on medieval man in relation to nature 
 
All materials are collected on this website: https://sites.google.com/view/clilhistory/meaning-of-
nature  
 

¶ Quizlet: https://quizlet.com/_ahtwgl?x=1jqt&i=2k4o2y  

EN NL 
a deacon een diaken (=een geestelijke die functioneert in de 

eredienst; hij staat één trapje lager in de hiërarchie dan 
een priester) 

a deluge een zondvloed (in specifieke zin: de zondvloed van Noah 
uit de Bijbel; in algemene/figuurlijke zin: een grote 
overstroming) 

an estate een landgoed 

to obliterate vernietigen, uitwissen 

to demolish afbreken, slopen, vernietigen 

a martyr een martelaar (=iemand die zijn/haar leven opoffert 
voor zijn/haar religieus geloof) 

It is hardly wont to occur. Het komt bijna niet voor. 

astonishing verbazingwekkend 

to descend afdalen, neerdalen 

grievous zwaar, verschrikkelijk 

pestilence de pest (=een soort epidemische ziekte) 

an inundation een overstroming 

a multitude een menigte, een massa volk 

a scapegoat een zondebok (=iemand die beladen wordt met de 
schuld van een gebeurtenis, zodat over de eigenlijke 
schuldvraag niet meer hoeft te worden nagedacht) 

a bestiary een beestenboek; Latijn: bestiarium (=een middeleeuws 
boek waarin allerlei fabeldieren en andere dingen staan 
geïllustreerd) 

moral moreel, zedelijk, ethisch (over goed en kwaad; over 
fatsoenlijk gedrag) 

a profession een beroep 

a mathematician een wiskundige 

gradually geleidelijk 

caliphate kalifaat (=een islamitische staat, bestuurd door een 
kalief, d.w.z. een opvolger van de profeet Mohammed) 

reconquest herovering 

abundance overvloed 

https://sites.google.com/view/clilhistory/meaning-of-nature
https://sites.google.com/view/clilhistory/meaning-of-nature
https://quizlet.com/_ahtwgl?x=1jqt&i=2k4o2y


 
FINAL DISSERTATION 
Tackling CLIL challenges: a digital perspective 

Nathan Van Herck 

 

41/75 

to pity medelijden 

poverty armoede 

a consequence een gevolg 

reassuring geruststellend 

three-field system drieslagstelsel 

fallow land braakliggende grond (=grond die op dat moment niet de 
beoogde functie, bv. landbouw, vervult) 

a dike een dijk 

a water wheel een waterrad 

a windmill een windmolen 

a land of plenty een land van overvloed 

the Land of Cockaigne luilekkerland 

flail dorsvlegel (=een houten landbouwwerktuig) 

gauntlet handschoen 

 

¶ Google Forms: https://forms.gle/RqP5N64AFqdrGmUF8  
o Tick all synonyms for 'to destroy'. 

Á Obliterate 
Á Reconstruct 
Á Demolish 
Á Preserve 

o /ƻƳǇƭŜǘŜ ǘƘƛǎ ǎŜƴǘŜƴŎŜΥ ά¢ƘŜ WŜǿǎ ǿŜǊŜ ŀƭǿŀȅǎ ōƭŀƳŜŘ ƛŦ ǎƻƳŜǘƘƛƴƎ ōŀŘ ƘŀǇǇŜƴŜŘΦ 
¢ƘŜȅ ǿŜǊŜ ǊŜŀƭ ΦΦΦέ 
Á ... [correct answer: scapegoats] 

o Cƛƭƭ ƛƴ ǘƘŜ ŎƻǊǊŜŎǘ ǇǊƻŦŜǎǎƛƻƴΥ άtȅǘƘŀƎƻǊŀǎ ǿŀǎ ŀ ΦΦΦέ 
Á ... [correct answer: mathematician] 

o What is this? [picture of a water wheel] 
Á A dam 
Á A windmill 
Á A water wheel 
Á A dike 

 

8.2.3 Digital materials on ancient Greek art 
 
All materials are collected on this website: https://sites.google.com/view/clilhistory/ancient-greek-
art  
 

¶ YouTube video: https://youtu.be/KCbLM_8W2XA  
o Video transcript:18 

Hello and welcome to this video about ancient Greek art! In this video, we will cover 
three art forms: first, architecture; second, sculpture; and third, pottery. 
In Ancient Greece, temples and other big buildings were built by order of the polis. In 
other words, the entire community spent huge amounts of money on financing these 
buildings, which, first and foremost, had a religious function, where the Greek gods 
were honoured by prayer and sacrifice. But not all buildings had a religious function. 
Here, for example you can see a stadium for sports, a so-ŎŀƭƭŜŘ ΨǎǘƻŀΩΣ ŀ ǿŀƭƪǿŀȅ ǿƛǘƘ 
pillars on either side, a theatre and a library. All these new buildings, of course, meant 
that some kind of plan was needed to organize cities. At first, this did not happen, but 

 

18 Source: De Volder, P. (2005). Storia 2. Van In. 

https://forms.gle/RqP5N64AFqdrGmUF8
https://sites.google.com/view/clilhistory/ancient-greek-art
https://sites.google.com/view/clilhistory/ancient-greek-art
https://youtu.be/KCbLM_8W2XA


 
FINAL DISSERTATION 
Tackling CLIL challenges: a digital perspective 

Nathan Van Herck 

 

42/75 

in the 5th century BC, some Greek cities started using a grid plan. Here you can see 
the grid plan of Miletus, a Greek city on the West coast of Asia Minor. Now, if you look 
at the floor plan of an ancient Greek temple, you recognize squares, rectangles and 
circles: all geometrical shapes. So you can see Greek mathematics were really put into 
practice, which made for well-balanced buildings. The materials used for building 
ǘŜƳǇƭŜǎ ǿŜǊŜ ǳǎǳŀƭƭȅ ƭƛƳŜǎǘƻƴŜ ŀƴŘ ƳŀǊōƭŜΦ !ƭǎƻΣ ǘƘŜ DǊŜŜƪǎ ŘƛŘƴΩǘ Ƨǳǎǘ ǿŀƴǘ ǘƻ ōǳƛƭŘ 
in honour of the gods, they also wanted to build big to show off their own power. We 
call this monumental architecture. The Acropolis of Athens is the perfect example of 
this. In this picture, you can see the Parthenon, the main temple on the Acropolis, as 
it is today. The difference with the Parthenon as it was in ancient times is just amazing. 
The marble was still beautifully white, but most importantly: large parts of it were 
painted in the most wonderful colours! 
Of course, architects thought of some fancy names for all the fancy things they had 
made. Here you get an overview. You can always press pause if you need to have a 
closer look at it, but for now, the most important ones to remember are the pillars, 
grooves, capital and frieze. 
Although the Parthenon looks absolutely marvellous, the pillars are sort of basic. 
¢ƘŀǘΩǎ ǿƘȅΣ ƻǾŜǊ ǘƛƳŜΣ ǇŜƻǇƭŜ ŎŀƳŜ ǳǇ ǿƛǘƘ ƻǘƘŜǊ ǇƛƭƭŀǊ ǎǘȅƭŜǎΦ ¢ƘŜ ǇƛƭƭŀǊǎ ƻŦ ǘƘŜ ŦƛǊǎǘ 
stylŜ ŀǊŜ ǘƘŜ ǎŀƳŜ ŀǎ ǘƘŜ tŀǊǘƘŜƴƻƴΩǎΦ ¢ƘŜȅ ŀǊŜ ƻŦ ǘƘŜ 5ƻǊƛŎ ƻǊŘŜǊΦ ¢ƘŜ ǎŜŎƻƴŘ ǎǘȅƭŜ 
is a bit fancier as the capital has a bit more decoration. It is called the Ionic order. The 
third style has the most decorations and is called the Corinthian order. In this table, 
you get an overview of these three different styles. As you can see, the Doric order is 
the oldest, followed by the Ionic order. The Corinthian order is the newest. The Ionic 
and the Corinthian order are similar in almost every way: as opposed to the Doric 
order, they both have slender pillars, have a base and deep grooves. They only differ 
in the type of decorations: the Ionic order only has spiral-ƭƛƪŜ ƻǊƴŀƳŜƴǘǎΣ ŎŀƭƭŜŘ Ψŀ 
ǾƻƭǳǘŜΩΣ ǿƘŜǊŜŀǎ ǘƘŜ /ƻǊƛƴǘƘƛŀƴ ŎŀǇƛǘŀƭ ƛǎ ǊƛŎƘƭȅ ŘŜŎƻǊŀǘŜŘ ǿƛǘƘ ŀ ǎǇŜŎƛŦƛŎ ǘype of 
leaves. 
Now, on to something else: ancient Greek sculpture! Here we distinguish between 
three periods: first, the archaic, from the 7th to the 6th century BC; second, the 
classical period, during the 5th century BC; and third, the hellenistic period, from the 
4th to the 3rd century BC. 
First things first: the Archaic period, in which big statues were usually made out of 
marble or bronze, or clay (terracotta) for smaller statues. Very typical of archaic 
sculpture were the so-ŎŀƭƭŜŘ ΨƪƻǳǊƻƛΩ ǎǘŀǘǳŜǎΦ ¢hese were huge sculptures of naked 
male figures. Greek sculptors were inspired by ancient Egyptian statues, that had 
similar proportion and form. The figures look straight ahead with one foot slightly 
before the other. This makes for a very static statue (with hardly any movement) but 
also a lot of symmetry (with everything in perfect balance). Kouroi statues also had a 
mysterious smile. Perhaps artists did this to suggest that their statue was alive and 
ŦŜŜƭƛƴƎ ǿŜƭƭΚ LǘΩǎ ŀƴȅƻƴŜΩǎ ƎǳŜǎǎΗ YƻǳǊƻƛ ǎǘŀǘǳŜǎ ǿŜǊe used as offerings to the gods or 
as a tomb monument. There were also female figures called korè. They were a bit 
more elegant and somewhat less stiff. As you can see from this reconstruction, they 
also used to be painted. 
On to the classical period! In the year 500 BC, sculptors started to focus more and 
more on the human form. This statue of the Charioteer of Delphi is from the beginning 
of the classical period, and illustrates the transition from archaic to classical quite well: 
The pose is still very static compared with later classical works, but the statue is more 
naturalistic than in archaic times. Some other characteristics of the classical period. 
First, sculptors during the classical period wanted to depict man as perfect. We call 
this idealization. There was almost an obsession with the human form. Second, 
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movement was shown. The static archaic statues had made way for dynamic classical 
statues. Third, because of contrapposto, the pose became much more natural. More 
about this during class. FourthΣ ǘƘŜǊŜ ǿŀǎƴΩǘ ǘƘŀǘ ƳǳŎƘ ŜƳƻǘƛƻƴ  - yet - as this would 
soon change with the Hellenistic period. 
The conquests of Alexander the Great brought Greece in contact with the East. 
Classical simplicity made way for splendour and grandeur. But emotions were also 
shown - which was a first. The movement we had seen in the classical period was no 
longer balanced and relaxed, but dramatic and even exaggerated. Hellenistic art was 
also more realistic than idealistic. Even imperfections  were shown, as you can see in 
this statue of a drunken old woman of the 2nd century BC. 
Last but not least: ancient Greek pottery. The Greeks made amphoras, cups, jars and 
bowls for wine, olive oil and so on. Scenes from Greek mythology or even daily life 
were depicted. As such, pottery became an important historical source for our 
understanding of life in ancient Greece. During the 7th century BC, a new technique 
was invented. We call this black-figure, as figures were painted in black on a red 
background. During the next century, the reverse technique, of painting red on a black 
background, enabled even more detail. During the 4th century BC, Greek colonies in 
Southern Italy took over most of the pottery production from Attica. 
On this last slide, you can see an overview of ancient Greek art: In the field of 
architecture: the Doric, Ionic and Corinthian orders. In the field of sculpture: the 
Archaic, Classical and Hellenistic periods. In the field of pottery: the black-figure and 
the red-figure techniques. 
 

¶ Kahoot: https://create.kahoot.it/share/ancient-greek-art/fb92f5f5-77af-4161-a506-
bc62c46cae59  

o 1 - True or false. Greek temples were built by private initiative. In other words, the 
state did not pay for them. => False 

o 2 ς Slide. Remember: Greek temples were built by order of the polis! (See picture.) 
o 3 ς Quiz. A "stoa" is a ... => walkway with pillars. 
o 4 ς Slide. Remember: A "stoa" is a walkway with pillars on either side. (NL: een 

zuilengang). A stadium, a theatre and a library are examples of other ancient Greek 
buildings. (See picture.) 

o 5 - True or false. In Ancient Greece, both temples and cities were organized and built 
randomly, without a pattern or fixed shapes. => False 

o 6 ς Slide. Remember: Grid plans for cities (5th cent. BC) + geometrical shapes in 
temples. (See picture.) 

o 7 ς Quiz. Greek temples were usually made out of ... => limestone and marble. 
o 8 ς Slide. Remember: Greek temples were usually made out of limestone and marble 

(NL: kalksteen en marmer). (See picture.) 
o 9 - True or false. Large parts of Greek temples were painted. Therefore, temples were 

very colourful during Antiquity. => True 
o 10 ς Slide. Remember: Greek temples were painted in beautiful colours during 

Antiquity. (See picture.) 
o 11 ς Quiz. This is a ... => frieze. 
o 12 ς Quiz. This (as a whole) is a ... => pillar. 
o 13 ς Slide. Remember the pillars, grooves, capital, frieze and pediment. 
o 14 ς Quiz. These pillars are of the ... => Doric order. 
o 15 ς Quiz. The style of this pillar's capital is ... => Ionic. 
o 16 ς Quiz. This pillar is of the ... => Corinthian order. 
o 17 ς Slide. Remember the three pillar styles: Doric, Ionic, Corinthian. (See picture.) 
o 18 ς Quiz. Put the three periods of ancient Greek sculpture in the correct 

chronological order. => Archaic, Classical, Hellenistic 

https://create.kahoot.it/share/ancient-greek-art/fb92f5f5-77af-4161-a506-bc62c46cae59
https://create.kahoot.it/share/ancient-greek-art/fb92f5f5-77af-4161-a506-bc62c46cae59
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o 19 ς Slide. Remember: the correct order of the three sculpture periods is: Archaic, 
Classical, Hellenistic. (See picture.) 

o 20 - Where did ancient Greek sculptors get their inspiration for the archaic kouroi 
sculptures? => Egypt 

o 21 ς Quiz. Were the archaic kouroi sculptures static or dynamic? => Static 
o 22 ς Slide. Remember: Inspiration for the kouroi statues came from Egypt. These 

sculptures were static (=not much movement). (See picture.) 
o 23 ς Quiz. What were kouroi statues NOT used for? => Wedding gifts 
o 24 ς Quiz. The female version of the male kouros was called... => Korè 
o 25 ς Slide. Remember: Kouroi were used as tomb monuments and as offerings to the 

gods. A female figure was called korè. (See picture.) 
o 26 ς Quiz. In 500 BC, the archaic period came to an end and the classical period began. 

What changed? => Simplicity remained but the human form became more important 
o 27 ς Slide. Remember: In the year 500 BC, sculptors started to focus more and more 

on the human form. Sculptors during the classical period wanted to depict man as 
perfect (idealization). There was almost an obsession with the human form. (See 
picture.) 

o 28 ς Quiz. Were classical statues static or dynamic? => Dynamic 
o 29 ς Slide. Remember: Classical sculptures showed some movement. The static 

archaic statues had made way for dynamic classical statues. The pose became less 
stiff and more natural. (See picture.) 

o 30 ς Quiz. What is NOT a characteristic of the hellenistic period? => Never showing 
imperfections 

o 31 ς Slide. Remember these characteristics of the hellenistic period! (See picture.) 
o 32 ς Quiz. Which statement about ancient Greek pottery is correct? => Black-figure 

pots came first, but red-figure pots have more detail 
o 33 ς Slide. Remember: Black-figure pottery came first. (See picture.) 
o 34 ς Slide. Remember: Red-figure pottery had more details. (See picture.) 

 

¶ Word list: 

ENGLISH DUTCH 
architecture architectuur, bouwkunde 

sculpture beeldhouwkunst / een beeldhouwwerk 

pottery aardewerk, keramiek 

to finance financieren, bekostigen 

prayer gebed 

sacrifice offer 

stoa zuilengang 

pillars zuilen 

grid plan dambordpatroon 

Asia Minor Klein-Azië 

floor plan grondplan 

balanced evenwichtig 

limestone kalksteen 

marble marmer 

grooves groeven 

capital kapiteel (bovenste deel van een zuil) 

frieze fries (versierde rand of strook op een gebouw) 

marvelous prachtig, geweldig, fantastisch 

decoration versiering 

ornament versiering 

slender slank 

volute voluut (een krulvormige versiering, kenmerkend voor 
het kapiteel van een Ionische zuil) 

clay klei 
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sculptor beeldhouwer 

proportion proportie (in verhouding) 

slightly lichtjes, enigszins 

static statisch (weinig tot geen beweging) 

dynamic dynamisch (met beweging) 

charioteer wagenmenner 

transition overgang 

naturalistic naturalistisch 

characteristics kenmerken 

to depict tonen, weergeven, voorstellen 

conquest verovering 

simplicity eenvoud 

splendour pracht 

grandeur grootheid 

dramatic dramatisch 

realistic realistisch 

idealistic idealistisch 

imperfection onvolmaaktheid 

amphora een amfoor (een kruik met twee oren die onderaan in 
een punt uitloopt) 

a cup een beker 

a jar een pot 

a bowl een kom, een schaal 

reverse omgekeerd 

to enable in staat stellen tot / mogelijk maken 

 
 

8.2.4 Digital materials on society in ancient Athens 
 
All materials are collected on this website: https://sites.google.com/view/clilhistory/athenian-
society  
 

¶ YouTube video: https://youtu.be/4Gi0VqUf01M  
o Video transcript:19 

Hello and welcome to this video about society in ancient Athens. 
Today, issues like equality, inequality, 'us versus them', and discrimination are still hot 
topics. But what was it like in the city (or rather the polis) of Athens during Classical 
Antiquity? 
In the 5th and 4th century BC, a distinction was made between citizens, foreigners, 
and slaves. 
If you were an inhabitant of Athens and your grandparents and great-grandparents 
had always lived in the polis, and if you were over 18 years old, then you could call 
yourself a 'citizen', which meant that you were free and you had the right to vote. 
But since the middle of the 5th century BC, you could only call yourself 'a citizen' if 
both of your parents were Athenians. So if one of your parents was not from Athens, 
you could not be a citizen. That was an important issue, because - remember - you 
could only participate in Athenian politics if you were a male citizen. 
And yes you heard that right, if you were a citizen but you happened to be a woman, 
you had no political rights. What's more, you had to live indoors most of the time ς 
sort of like a permanent lockdown for women. Married women were not allowed to 
walk the street without being accompanied. Women were often bossed around: 
before marriage, by their fathers, and after marriage, by their husbands. 

 

19 Source: De Volder, P. (2005). Storia 2. Van In. 

https://sites.google.com/view/clilhistory/athenian-society
https://sites.google.com/view/clilhistory/athenian-society
https://youtu.be/4Gi0VqUf01M
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If you were a foreigner but not a slave, then you were called a 'metoikos'. So the 
'metoikoi' were foreigners. They were people from outside the polis who got 
permission to live among the citizens for a longer period of time. In order to get this 
permission, however, every metoikos had to pay a yearly residence tax. They were 
usually craftsmen or merchants. Metoikoi were not allowed to own land, so they 
couldn't become farmers. Moreover, every metoikos was supervised by a citizen. 
Both citizens and metoikoi paid taxes and had to serve in the army. Their military 
service was different depending on their wealth, because rich metoikoi and citizens 
could afford the armour of a hoplite, a heavily armed foot soldier. Those who were 
less rich ended up in the light infantry or in the navy. And if you were a citizen, you 
could still struggle with poverty. Just like the poor metoikoi, the poor citizens had to 
work really hard to make a living. 
Another important group of Athenian society consisted of slaves. Slavery was quite 
normal in Classical Antiquity. Since the 7th century BC, there were so-called 'debt-
slaves' in Athens. Debt-slaves were farmers who could no longer pay their debts and 
lost their freedom as a result. Hence they could be sold as slaves. In the year 594 BC, 
the Athenian statesman and lawmaker Solon put an end to debt-slavery. But slavery 
itself remained. Prisoners of war, for example, often became slaves. The Athenians 
also bought slaves on the slave market. During the 5th century BC, the number of 
slaves in Athens even increased. Most slaves were 'barbarians', people who were not 
Greek. 
Slaves were not treated as human beings. They were seen as their masters' 
possession. Slaves either worked for their masters or they were rented out. The 
largest group were state-owned slaves, and they worked in the mines or on trade 
ships, where they had a brutally inhumane life. Domestic or private slaves usually had 
better living conditions. Some slaves worked as a nurse, a banker, or even... as a 
teacher! 
A slave was not allowed to have a family or children. Neither could he own things. But 
sometimes a slave was set free. Some freedmen even became rich! 
And of course, many ordinary Athenian citizens dreamt of owning slaves, as they do 
all the work for you ς which allows you to spend time on more enjoyable things, like 
governing the polis. 
To sum up, we could say that people in ancient Athens were not equal at all. Their 
rights and duties depended on wealth, descent, age, and gender. 
On this mindmap, you get an overview of what we just discussed. You can press pause 
to have a closer look at it. Don't forget to fill in the Google Forms, and thanks for 
watching! 

 

¶ Quizlet: https://quizlet.com/_awi839?x=1jqt&i=2k4o2y  

EN NL 
a scene een tafereel 

to depict voorstellen, weergeven, afbeelden 

a nurse een verpleegster 

a domestic slave een huisslaaf 

a basket een mand 

barefoot blootsvoets 

a dress een jurk, een kleedje 

a jar een kruik, een potje, een beker 

a hatchet een bijl 

to swaddle inwikkelen (bv. in een doek) 

an amphora een amfoor (een speciaal soort kruik) 

to cut snijden, knippen 

to dig up opgraven 

https://quizlet.com/_awi839?x=1jqt&i=2k4o2y
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to wear clothes kleren dragen 

a bench een bankje 

a gravestone een grafsteen 

to lower something iets laten zakken 

a pickaxe een pikhouweel 

a society een samenleving, een maatschappij 

divided verdeeld 

city-states stadstaten 

social layers sociale lagen 

to fight in the army / to serve in the army vechten in het leger / in het leger dienen 

an orator een redenaar (iemand die toespraken geeft) 

property bezit, eigendom 

to provide with voorzien van 

an arrangement regeling, inrichting, indeling, ordening 

a possession een bezitting 

to belong to someone aan iemand toebehoren 

wholly geheel, volledig 

the nature of something de aard van een ding, het wezen van een ding 

the office of someone de functie van iemand, het ambt van iemand 

gentlemen heren 

turn over in your mind denk er nog eens over na 

responsible verantwoordelijk 

corporal punishment een lijfstraf 

to inflict a penalty een straf opleggen 

at the bottom onderaan 

to depend on afhangen van 

domestic tasks huishoudelijke taken 

expensive duur, kostbaar 

trade ships handelsschepen 

a debt een schuld 

to take prisoner gevangennemen 

to be sold verkocht worden 

a husband een echtgenoot, man 

a playwright een toneelschrijver 

citizens burgers 

foreigners vreemdelingen 

It is allowed Het is toegestaan 

approximately ongeveer, bij benadering 

inhabitants inwoners 

to be of age meerderjarig zijn 

landowners grondbezitters 

They can afford it Ze kunnen het zich veroorloven (=ze hebben er geld 
voor) 

armour wapenrusting 

a business een onderneming, een bedrijf 

craftsmen ambachtslieden 

merchants kooplieden 

to participate in deelnemen aan 

to pay taxes belastingen betalen 

the majority ė the minority 
 

de 
meerderheid ė de minderheid 

the opportunity de kans, de gelegenheid 

education opleiding, onderwijs, opvoeding 

great-grandparents overgrootouders 
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¶ Google Forms: https://forms.gle/58PW2g128uqXhzJ36  
o Watch the YouTube video. 
o Does an inhabitant of Athens with an Athenian father and a Corinthian mother have 

the right to vote after 450 BC? 
Á Yes, he does. 
Á bƻΣ ƘŜ ŘƻŜǎƴΩǘΦ 

o True or false? "Married women usually had to go to the market alone." 
Á True 
Á False 

o What is a 'metoikos'? 
Á A female citizen 
Á A foreigner 
Á A hoplite 
Á A debt-slave 

o True or false? "Metoikoi could live in Athens if they paid a residence tax and if they 
served in the army." 
Á True 
Á False 

o Who had the most miserable living conditions? 
Á State-owned slaves 
Á Domestic slaves 

o "Athens was well on its way to become a society of equals." Do you agree or disagree? 
Á I agree 
Á I disagree 

o Use the Quizlet. 
o What's the best translation of "a domestic slave"? 

Á Een huisslaaf 
Á Een schuldslaaf 
Á Een slaaf in dienst van de staat 

o Can you find the 'odd one out'? (Welk woord hoort er niet thuis in het rijtje?) 
Á A basket 
Á A jar 
Á A hatchet 
Á An amphora 

o What's an orator? 
Á Someone who gives speeches 
Á Someone who makes all the decisions 
Á Someone who gives advice 

o What's the best translation of "a merchant"? 
Á Een ambachtsman 
Á Een bediende 
Á Een koopman 

  

https://forms.gle/58PW2g128uqXhzJ36
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8.2.5 Digital materials on the Mycenaean civilization 
 
All materials are collected on this website: https://sites.google.com/view/clilhistory/mycenae  
 

¶ YouTube video: https://youtu.be/YVxdKxm16oQ  
o Video transcript:20 

Hello and welcome to this video about the Mycenaean civilization! 
Around 2000 BC, Indo-European tribes started invading the Greek peninsula. These 
invaders were at the basis of Greek civilization. But who were these Greeks? In this 
video, three important questions about them will be addressed: first, where did they 
settle? Second, what did their civilization look like? And third, how did their civilization 
come to an end? 
First things first: where did they settle? The Indo-European tribes who invaded the 
Greek peninsula around 2000 BC spread across the entire peninsula, as well as on the 
islands in the Aegean Sea and along the coast of Asia Minor. These tribes then forced 
the original inhabitants to submit to their rule. Important city centres were founded, 
such as Mycenae, Athens, Thebes, etc. The invaders were called Achaeans. They 
developed a civilization named after its most important city centre (Mycenae): the 
aȅŎŜƴŀŜŀƴ ŎƛǾƛƭƛȊŀǘƛƻƴΦ CƻǊ ǘƘƛǎ ǊŜŀǎƻƴΣ ȅƻǳ ŎƻǳƭŘ ōƻǘƘ ǳǎŜ Ψ!ŎƘŀŜŀƴǎΩ ƻǊ 
ΨaȅŎŜƴŀŜŀƴǎΩΦ 
On to the second question: what did the Mycenaean civilization look like? Every city 
ŎŜƴǘǊŜ ŦƻǊƳŜŘ ŀƴ ƛƴŘŜǇŜƴŘŜƴǘ ƪƛƴƎŘƻƳΦ !ǘ ǘƘŜ ƘŜŀŘ ƻŦ ǎƻŎƛŜǘȅ ǿŀǎ ŀ ƪƛƴƎ ƻǊ ΨōŀǎƛƭŜǳǎΩ 
who had all power. The king was in charge of the nobles, who gave him military 
support. Both the king and the nobles owned large pieces of land, and ordinary people 
had to obey them. 
The Mycenaeans were a very combative people and they frequently waged war. 
¢ƘŀǘΩǎ ǿƘȅ ǘƘŜƛǊ ŎƛǘƛŜǎ ǿŜǊŜ ŦƻǊǘƛŦƛŜŘ ǿƛǘƘ ŀ Ŏƻƭƻǎǎŀƭ ŎƛǘŀŘŜƭΦ ¢ƘŜ Ŏƛǘȅ ǿŀƭƭǎ ŎƻǳƭŘ ŜǾŜƴ 
be three to eight metres thick! 
When a Mycenaean king or nobleman died, special tombs were built. Their shape 
ƭƻƻƪŜŘ ƭƛƪŜ ŀ ōŜŜƘƛǾŜΦ ¢ƘŜǎŜ ΨōŜŜƘƛǾŜ ǘƻƳōǎΩ ǿŜǊŜ ŎŀƭƭŜŘ ΨǘƘƻƭƻƛΩ ƛƴ DǊŜŜƪ ŀƴŘ ǘƘŜȅ 
ǎƘƻǿ ǳǎ Ƙƻǿ ǇƻǿŜǊŦǳƭ ŀƴŘ ǊƛŎƘ ǘƘŜ ŜƭƛǘŜ ǿŀǎΦ Lƴ ǘƘŜ ΨǘƘƻƭƻƛΩΣ ƎƻƭŘ ŦǳƴŜǊŀƭ ƳŀǎƪǎΣ ƎƻƭŘ 
objects and many weapons were found. This indicates that Mycenaeans were great 
goldsmiths, that warfare was really important for them, and that they believed in life 
after death. 
The Mycenaeans lived off of agriculture, but because of population growth, they had 
to import extra food via trade. They traded with Syria, Egypt, and southern Italy. At 
the beginning of the 15th century BC, the Mycenaeans occupied Crete, and they took 
over maritime trade from the Cretans. Next, they wanted to control the fertile farming 
lands around the Black Sea, where wheat was grown. Now, the city of Troy controlled 
the passage to the Black Sea. So the Mycenaeans came into conflict with the Trojans 
by wanting to control the Black Sea trade. According to the Greek poet Homer, an 
alliance of Greek cities eventually managed to destroy the city during the Trojan war. 
Finally, the third question: how did Mycenaean civilization come to its end? Around 
1200 BC, new Indo-European people invaded Greece. One of these groups, the 
Dorians, settled in the Peloponnese, where they founded the city state Sparta. The 
combative Dorians used iron weapons to defeat the Achaeans, who were barely able 
to defend themselves with their weapons made of bronze, which is less strong than 

 

20 Source: De Volder, P. (2005). Storia 2. Van In. 

https://sites.google.com/view/clilhistory/mycenae
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iron. Moreover, the Achaeans had probably been weakened by earlier attacks. The 
Dorians ended up replacing the Mycenaean civilization. 
This word cloud gives you a good overview of the most important key words of this 
ǾƛŘŜƻΦ 5ƻƴΩǘ ŦƻǊƎŜǘ ǘƻ Ŧƛƭƭ ƛƴ ǘƘŜ DƻƻƎƭŜ CƻǊƳǎΣ ŀƴŘ ǎŜŜ ȅƻǳ in class! 

 

¶ Google Forms: https://forms.gle/qHCGQHMuHJvyYRT76  
o Watch the YouTube clip. Turn on English subtitles (CC). It's strongly recommended to 

watch twice (2x). 
o Where did the Achaeans settle in 2000 BC? Check all correct options. 

Á Along the coast of the Caspian Sea 
Á On the entire Greek peninsula 
Á On the islands of the Aegean Sea 
Á In Egypt 
Á Along the coast of Asia Minor 

o What was Mycenae's form of government? 
Á Democracy 
Á Monarchy 
Á Technocracy 

o What's the Greek word for 'beehive tombs'? 
Á Tholoi 
Á Teloi 
Á Topoi 

o What's the main historical reason for the start of the Trojan war? 
Á Mycenaeans wanted to control the fertile farming lands around the Black Sea 
Á Mycenaeans wanted to bring back Helen, the Mycenaean king's wife 

o When did Mycenaean civilization come to an end? 
Á 2000 BC 
Á 1600 BC 
Á 1200 BC 
Á 1000 BC 

 

¶ Word list: 

ENGLISH NEDERLANDS 
tribes stammen 

peninsula schiereiland 

civilization beschaving 

to address bespreken, behandelen 

to settle zich vestigen 

entire geheel, volledig 

to force dwingen 

Aegean Sea Egeïsche Zee 

Asia Minor Klein-Azië (het huidige Turkije) 

inhabitants inwoners, bewoners 

to submit to zich onderwerpen aan 

to develop ontwikkelen 

Mycenaea (noun) Mycene 

Mycenaean (adjective) Myceens 

the Mycenaens (plural noun) de Myceners 

independent onafhankelijk 

to be in charge de leiding hebben 

combative strijdlustig 

frequently vaak, regelmatig 

https://forms.gle/qHCGQHMuHJvyYRT76
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to wage war oorlog voeren 

fortified versterkt 

citadel fort, vesting, bolwerk 

a nobleman een edelman 

a tomb een graf 

a beehive een bijenkorf 

a funeral mask een begrafenismasker, een dodenmasker 

to indicate aangeven 

to live off of agriculture leven van de landbouw 

population growth bevolkingsgroei 

trade handel 

to import invoeren, importeren 

to occupy bezetten 

maritime trade handel over zee 

fertile vruchtbaar 

farming lands landbouwgronden 

wheat graan 

a poet een dichter 

an alliance een bondgenootschap 

eventually uiteindelijk 

to manage to erin slagen om 

to found stichten 

iron ijzer 

to defeat verslagen 

barely able amper in staat 

to defend verdedigen 

 
 

8.2.6 Digital materials on medieval demography 
 
All materials are collected on this website: https://sites.google.com/view/clilhistory/medieval-
demography  

 

¶ YouTube video: https://youtu.be/MnDUVGcCPBg  
o Video transcript:21 

Hello and welcome to this video about medieval demography. As you may know, 
demography is the statistical study of human populations. 
During the Middle Ages, European population numbers often fluctuated. Between the 
fourth and the seventh century, there were less people in Europe than before. The 
eighth century represented a turning point. Historians think that, from that time 
onwards, there was an average yearly population growth of 0,25 percent. By the year 
1000, between 50 and 60 million people lived in Europe. In comparison, the total 
world population at this point is estimated at 300 million. 
By the start of the 14th century, the European population had increased significantly, 
when there were probably around 70 or 80 million people. Famines and especially a 
plague epidemic in the first half of the 14th century caused a sharp decline. In some 
places, one third of the population died as a result of this disease. It was not until the 
15th century that European population numbers had reached the same level as in 
1300. But where do historians get these numbers? And what were the other causes 
for the fluctuations, besides the plague epidemic? 

 

21 Source: Draye, G., Brock, M., Cools, H. & Wils, K. (2011). Passages. 500-1500: De middeleeuwen. Averbode. 

https://sites.google.com/view/clilhistory/medieval-demography
https://sites.google.com/view/clilhistory/medieval-demography
https://youtu.be/MnDUVGcCPBg
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The numbers mentioned above are, of course, mere estimations. Even today, 
population numbers are not perfectly exact, as population numbers change all the 
time. But for the last few centuries, researchers have resources at their disposal which 
allow for pretty specific statistics. Since the end of the 18th century, local authorities 
all over Europe keep population registers, which keep track of every birth and death. 
However, such registers or other systematic sources did not exist in the Middle Ages. 
Hence historians who research medieval population numbers have to use other 
sources. 
Sometimes, landowners ordered lists of all their belongings in manorial records, 
documents listing the lands owned by a noble, as well as the names of the farmers 
who lived there. The English king William the Conqueror, for example, ordered an 
inventory of all lands in his kingdom, their owners and their belongings, in order to 
ƳŀƪŜ ǎǳǊŜ ǘƘŜ /Ǌƻǿƴ ǿƻǳƭŘƴΩǘ Ƴƛǎǎ ŀƴȅ ǘŀȄŜǎΦ ¢ƘŜ ǊŜǎǳƭǘ ƻŦ ǘƘƛǎ ǿŀǎ ǘƘŜ 5ƻƳŜǎŘŀȅ 
Book, published in the year 1086. It contains information about more than 13,000 
towns and villages in England and Wales. Another source for population estimates are 
so-called hearth countings. A hearth or cooking fire was the central place of a 
ƘƻǳǎŜƘƻƭŘΦ CƻǊ ŜǾŜǊȅ ƘƻǳǎŜƘƻƭŘΣ ǘŀȄŜǎ ƘŀŘ ǘƻ ōŜ ǇŀƛŘΣ ŀƴŘ ǘƘŀǘΩǎ ǿƘȅ ǊǳƭŜǊǎ ŎƻǳƴǘŜŘ 
hearths. When analysing these lists and taking into account that about five people 
needed one hearth, historians can make an estimate of the number of people in a 
certain region. 
Archaeological findings are yet another important source. Old burial sites and 
cemeteries enable us to check the average number of children per family, and the 
average age at death. These insights can then be linked to the information from 
written sources. 
What were the causes of population increase and decline? The population decline 
that started in the 4th century was caused by the Dark Ages Cold Period and the crop 
failures and diseases that went with it. The wars, migrations, and political chaos that 
came with the fall of the Western Roman Empire were another reason. But then the 
Medieval Warm Period made life a tiny bit easier. This and political stability 
contributed to population growth from the 8th century onwards. 
Around the year 1000, a variety of aspects led to a snowball effect. Population growth 
boosted agriculture, as more workers were available and the demand for agricultural 
products increased. As a consequence, farmers needed to increase their agricultural 
yield, and technological progress gave them the means to do so. The higher 
productivity led to agricultural surpluses, which were used to trade. In the 12th 
century, trade started to be centred in cities. Trade and urbanization also had a 
positive effect on population growth. Yet population numbers increased quite slowly, 
especially if we compare the medieval growth to the rapid growth since the Late 
Modern Period. This slowness was an advantage for medieval farmers, as it gave them 
the necessary time to adapt to the new needs. 
What caused the slowness of population growth? Part of the answer is found in the 
high mortality rates. Childbirth, for example, was quite dangerous. One out of seven 
ǿƻƳŜƴ ŘƛŜŘ ǿƘŜƴ ƎƛǾƛƴƎ ōƛǊǘƘΦ !ƴŘ ŜǾŜƴ ǿƘŜƴ ǘƘƛƴƎǎ ǿŜƴǘ ǿŜƭƭΣ ǿƘŜƴ ǘƘŜǊŜ ǿŀǎƴΩǘ 
any famine or plague, more than one in five children died before their fifth birthday. 
Moreover, mortality rates were higher in cities than in the countryside, as life in the 
former was much unhealthier. 
The slowness of population growth was also due to human agency. During the late 
Middle Ages, women usually married when they were between 20 and 25 years old, 
which was at a later average age than during previous centuries. Many women 
remained unmarried, and they got less children than married women. Laws on 
inheritance also played an important role. The inheritance would be divided between 
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all children. Hence, the less children a couple had, the bigger the inheritance part for 
each child. 
!ƭǎƻΣ ŎƻƴǘǊŀŎŜǇǘƛƻƴ ǿƻǊǘƘȅ ƻŦ ǘƘŜ ƴŀƳŜ ǿŀǎƴΩǘ ŀǾŀƛƭŀōƭŜΦ !ƳƻƴƎ ƻǘƘŜǊ ǘƘƛƴƎǎΣ ǿƻƳŜƴ 
used cotton tampons soaked in vinegar, which had a spermicidal effect. Needless to 
say, such methods were hardly reliable. Besides, medieval people had no idea how 
the menstrual cycle worked. It was not until the 1930s that it was fully understood. 
At the start of the 14th century, European population growth reached a dangerous 
turning point. Agricultural production could no longer keep up with population 
growth. It was also the start of the Little Ice Age, and there were some crop failures. 
An oversupply of labourers made wages drop. And because there was less food, food 
prices went up ς which caused famine. Add to that the Black Death plague epidemic 
in the first half of the 14th century, and you know why population numbers dropped. 
.ǳǘ ǘƘŜ ŘŜŎƭƛƴŜ ǿƻǳƭŘƴΩǘ ƭŀǎǘ ǘƘŀǘ ƭƻƴƎΦ .ȅ мпллΣ ǘƘŜ ǇƻǇǳƭŀǘƛƻƴ ǿŀǎ ƎǊƻǿƛƴƎ ŀƎŀƛƴΦ 
Food scarcity became less of a problem and wages went up again. Pressure on 
agriculture lessened as well. 
IŜǊŜ ȅƻǳ ƎŜǘ ŀƴ ƻǾŜǊǾƛŜǿ ƻŦ ƳŜŘƛŜǾŀƭ ŘŜƳƻƎǊŀǇƘȅΦ 5ƻƴΩǘ ŦƻǊƎŜǘ ǘƻ Ŧƛƭƭ ƛƴ ǘƘŜ DƻƻƎƭŜ 
Forms, and thanks for watching! 

 

¶ Google Forms: https://forms.gle/b56RKJGSJm6v4FfJA  
o Watch the YouTube video. Turn on English subtitles (CC). It's strongly recommended 

to watch twice (2x). 
o Which periods were characterized by population GROWTH? Check ALL correct 

options. 
Á 4th-7th century 
Á 8th-13th century 
Á First half of the 14th century 
Á Second half of the 14th century 
Á 15th century 

o Which example of a manorial record was mentioned in the video? 
Á Population register 
Á Domesday Book 
Á Hearth counting 
Á Burial site 

o How were farmers in the 11th century able to increase productivity? 
Á Technological progress 
Á Trade 
Á Urbanization 

o Which elements do you link with population DECLINE? Check ALL correct answers. 
Á Political stability 
Á Black Death 
Á Crop failure 
Á The MWP 
Á Later marriage age 
Á High child mortality 
Á Agricultural surpluses 

  

https://forms.gle/b56RKJGSJm6v4FfJA
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¶ Word list: 

ENGLISH NEDERLANDS 
demography demografie: statistische studie van de bevolking 

the population de bevolking 

to fluctuate schommelen, variëren, fluctueren 

a fluctuation een schommeling 

to represent voorstellen 

average gemiddeld 

in comparison ter vergelijking 

to estimate schatten 

an estimation een schatting 

to increase stijgen 

an increase een stijging 

significantly aanzienlijk 

a famine een hongersnood 

a plague epidemic een pestepidemie 

a decline een daling, een achteruitgang 

a disease een ziekte 

a cause een oorzaak 

a researcher een onderzoeker 

at your disposal tot je beschikking 

local authorities plaatselijke besturen 

a population register een bevolkingsregister 

systematic systematisch 

belongings bezittingen, eigendommen 

landowners grondbezitters 

manorial records domeinbeschrijvingen 

a farmer een landbouwer 

William the Conqueror Willem de Veroveraar 

an inventory een inventaris 

taxes belastingen 

to publish a book een boek uitgeven 

to contain bevatten 

villages and towns dorpen en steden 

population estimates bevolkingsschattingen 

hearth countings haardtellingen 

a hearth een haard 

a household een huishouden 

archaeological findings archeologische vondsten 

a burial site een begraafplaats 

to enable somebody to iemand in staat stellen om 

a crop failure een misoogst 

to contribute to something bijdragen aan iets 

a variety een verscheidenheid 

agricultural yield landbouwopbrengst 

demand vraag 

supply aanbod 

progress vooruitgang 

agricultural surpluses landbouwoverschotten 

trade handel 

urbanization verstedelijking 

an advantage een voordeel 

mortality rates sterftecijfers 

childbirth bevalling 

child mortality kindersterfte 

the countryside het platteland 

urban stedelijk 

rural landelijk 

inheritance erfenis 
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to divide verdelen 

contraception anticonceptie, voorbehoedsmiddelen 

cotton katoen 

vinegar azijn 

spermicidal zaaddodend 

hardly reliable amper betrouwbaar 

besides trouwens, bovendien 

the menstrual cycle de menstruatiecyclus 

a turning point een keerpunt 

an oversupply een overaanbod 

the wages dropped de lonen daalden 

scarcity schaarste 

pressure druk 

 
 

8.2.7 Digital materials on the Carolingians 
 
All materials are collected on this website: https://sites.google.com/view/clilhistory/carolingians  
 

¶ YouTube video: https://youtu.be/twglBhY2Puo  
o Video transcript:22 

Hello and welcome to this video about the rise and fall of the Carolingian empire. In 
the 5th century AD, the western world changed quite a bit. German tribes had spread 
everywhere and had founded new kingdoms. But what happened to western Europe 
in the centuries thereafter? One central figure was Charlemagne, who ruled the 
Carolingian Empire. In this video, we will ask ourselves three questions: first, what led 
up to the formation of the Carolingian Empire? Second, what important events 
occurred during Charlemagne's rule? In other words, why was he such an important 
ruler? Third, what caused the decline of the Carolingian Empire? 
First, what led up to the formation of the Carolingian Empire? After the fall of the 
Western Roman Empire in the 5th century, the Frankish Kingdom was formed. At first, 
it was ruled by the Merovingian dynasty. Now, every time a Merovingian king died, 
the Kingdom was divided among the king's sons, resulting in the division and 
fragmentation of the realm. Things would change in the 8th century when a man 
named Charles Martel came to power. He was not a Merovingian king, but a 'Mayor 
of the Palace'. You could compare this function to that of a Prime Minister. The real 
power rested with him. Charles Martel restored Frankish unity and drove the Arabs 
back into Spain at the Battle of Poitiers in 732. Charles Martel's successor as Mayor of 
the Palace was Pepin the Short. Pepin found it quite unfair that actually he had all the 
power, yet he had no royal title. The Pope agreed, and in 751, Pepin was crowned king 
with papal approval. He was the first king of the Carolingian dynasty. In 748, Pepin's 
son and heir to the Frankish throne was born: Charlemagne. 
Second, what important events occurred during Charlemagne's rule? Charlemagne 
did not allow the nobles to have ownership of their lands. He merely allowed them 
the right to enjoy the use and profits of these lands (a fancy word for this is 'usufruct'). 
In return, the nobles had to swear an oath of allegiance to the king. In this way the 
nobles were forced to commit themselves to the king. Charlemagne also strengthened 
the central government by developing and improving the administration. The royal 
administration resided in Aachen, a city in present-day Germany. As a result, the Low 
Countries were no longer in the periphery of the Empire, but they formed part of its 

 

22 Source: De Wever, F. (2001). Historia 3. Uitgeverij Pelckmans. 

https://sites.google.com/view/clilhistory/carolingians
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