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ABOUT CAMBRIDGE ENGLISH LANGUAGE ASSESSMENT

About Cambridge English
Language Assessment

TKT (Teaching Knowledge Test) is developed by Cambridge English
Language Assessment, a not-for-profit department of the University
of Cambridge.

We are one of three major exam boards which form the Cambridge
Assessment Group (Cambridge Assessment). More than 8 million
Cambridge Assessment exams are taken in over 170 countries
around the world every year.

5 UNIVERSITY OF
CAMBRIDGE

One of the oldest universities in the world
and one of the largest in the United Kingdom

Departments of the University

CAMBRIDGE ASSESSMENT

Cambridge Assessment: the trading name for the

\ University of Cambridge Local Examinations Syndicate (UCLES) /

Departments (exam boards)

l
~ R

Cambridge English Language
Assessment

Y CAMBRIDGE ENGLISH
§ Language Assessment
Part of the University of Cambridge

Provider of the world's most
valuable range of qualifications for
learners and teachers of English

Cambridge International \
Examinations

4 CAMBRIDGE

International Examinations

Prepares school students for life,
helping them develop an informed
curiosity and a lasting passion for

\ learning /

e
O C R One of the UK's leading providers

OCR: Oxford Cambridge and RSA
Examinations

Oxford Cambridge and RSA of qualifications

N _/

The world’s most valuable range of English
qualifications

We develop and produce the most valuable range of qualifications for
learners and teachers of English in the world. Over 5 million people in
130 countries take our exams every year.

We offer assessments across the full spectrum of language ability.
We provide examinations for general communication and for
professional and academic purposes. All of our English language
exams are aligned to the principles and approach of the Common
European Framework of Reference for Languages (CEFR).

2 TKT: CLIL HANDBOOK FOR TEACHERS

To find out more about Cambridge English exams and the CEFR, go to
www.cambridgeenglish.org/cefr

Cambridge English Teaching Qualifications

Our internationally recognised teaching qualifications provide

a route into the English language teaching profession for new
teachers and a comprehensive choice of career development for
experienced teachers.

Supporting teachers

Cambridge English Teaching Qualifications such as TKT form an
important part of our teacher development range. All of our teaching
qualifications are mapped onto the Cambridge English Teaching
Framework, which is designed to help teachers identify where

they are in their career, plan where they want to get to and identify
development activities to get there.

Proven quality

Our commitment to providing assessment of the highest possible
quality is underpinned by an extensive programme of research and
evaluation, and by continuous monitoring of the marking and grading
of all Cambridge English exams. Of particular importance are the
rigorous procedures which are used in the production and pretesting
of question papers.

All our systems and processes for designing, developing and
delivering exams and assessment services are certified as meeting
the internationally recognised 1ISO 9001:2015 standard for quality
management and are designed around five essential principles:

Validity - are our exams an authentic test of real-life English or
teaching knowledge?

Reliability - do our exams behave consistently and fairly?

Impact - does our assessment have a positive effect on teaching and
learning?

Practicality - does our assessment meet candidates’ needs within
available resources?

Quality - how we plan, deliver and check that we provide excellence
in all of these fields.

How these qualities are brought together is outlined in our
publication Principles of Good Practice, which can be downloaded free
from www.cambridgeenglish.org/principles


http://www.cambridgeenglish.org/cefr
http://www.cambridgeenglish.org/principles

CAMBRIDGE ENGLISH TEACHING QUALIFICATIONS - AN OVERVIEW

Cambridge English Teaching Qualifications - an overview

The following qualifications are available to teachers through Cambridge English Teaching Qualifications centres:

Candidate requirements Qualification features
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TKT: CLIL Primary,
(Content and Language Not essential Not required secondary or O O
Integrated Learning) adults
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The following courses and qualifications are available to teachers through institutions and educational authorities:
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CAMBRIDGE ENGLISH TEACHING FRAMEWORK

Cambridge English Teaching Framework - at the heart of professional
development

We developed the Cambridge English Teaching Framework:

* to help teachers identify where they are in their professional career
* to help teachers and their employers think about where they want to go next and identify development activities to get there.

Foundation Developing

* Has a basic understanding of some * Has a reasonable understanding of many
language-learning concepts. language-learning concepts.

Learning and the « Demonstrates a little of this understanding « Demonstrates some of this understanding
Learner when planning and teaching. when planning and teaching.

* Has a basic understanding of some * Has a reasonable understanding of many
key principles of teaching, learning and key principles of teaching, learning and
assessment. assessment.

* Can plan and deliver simple lessons with a * Can plan and deliver lessons with some
basic awareness of learners' needs, using awareness of learners' needs, using a
Teaching, Learning core teaching techniques. number of different teaching techniques.

and Assessment * Can use available tests and basic * Can design simple tests and use some
assessment procedures to support and assessment procedures to support and
promote learning. promote learning.

* Provides accurate examples of language * Provides accurate examples of language
points taught at ATand A2 levels. points taught at A1, A2 and B1 levels.

Language Ability * Uses basic classroom language which is * Uses classroom language which is mostly
mostly accurate. accurate.

* Is aware of some key terms for describing * Has reasonable knowledge of many key
language. terms for describing language.

Language Knowledge » Can answer simple learner questions with » Can answer most learner questions with
and Awareness the help of reference materials. the help of reference materials.

* Can reflect on a lesson with guidance and * Can reflect on a lesson without guidance
learn from feedback. and respond positively to feedback.

Professional * Requires guidance in self-assessing own * Can self-assess own needs and identify
Development needs. some areas for improvement.

and Values

4 TKT: CLIL HANDBOOK FOR TEACHERS



CAMBRIDGE ENGLISH TEACHING FRAMEWORK

Proficient

* Has a good understanding of many * Has a sophisticated understanding of
language-learning concepts. language-learning concepts.
* Frequently demonstrates this understanding * Consistently demonstrates this
when planning and teaching. understanding when planning and teaching.
* Has a good understanding of key principles * Has a sophisticated understanding of
of teaching, learning and assessment. key principles of teaching, learning and
« Can plan and deliver detailed lessons with assessment.
good awareness of learners’ needs, using a * Can plan and deliver detailed and
wide range of teaching techniques. sophisticated lessons with a thorough

understanding of learners’ needs, using a

* Can design effective tests and use a range | ) )
comprehensive range of teaching techniques.

of assessment procedures to support and

promote learning. * Can design a range of effective tests and
use individualised assessment procedures
consistently to support and promote

learning.

* Provides accurate examples of language * Provides accurate examples of language
points taught at A1, A2, B1and B2 levels. points taught at A1-C2 levels.

* Uses classroom language which is * Uses a wide range of classroom language
consistently accurate throughout the which is consistently accurate throughout
lesson. the lesson.

* Has good knowledge of key terms for * Has sophisticated knowledge of key terms
describing language. for describing language.

« Can answer most learner questions with * Can answer most learner questions in detail
minimal use of reference materials. with minimal use of reference materials.

* Can reflect critically and actively seeks * Consistently reflects critically, observes
feedback. other colleagues and is highly committed to

« Can identify own strengths and weaknesses professional development.
as a teacher, and can support other * |s highly aware of own strengths and
teachers. weaknesses, and actively supports the

development of other teachers.

See the full version of the framework for detailed competency statements: www.cambridgeenglish.org/teaching-framework

TKT: CLIL HANDBOOK FOR TEACHERS 5
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CONTINUING DEVELOPMENT OPPORTUNITIES AT EVERY LEVEL

Continuing development opportunities at every level

Our teaching qualifications and range of teacher support are mapped onto the framework, so teachers and
educational institutions can find the combination of development activities that suits them best.

Foundation Developing Proficient Expert

CELTA

—
A
—

CELT-P

CELT-S

Language for Teaching

ICELT

Courses and qualifications

Delta

EMI Skills

Train the Trainer

Online teaching support

Face-to-face seminars

Resources

Methodology titles from Cambridge University Press

See page 29 for more information about Cambridge English teaching courses and qualifications.
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Content and Language Integrated
Learning (CLIL) explained

What is CLIL?

CLIL describes an evolving approach to teaching and learning
where subjects are taught and studied through the medium of a
non-native language.

The experience of learning subjects through the medium of a
non-native language can be more challenging and intensive than
conventional language lessons. Learners are exposed to a broader
range of language while simultaneously gaining knowledge and skills
in different areas of the curriculum. In CLIL, learning a curricular
subject (Geography for example) in a second or third language
involves drawing on effective pedagogical practice from a range of
different educational contexts.

CLIL - a variety of approaches

There are many different types of CLIL programmes around the world,
ranging from full immersion to short 20-30-minute subject lessons

in the target language. Subjects may be taught by subject specialists
or by language teachers. In some countries classroom assistants
support the learners too. There are also contexts where CLIL is used
to integrate learners (often from minority language groups) into
mainstream classes. Examples of these programmes are English as an
Additional Language (EAL) in Britain and Content Based Instruction
(CBI) in the US.

The benefits of CLIL

There are many advantages to the CLIL approach: it develops
confident learners, enhances academic cognitive processes and
communication skills, and encourages inter-cultural understanding
and community values.

In addition, research shows that learners become more sensitive to
vocabulary and ideas presented in their first language as well as in the
target language and they gain more extensive and varied vocabulary.
Learners reach proficiency levels in all four skills of listening, speaking,
reading and writing far beyond what is expected in other English
programmes for young learners. This success is shown in ICT

skills too.*

In secondary schools, research indicates that effects are beneficial,
and that: ‘CLIL leads to better English proficiency, that it has

no negative effect on L1 proficiency, nor on the pupils’ subject
knowledge**; and that it ‘induces the learner to be more cognitively

Tk

active during the learning process

The global need for language learning, particularly for English, has
created a demand for new ways of teaching languages. CLIL is a
flexible and effective approach which is being used to respond to
this need. Many teachers of curricular subjects are finding they can
develop professionally by adding CLIL to their range of skills.

* Johnstone, R and McKinstry, R (2008) Evaluation of Early Primary Partial
Immersion (EPPI). www.scilt.org.uk

** Coleman, L (2006) CLIL behind the dykes; the Dutch bilingual model in IATEFL,
YLSIG Journal.

***Van de Craen, P, Mondt, K, Allain, L and Gao, Y (2008) Why and How CLIL
Works, Vienna English Working Papers 16, 70-78. Available at researchgate.net/
publications (accessed 9 November 2016).

TKT: CLIL | INTRODUCTION

Introduction to TKT

TKT tests knowledge about English language teaching. The tests are
designed to encourage teachers in their professional development
by providing a step in their progression on the Cambridge English
Teaching Framework. Candidates can also use TKT to access further
training and enhance career opportunities.

TKT - an overview

TKT is divided into separate modules. Candidates can take them all,
or choose the modules that meet their needs. A certificate is received
for each module completed.

The core modules are designed to provide a foundation in the
principles and practice of English language teaching:

*  TKT: Module T- Language and background to language learning
and teaching

»  TKT: Module 2 - Lesson planning and use of resources for
language teaching

»  TKT: Module 3 - Managing the teaching and learning process.

Teaching knowledge is assessed by means of objective-format tests,
which are simple to administer and to take.

There are further specialist modules, which can be taken separately
or added to the core modules:

»  TKT: CLIL (Content and Language Integrated Learning)
»  TKT: Young Learners (YL).

Please note: TKT: KAL (Knowledge about Language), TKT: Practical and
computer-based TKT Modules 1, 2 and 3 are no longer available after
December 2016.

The aims of the modular format

The format is designed to be accessible and offer candidates
maximum flexibility, and therefore does not include a compulsory
course component. However, it is likely that centres and other
institutions will wish to offer courses for TKT preparation.

What can successful candidates do with TKT?

TKT increases teachers’ confidence and enables them to progress to
other Cambridge English Teaching Qualifications.

TKT is recognised as an English language teaching qualification by
many organisations and institutions around the world.

TKT: CLIL HANDBOOK FOR TEACHERS 7
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TKT: CLIL | INTRODUCTION

TKT: CLIL - an overview

TKT: CLIL is a test of knowledge of Content and Language Integrated
Learning and concepts related to a CLIL approach. It tests knowledge
about teaching subjects in English to speakers of other languages and
the learning, thinking and language skills which are developed across
different curriculum subjects.

TKT: CLIL tests knowledge of how to plan lessons, as well as
knowledge of activities and resources used to support a CLIL
approach. It also tests knowledge of teaching strategies and how
assessment is carried out in CLIL contexts.

Who is TKT: CLIL suitable for?

TKT: CLIL is suitable for subject teachers who need to teach their
curricular subjects in English, English language teachers who teach
curricular subjects in a second language and English as an Additional
Language (EAL) teachers working within mainstream classes.

It can also be taken by:

*  pre-service teachers

* teachers who wish to refresh their teaching knowledge

» teachers who are moving to teaching English after teaching
another subject.

Entry criteria and language requirements

Candidates are not required to fulfil any specific entry criteria for
TKT: CLIL. There are no formal English language requirements;
however, candidates are expected to be familiar with language
relating to the practice of English language teaching. The TKT
Glossary and TKT: CLIL Glossary can also be downloaded from
www.cambridgeenglish.org/tkt

Test structure

The TKT: CLIL module consists of a timed pencil-and-paper test,
featuring 80 multiple-choice questions.

It tests candidates’ knowledge of concepts related to a CLIL approach
to teaching and learning, rather than their subject knowledge,
proficiency in the English language, or their performance in classroom
situations.

8 TKT: CLIL HANDBOOK FOR TEACHERS

Approaches to teaching and learning

A range of approaches to teaching and learning may be covered

in the test. Materials are carefully selected so that they are fair to
candidates from all backgrounds and teaching contexts. Knowledge
of communicative and other approaches to teaching is expected,
as is familiarity with the common terminology of English language
teaching (a non-exhaustive list of teaching terminology and
definitions is provided in the TKT Glossary and TKT: CLIL Glossary).

Sources and text types for TKT: CLIL preparation

Extracts, original or adapted, from the following sources may feature
in TKT: CLIL:

*  CLIL coursebooks, activity books or supplementary materials,
including CLIL materials found online

* the TKT Glossary and the TKT: CLIL Glossary

= articles relating to CLIL from journals, magazines and the internet
* diagrams and other visuals

* descriptions of classroom situations.


http://www.cambridgeenglish.org/tkt

Support for candidates and course
providers

Support and general information for TKT: CLIL, including a
downloadable version of this handbook, can be found at
www.cambridgeenglish.org/tkt

Materials for course providers

For course providers, teacher training session plans and other trainer
resources can be found at www.cambridgeenglish.org/resources-
for-teachers

We also run free seminars and webinars for teachers, with replays
available on Cambridge English TV:

Webinars for teachers:
www.cambridgeenglish.org /webinars

Seminars and events:
www.cambridgeenglish.org/events

Cambridge English TV:
www.youtube.com/cambridgeenglishtv

Preparing for TKT: CLIL

It is not necessary to complete a course to enter for TKT: CLIL.
Candidates can prepare for their exam independently, or can
if they prefer, follow a course provided by an exam or teaching
qualification centre.

Official Cambridge English preparation materials for TKT: CLIL
have been jointly developed by Cambridge English and Cambridge
University: www.cambridge.org/cambridgeenglish

Pretesting

Pretesting of TKT test material provides us with valuable information
about candidates’ performance on particular tasks. Pretesting is
also useful for centres or institutions, as it gives candidates the
opportunity to familiarise themselves with TKT task types under
test conditions and to receive feedback on areas of strength

and weakness.

If your centre or institution would like to be involved in TKT pretesting,
find out more at www.cambridgeenglish.org/about-pretesting

Further information

Contact your local authorised exam centre or teaching qualification
centre, or our helpdesk at www.cambridgeenglish.org/helpdesk for:

*  details of entry procedure

*  current fees

* details of exam sessions

* more information about TKT and other Cambridge English
Teaching Qualifications and exams.

TKT: CLIL | INTRODUCTION

TKT: CLIL administration

Entry procedure

Candidates must enter through an authorised Cambridge English
examination or teaching qualification centre. For a list of centres, go
to www.cambridgeenglish.org/teachingcentresearch

TKT: CLIL is available throughout the year and examination centres
select their own test dates. Entries must be made at least six weeks in
advance of a test date.

Please note that more notice may be necessary if candidates have
special requirements and therefore need special arrangements
(see section on Special Circumstances).

For copies of the Regulations and more details on entry procedure,
current fees and further information about this and our other
examinations, contact your local examination centre.

Results

Candidates receive a certificate for each module taken. Candidate
performance is reported using four bands.

Band | A candidate at this level demonstrates

4 extensive knowledge of 7KT: CLIL content areas

breadth and depth of knowledge of TKT: CLIL content areas

2 basic, but systematic knowledge of TKT: CLIL content areas
‘I limited knowledge of TKT: CLIL content areas

Notification of results

TKT results are issued to centres approximately two to four weeks
after we receive the answer sheets in Cambridge.

Please note that despatch of candidates’ results will be delayed
if they need special consideration or if malpractice is suspected
(see section on Special Circumstances).

Enquiries on results must be made through the candidate’s centre.

Appeals procedure

We provide a service to enable centres to appeal, on behalf of
candidates, against assessment decisions that affect grades awarded
to candidates, e.g. decisions relating to results and decisions relating
to irregular conduct.

Candidates should first contact their centre for advice.
For more information about the appeals procedure, go to
www.cambridgeenglish.org/help/enquiries-and-appeals

TKT: CLIL HANDBOOK FOR TEACHERS 9
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Special Circumstances

Cambridge English exams are designed to be fair to all test takers.

This commitment to fairness covers:

Special arrangements

These are available for candidates with a permanent or long-term
disability. Consult your Centre Exams Manager (CEM) for more
details.

Special consideration

We will give special consideration to candidates affected

by adverse circumstances such as illness or bereavement
immediately before or during an exam. Applications for special
consideration must be made through the centre no later than

10 working days after the exam date.

Malpractice

We will investigate all cases where candidates are suspected of
copying, collusion or breaking the exam regulations in some other
way. Results may be withheld while they are being investigated,
or because we have found an infringement of regulations. Centres
are notified if a candidate’s results have been investigated.

For more information about Special Circumstances go to
www.cambridgeenglish.org/help

10
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TKT: CLIL test overview

Overview

TIMING 1 hour 20 minutes

NO. OF QUESTIONS 80

TASK TYPES Obijective tasks, such as matching
and multiple choice.

ANSWER FORMAT Candidates indicate their answers by
shading the correct boxes on their
answer sheets.

Candidates should use a pencil.

MARKS Each question carries 1 mark.

s

TKT: CLIL TEST OVERVIEW
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SYLLABUS

Syllabus

TKT: CLIL is an examination for both subject teachers and English
language teachers involved in CLIL programmes.

It tests knowledge of the aims and rationale of a CLIL approach
and knowledge of CLIL from a teaching perspective: the planning,
teaching and assessment of CLIL. It also focuses on teachers’

Knowledge of CLIL and principles of CLIL

This part of the TKT: CLIL module tests candidates’ knowledge of a
CLIL approach and knowledge of the learning, cognitive, language and
communication skills across the curriculum.

Possible testing focus

*  CLILaims
The 4 Cs (Coyle) - Content, Communication, Cognition

awareness of learning demands (content, language, communication,

cognition) and support strategies for learners in CLIL programmes.

Title

Areas of teaching
knowledge

Task types and format

Knowledge
of CLIL and
principles of
CLIL

aims of and rationale for CLIL
knowledge

language across the
curriculum

communication skills across
the curriculum

cogpitive skills across the
curriculum

learning skills across the
curriculum

4 tasks consisting of

25 questions.

Tasks include matching and
multiple choice.

Lesson
preparation

planning a lesson or a series
of lessons

language demands of
subject content and
accompanying tasks
resources including multi-
media and visual organisers
materials selection and
adaptation

activity types and their
purposes

4 tasks consisting of

25 questions.

Tasks include matching and
multiple choice.

Lesson delivery

classroom language
scaffolding content and
language

methods to help learners
develop leaming strategies

consolidating learing and

3 tasks consisting of
20 questions.

Tasks include matching and
multiple choice.

differentiation
Assessment « focus of assessment 2 tasks consisting of
* types of assessment 10 questions.
* support strategies Tasks include matching and

multiple choice.

12 TKT: CLIL HANDBOOK FOR TEACHERS

and Culture (the 4th C is sometimes called Citizenship or
Community).

BICS (Basic Interpersonal Communicative Skills) and CALP
(Cognitive Academic Language Proficiency) (Cummins) -
differences in cognitive demands of teaching materials (see
separate TKT:CLIL Glossary).

CLIL aims to:

© introduce learners to new ideas and concepts in curricular
subjects

© improve learners' performance in both curricular subjects and
the target language

© encourage stronger links with the citizenship curriculum

© increase learners’ confidence in the target language

©  make the content subject the primary focus of classroom
materials

© enable learners to access curricular subjects by modifying
lesson plans to take into account pupils’ ability in the target
language

©  provide cognitively challenging materials from the beginning

o provide scaffolding to support learning of content and
language.

Language across the curriculum

The language demands of curricular subjects so that learners can

understand and communicate (listening, speaking, reading and

writing). These include features such as:

o the use of present, past and future forms (but not in any
more detail e.g. present perfect continuous)

o comparative/superlative forms

o modal verbs for expressing: ability; certainty; deduction;
obligation; permission; prediction; preference; possibility;
probability; prohibition; speculation

o conditionals

o passive forms

o imperatives

o questions

o reported speech

o personal and impersonal pronouns

o time expressions

o  connectors (and, but, or, because)

o collocations

8 synonyms

o opposites

o use of specialist subject vocabulary.

Communication skills across the curriculum

This includes features such as:

o agreeing or disagreeing

o asking questions

o clarifying what has been said

o comparing and contrasting

o describing cause and effect; diagrams; images; a process
o evaluating work (own and others")

o expressing ideas



o giving examples; information; reasons
o hypothesising

8 jinstructing

o interpreting data

o justifying answers or opinions

o persuading

o predicting

o presenting solutions; presenting work
o stating facts and opinions

o suggesting changes; ideas.

*  Cognitive skills across the curriculum

*The six main cognitive processes are listed below with

associated verbs and examples of activities which develop these

thinking skills:

o remembering: recognise, recall (activities: label, list, identify,
match, name, recite, spell, state facts, tell)

o understanding: explain, interpret (activities: classify,
compare, define, describe, draw, give examples, order,
predict, sequence, translate)

o applying: carry out, do (activities: calculate, experiment, find
out, interview, prepare, present, research, show)

o analysing: examine, reason (activities: analyse, choose,
decide, deduce, examine, give reasons, justify, show the
difference between, solve)

o evaluating: evaluate, assess (activities: conclude, consider,
give an opinion, judge, prove, rate, recommend)

o creating: make, produce (activities: build, change, compose,
create, design, imagine, invent).

*Adapted from Coyle, Hood and Marsh (2010). CLIL: Content and

Language Integrated Learning, Cambridge: Cambridge University

Press.

* Learning skills across the curriculum
This includes features such as:
o carrying out investigations
o drafting, writing and editing work
o estimating then checking or measuring
o guessing from context
o Jocating, organising and interpreting information
o note-taking
o planning
o recording results
o reviewing
o setting own learning goals
o scanning and skimming text
o selecting and using reference materials
8 summarising
o transferring information from one source to another.

Lesson preparation

This part of the CLIL module tests candidates’ knowledge of planning,
teaching and assessing curricular subjects taught through the
medium of English.

Possible testing focus

* Planning a lesson or series of lessons
o teaching objectives
o |earning outcomes
o activating prior knowledge
o tasks to develop the 4Cs: content, communicative and
cognitive skills, focus on culture
o differentiation

SYLLABUS

0 support strategies

o learner interaction

@ resources

o Can Do statements

o links to other curricular subjects.

Language needed to deliver subject content and accompanying
tasks
o word and sentence-level features of oral and written language
o text types (genre) in CLIL and their features: layout,
organisation, purpose:
discussion: balanced argument, essay, one-sided
argument
explanation: process, cycle, cause and effect
procedure: instructions (technical or general)
persuasion: advertisement, notice, proposal, review
recount: account of an event or an experiment,
autobiography, biography, diary
report: article, description of characteristics of something
e.g. scientific, historical, geographical
o other text types: letter, narrative, email.

Resources
°  multimedia: visual, auditory, digital
© graphs: bar chart, pie chart and line graph
© visual organisers and their purposes:

Carroll diagram

cause-effect or process diagram

cycle

flowchart

grid

identification key (binary)

mind map

quadrant

storyboard

T-chart

table

timeline

tree diagram

Venn diagram

(See TKT: CLIL Glossary for examples and purposes of visual
organisers)
o ICTinCLIL
adding animation
stillimages and diagrams
changing and interpreting digital images
collating information on spreadsheets
creating PowerPoint presentations
designing and using a database
doing web searches
using draw or paint software
word processing
© purposes for using resources and ICT to encourage student
talking time (STT) - exchanging and sharing information; to
present and revisit subject vocabulary; to encourage learner
autonomy; to provide learning support; to handle data; to
develop enquiry skills; to be creative.

Materials selection and adaptation

Ways of using and adapting materials for CLIL:
o adding visuals and diagrams

o omitting unnecessary detail

o simplifying language

TKT: CLIL HANDBOOK FOR TEACHERS 13



SYLLABUS

0 paraphrasing vocabulary
o highlighting key subject vocabulary
o inserting a word bank or glossary
o reordering activities to progress from least to most
demanding
0 using a variety of layout designs, font sizes and styles
0 personalising topics
0 adding web links.
»  Activity types and their purposes
o classifying words, numbers or objects into groups
o dictation: whole class, group and pair
o feature identification
o freeze frames
o gap-fill
o information transfer (to use subject-specific language in a
different content or medium)
o interviews and hot seat
o l|abelling
°  matching
°  multiple choice
o ordering letters, words, sentences and paragraphs
o poster presentations
o predicting from images, words, titles, sentences, sound or
objects
©  pyramid discussion
© questionnaires
©  summarising
o true/false; yes/no
o word, sentence, diagram, text completion
° word searches
©  Purposes of activities could include:
revisiting subject-specific language
developing communicative and/or cognitive skills
developing accuracy
developing fluency
encouraging collaborative learning
developing creativity
personalising learning
encouraging learner autonomy.

Lesson delivery

Possible testing focus

»  Classroom language

o Use of questions to scaffold and promote thinking: lower
order talk (what, where, when, who) — higher order talk
(why, how, what is the evidence, what do you think of ...?).

o Purpose: presenting subject content, developing
understanding, commenting on what's happening during
practical work, developing learners’ communicative and/
or cognitive skills, discussing ideas, encouraging learners,
explaining subject concepts, instructing, modelling subject
language, questioning, recasting, classroom management.

°o  Ways of encouraging student talking time: pair work; task-
based learning; group presentations; role play; explaining
results; peer and group feedback.

» Scaffolding content and language
This includes features such as:
o allowing longer wait time(s)
0 breaking down tasks into small steps
0 creating interest in the subject
0 doing practical demonstrations

14 TKT: CLIL HANDBOOK FOR TEACHERS

o giving constructive feedback

o providing word banks, glossaries, sentence support and
language frames for input and output of content and
language

o providing models of effective work

o relating subject topics to personal experience

o allowing some use of the L1 (code switching).

Methods to help learners develop learning strategies

This includes features such as:

o encouraging predicting and estimating skills

o encouraging personalising of content

o encouraging risk taking - not worrying about mistakes

o encouraging guessing from context

o helping set learners’ own learning goals

o helping develop study skills - using dictionaries, the internet,
reading around subject concepts

o encouraging use of visual prompts to aid memory

o helping take quick and accurate notes

o encouraging reviewing of vocabulary and ideas

o encouraging questions and problem solving.

Consolidating learning

This includes features such as:

o reminding; repeating; demonstrating again

o directing to further practice; directing learners to help others
o revisiting concepts through a different medium

o making links with other curricular subjects.

Differentiation

o Providing less challenge:
(modified input) providing additional language frames,
word banks, glossaries in L1 and target language,
additional visual support, simplified texts
(modified output) answering fewer questions, producing
shorter texts
(modified outcome) e.g. produce a simple design rather
than a complex one.

o Providing more challenge:
checking own work
helping peers
doing extension activities
designing activities for others.

Assessment

Possible testing focus

Focus of assessment: content and/or language; cognitive skills;
learning skills; practical skills; communication skills.

Types of assessment: formative, summative, peer, self, portfolio,
performance.

Use of Can Do statements, use of criteria.

Support strategies:

© changing vocabulary

o simplifying language structures

© adding visuals

©  some use of L1 or target language glossaries
°  modifying test instructions

©  providing additional examples

o allowing extra time

©  repeating oral instructions in L1

o reading instructions aloud

o explaining instructions

o allowing questions from learners in L1.



SAMPLE PAPER

—
—]

sunou jo swioj [eanid pue Jeinbuis 9
sjeuopipuod g
sbBuljeay Buissaidxa 1oy Aigjngqeson

slgey Bunes
Ajiep jnoge Jauped e yym Buiy|e} pue el}sayslo UE Jo suoljoas ayj Jnoge Jajsod e Bujjjage] E

yoaads payodas 9o
soAjesedwod g
awy jo suolsodaid

$81JUN0J 931y} INoge
108(oid dnoub e Buiop pue s)ueq [eoo| AQ PaIajo SDIAISS JNOJE SUOIIEPUSLILOI) BUIA _m_

Aiengeoon [eouyosy 9
aoe(d jo suopyisodaid g
swiojaunny

Gm._o.abouw_:a:o‘_m
1Xau 8y} 1o} Jeym saop oym Bujuueld pue juswiuadxe aous|os € Jo s)nsal sy} Bunoipaid _M_

swioj uoysenb 9
sonjeadns g
oIApe BuInIb Joj sqian [epow W

Hodsuely Jnoge Asnins sse|o e Bujubisap pue wajqoid syjew e Bunpy E

BuliAul 10} SQUSA [epowl D
sanesadw aalsod g
asusyiseday; v

aweb Joyndwos
e Buisn Joj suoponusul Bunum pue swoy ayy ul ABisua Buines Jnoge jsjes) e Buonpold

Aouanbauy jo squanpe D
sosug)jjuesaid g
splom Buousnbes ¢

adeospue| e Buiquosap pue ay1isip/al| A8y} spods ayj Jnoge Jusapnis Jayjoue Buimairiaiu] _M_

uopjebijqo Buissaidxa o} sqian [lepow D
sanljesadw annebau g
swioj oAlssed ¢

SJed Jojow Isily 8y} Jo AIoisiy ayj Jnoge Aessa ue Bunuum pue syiom abpuy e moy Buiquosaq

"JoYs Jamsue INoA uo (9 Jo g ‘y) Jepa| 1081100 8y} ey
"se} oy} saydjew yoym abenbuel jo ainyesy sy} 8sooy)

‘(9 pue g ‘y) abenbue) jo sainjea} 9a1y} ay} pue Syse} ayj je 300] ‘¢ — g suonsanb Jo4

*aouepodul Jo Japio Ul Aje}| Jo uopeoiun ay) 0} Buipes| si0joe} 8y} yuel sisuies

'sAep [euoijeu Juaiayip 8)eIqaja0 0} Pasn SJE SUSWINIISUI [eDISNW MOY UDJEaSaI SIaules

‘wa)sAs aA)sabip ay} jo welbelp e |aqe| siaules

‘sjoefoid Bupeyew Jiay} Joj uoewoUl pasayied sejewsse|o Jisy) Moy Jno puly SIouIesT

‘suaddey siyy Aym Japisuoo
pue ‘Buds |99)s e jo yjbus| ay} uo aAey sybliam Jualayip Jey) 0848 aY) SAISSQO SIauIedT

‘dew plom ay} uo saoeds 8y} Ul siejigey Jualayip Jo saweu ayj nd sisulea

'S31}9100S JuaIayIp Ul iy Buidesy 0} sepnye INoge N0 puly sisules

AJOE WOooIsse|)

2In)|nd Jo ssaualeme aSIel 0}
s|Is aAnuboo dojansp o}

SIS uopesuUNWWOod dojaAsp o}

< o O A

Ale|ngeosoA Jusjuod Uo SNoo} 0}

saAnoalqo Buluiea| uiepy

"Joays Jamsue InoA uo (qQ — V) Jo9] 1081100 3y} Yiep

'd - V Pajsl| saAoa(qo Bujuses| ulew ay} Yim SaliIAIJOE WOOISSE[D 8} Ydjew ‘2 — | suolsanb Jo4

15

CLIL HANDBOOK FOR TEACHERS

TKT:



SAMPLE PAPER

sisayjodAy e Buisiubooas 9
uonewJoyul bupedwoo g
ejep woyy Bupnpap v

'sake umoliq aAey 0}

81e UBIP|IYD BY} A[oXI| MOY INO HIOM PUE ‘pajIayul SI INojod 8As MOY Joj S8|nJ 8say} Je 4007 @

sisayjodAy e Bunsay

‘paje|nojed noA yeym
S| 8woou| J1ay} JI 89s pue ‘sAed uosiad yoes xe) Jo Junowe ay} Joy abejuasiad ay) abueyn

Buysinbunsip - 9
Buisodwoo g
Bunejnojes v

“18)em Bunsem jnoge Jajsod e uo ob o} welbelp e ubisep ‘sdnoib 1noA uj @

Buiuoseas 9
Bupsensuoo g
Buuibewr vy

'sAem @say) Ul PAAJOAS |e 8ABY YSl 8S8Y} YUIU} NoA Aym
Kes pue ‘sajjle|iwIs 8y} UMOP BJLIAA “SBAEBD Ul BAl| Jey} yst) Jo suonduosap 881y} 8y} je 3007 _m_

mc_x:m‘_ a
BuisAleue vy

.mgxw-coo_mo_m:EE@_mt_n
ul pasn aJe Aay) Aym ssnosip pue ‘@injoid sy} Ul SJUSWINJISUI [BDISNW N0} By} JE 4007 _M_

Buisuobajes 9o
Buneniers g
Buuued vy

‘uonduosap sy} 0} sjuswanoldwl
inoy }sabbns uay) pue ‘wajsAsoda Jsalojulel e jo uonduosap s Jauped InoA peay

LM usl ‘Aes o} Buiky a1nofk jeym sjeyl, 9
JBuoim syijeyyuesw noAoq, g
) puejsiepun nof pig, v

uoleoyeo 4oy Bupisy

& SOAIJOW SIY INOgE Yuly} NOA Jeym sn [|9) NoA ued, 9
,£SAINUIW M3} B 10} SBAIJOW SIY Inoge yulyy isnf noA pinod, g
.99 yblw saAijow siy yeym noge suonsabbns Aue job nok eneH, v

suojuido ,s1ayjo Buiiauj

-sn djay |m sauiBua youess jualayip Buikl ansijaq | "eapl peq e jou s} ‘Ajlenjoy,
;J9xaInb si Buissaooud piom ‘puey Jayjo ayy uQ ‘buikes a1,noA yeym ass |,

J1sdy

BJEP 9y} 308D 0} PasuU am ‘Janamoy ‘Nulyy | ‘[9ox3 Buisn Joj uoseal sy} oq yblw jeyy, v

mo

Bureaibesig

ydeub auy| e up )1 Juasaid o) si ejep auy yum Buieap jo Aem jsaq ayyl, 9
'siamsue ayj Jno Buppiom Joy Juepodwi Ajjeas si uonenbs ay) Buinjos, g
SMEUD U} Ul UMOYS Sjunowe ay} ainseaw si op pjnod am Buiyy suQ, v

suofnjos Bunuasaid

s1a9kojdwa yym ayesado-00 0} pasu saakojdwa ansljaq | ‘o|dwexa ue anlb o], 9
sebem asealoul pjnoys s1akojdwa jey} si juiod urew ay} Juiyy a
Jeak 1xau anoidwi 0} Aj9y1| SI Awouoda 8y} Jey) sl ueaw | Jeyp, v

Aes o} Juem noA jeym BuiApue|n _M_

"J98ys Jamsue Jnok uo (9 Jo g y) Jela| 1081100 8y} yep

*A)IAIOB YoBD SBydew YoIym |1 oA

6090 ay) 8sooyn

"0 pue g ‘v pajsi| s|IiNs SAIUB0D 981y} U} pUE SBIIAROE BU} Je 400 ‘GZ — 0Z suolsanb o4

‘Joays Jamsue InoA uo uonouny ayj ssaidxa TON S90P Yoiym (9 1o g ‘v) Aem ay) suepy
“TON S! SAem ay} Jo auQ "uopouny yoea Joj ajeldoidde ase sAem ayy jo om ]

‘O pue g ‘v pajsi|
‘way) Buissaidxs Jo sAem 83y} 8y} pue sUOOUN) SAIJEDIUNWILLOD 8Y} Je 00| ‘6] — G suolsanb Jo4

CLIL HANDBOOK FOR TEACHERS

TKT:

16



SAMPLE PAPER

—
—]

‘pajealo aAey Aay) adioal B UMOP 8}lUM O} SJaules| d|qeus o]

'SSE|0 90USI0S B U] UoeBi}saAul Ue JO S)Nsal 8y} Jnoge a)LIM O} SISUIES| 8|qeus 0]

"a1snw ybnoly} saajesway} ssaidxa 0} siaules| 8|qeus o

‘sse|o Aoelayl| e ul esus) jsed ayj ul A10}s [euosiad e [|8} 0} SISUIES| B|GEBUS O

*SIBWOJSND Y}IM UOIEOIUNWIWIOD SS8uISn [eoldA} @anpoud 0} sisules)| 8|qeus o)

‘auizebew |00Yds Uy Ul Wd)l SMAU SHOdS B 8)lIM 0} SIaUIed| 9|qeus 0

(5]
[5¢]
[=€]
(=]

‘adeOSpUE| € JO S8INjeay) ay} Jnode d)lIM O} SIaules| 9|qeusd o)

Swie uossa| SIayoea)

19)9] H
suoponsul 9
juswasiuanpe 4

uonduosap

w

aAljeLeU
yodal

Buos

< m O A

a|oIe

saiuab }xa|

*9SN 0} PaaU Jou Op NOA Yolym uoido eljxe auo S| 818y |

‘J98ys Jamsue InoA uo (H — V) Jopa| 1081100 au} Yiep

'H — V pajsl| a1uab 1xa} Jo sadA} 8y} UY)m SWIE UOSSa| SI8YoEad) B} Yyojew ‘gg — Z¢ suonsanb o4

SOpIS N0} 8ARY S|eJale|LpeNnb Jey) mouy

Jauped e yym sdnoib om) ojur sadeys Jos

s|ese)ejpenb Buipniour ‘sadeys g-g Jo uonos|es e

so|Bue/sepis/a-z

‘s|esaje|lpenb Ajjuapl ues siauies| }Sop

BuisAjeue ‘Buyjjeoal ‘Buipioap

ue|d uOSSa| e WOy S}oesX]

uonepusiepid O
JUBWISSASSE WOoOoISSe|) o
siiyis BupjuiyL 3

Bujutes) jo abenbue]
$90IN0SaY

SanIAIOY

< o O 0o

sawoojno Bujuies| papusiu|

sBuipeay Buluue|d

*9SN 0} PadU JOU Op NOA YoIyMm uoldo eijxe dUo S| d18y |
"J98YS JOMSUE INOA UO (9 — ) J8}8| 1081100 8} I\

)
— v pajs|| sBuipeay Bujuueld sy} yum uejd UOSSS| B WOI) SJOBAXS B} Yojew ‘Lg — 9 suonsanb Jo4

17

CLIL HANDBOOK FOR TEACHERS

TKT:



SAMPLE PAPER

10} s}ouBewo1308e asn ued nok Jeyn S}oubeWOo1)08|8 pul} UED NOK aIdyp\

‘|98)s pue uoul p|o Jayjo pue ‘sied pjo dolp uay} ‘dn
yo1d 03 syeubew Bunyl) se pasn aie sypubewouosje (nuamod pue abie| Al “siaxeadspnoj
pue siojow [eoLI}08|8 Ul punoy ale Asy] "sjoubewoljos|e ulejuod nok punole soalqo Auejy E

‘Mejs 0} awi) Alieau s )| ¢,80el a8y}

Jo ped euly ayy Ul 8q ABajeuis JnoA [jim Jeupp ¢istiy 1 Aimols ob Jo Apjoinb Jeys noA iz “Hels
InoA ynoge yuiy ] “aul Buiels ayy 0} dn Buiyiem aie noAk MoN "euop aaey noA uopesedaid
pue Buulesy ay} |[e Jaquiawal 0} W} 8¥e| "90el 81}8W-00G | & Hels 0} Apeal aie NoA E

-adid punoiBispun ue wouy Bulp|ing e Ojul SBWOD UBYO ‘Iayem a1l ‘Seb ‘sumo} u|
asnoy ay} jo sped jualayip o} seb ayy aye} sadid uiy
"Jajow e ojul sa0b §1 ‘Ajouiosie 8y ‘usy

*19pJ0 J091109 3y} O)ul }x3} Sy} Ind E

‘ABiaua aABS 0} |00YDS 8y} Joj Ued NoA se sAem Auew se Jo yulyl

opseld  suoyd 8|iqow 8y} @YUM B} ouad  ging b1 sy}
*(5) Injosn 3ses| 0} (}) Ingasn

JSOW WOJ) WY} JAqWINN ¢ SUBWNY 0} [NJASN }SOW S| SUOIUBAUI 8S3Y} JO UIIYM E

sanIAROe 119

Bunjues 4
Kanins

uoyesijensia

E]
a
Buwioiysuielg 9
saousjuss pajqun| g
v

JI3JSUEBI} UOeWIOU]

sadA} Ayanoy

*asn 0} pasau jJou op NoA yoiym uoido eijxe auo s a1ay |
"Joays Jamsue InoA Uuo (4 — ) Jo}Ia] 1081100 U} e

"4 — V pajst| sadAy Ajanoe ay) ypm saiAoe |70 du) ydjew ‘0g — 9 suosanb o4

'91049q U9dS },upey
| Jey} swia} [eojuyoa} Auew os a1om a1ay) asneoaq Buisnjuod A1oa sem podal ssauisng ay |

'SIBMSUE BUj} INO 3I0M O} SWI} dARY J,UPIP 9M Jey} LE [edISSE[O Jnode Jxa}
ay} ul A1e[ngesoA 8y Jo Buiuesw ayj inoge Jauped Aw o) Bumjje} swi Buol e yons juads |

awi} Buoj e 00} pue Buuoq
SEM SpJemIa)je %00gqasinod ay} Buipeal Jng pooB Ajjeal sem SS0UBD|OA JNOGE 08PIA 8Y |

"pHOM 8y} punote skauinol Jjay} uo pamoj|oy ||e Aauy
8)N0J YoIyM JaIea[o 8q O} I pajueMm | Ing ‘Bunioxs Ajjeal aiam sialojdxa 8y} JO SalI0)s 8y |

‘919M 9S8} SaEp UDIYM JNO YIOM },Up|Nod | UolEWIoUl
yonw os sem aJay} Ing ‘sajep Juepoduwi 8y} INOGe S}y UMOP S)lIM O} SN P|o} Jayoes) ay |

‘Hodal 8y ysiuy 0} swiy aney
1,upip | Jey} welibelp ay} uo s|age| 8y} puejsiapun o} A1} 0} spJom Auew os dn 00| 0} pey |

"MESY U} 0} PO}OBUUOD SIE SSLSHE PUB SUIDA JUSISHIP BU} ||e
Moy auifew| 0} pIeY SEM }| “SHIOM LIESY BU} MOY JNOGE }X8} dU} puejsiopun Ajjny 3,upjnoo |

SjUdWWOD ;siduled

o) ouy Ajpow 9
yoddns |ensia apnpour g

Aessolb e apnpur ¢

sjelsajew bundepe jo sAep

"Joays Jamsue InoA uo (9 Jo g ‘y) Japs| 1081100 8y} Yiep

"0 Pue g 'V paisl| s|enejew
Bundepe jo sAem sy} Yim S|eLdjeW UO SJUBWIWOD SIBUIES| B} YOJeW ‘G — 6€ suolsanb Jo4

CLIL HANDBOOK FOR TEACHERS

TKT:

18



SAMPLE PAPER

—
—]

umouq 1o saka umoliq yym ssejo ayy ul ajdoad jo Jaquinu ay} 3no puly 0} bulki} noA aiy,

auIgJNn} puIM 3y} moy aquosap o} aAissed ay) Buisn ale am Aym aw ||} suoAue ued ‘HO,

ey

&syiom

Julog sem aseadsayeys aiep ay} Jno puly pue jaulajul 8y} 0} o6 noA juop Aypp,

'S)Jom Jeo ay} Jo sulbua ay) Moy Jnoge ules) si op o} Bulob a1,am jeym ‘og,

EJep ay) pasiuebio noA moy je 4oo| s,

abejuadiad ay) 1no Bupjiom jo ped Jndup }sow ay) Sem jeym ‘os,

dopjsap ay ojul j1 Beip usy} pue ‘a1ay UOD! Y} UO XI|0 SI op | Buly} 1Sl 8Y) 0S MO,

PBUP SBY I UBYM }| %08Y0 UeD am pue juled mau ayy A1y isnr,

SpIOM SI13yded ]|

yse} ayy Bulop ul paajoaul ssaoo0ud ay) Buimainas
Yse} ay} Buunp Buipuejsiapun BuiAjuelo pue Buiosayo
3se} ay} op 0} siaules| Buibeinoous

3SE} 8y} Jo awodyno Bujuies| ayy Bunels

<« 0o O 0o uw

3SEe) 8y} Op 0} Moy Siaulies| Buimoys

sanbiuyoe) Buipjoyeoss

"Joays Jamsue InoA uo (3 — ) Japs| 1021100 8y} ey

'3 — ¥ pajs|| sanbjuyos) BuIp|oyeds By} UM SPIOM SI8UOED) BY) Yojew ‘p9 — LG suonsanb o4

2Meapod sy} U Inojod Jo asn sjsiue ay} abueyo nok pjnom moH, 9
;adeospue| siy} Ul SINOJOD Pj0d UBY} SINO|OD WIBM SI0W 18y} 81y, 9
.Bunuied joensge siyy ul sinojod Atewd ayj ale sInojod Yolypy, v

Buuiyy sAnesId

9Sed

sy} Ui syybu seakojdwa ay) pajosye uoisioap s Jakojdws ayy yuiy) NoA sayew jeypyy, 9
99fojdwa ue ypm 1o0e5U00 Jay yealq o} a|ge Jokojdwa ue sj uayp\, g

. 99kojdwa ay} Jo Jakojdwa 8y} ‘sI uewom sy} Oym Jaquiawal noA ued, vy

BuisAjeuy

..sabekon eas pasiuoinjoras ssedwod ay) july} noA op moH, 9
.plelje }|a} aAey PO\ MBN 8y} 0} S1ainjuaApe Ainjuao-yjusajxis Jybiw Aypyy, g
..PHOM 8y} punou |ies 0} uofjeso|dxa jo abeAon isii 8U} pa| OUAL, W

Buijjeosy

.&Bupiq utelunow 104 3s8q I SaYIG 8SAY) JO YOIUM, D
.23 doup noA ji 1ouad unoA oy suaddey jeypry, g
LIIIY B UMOp Xjem 0} SI )i uey} [IIy e dn Yjem 0} Japiey i st AUM, W

Bunenjeag

,£S1uua) u| anas 0} Bulob aie am UBUM Jo30EI BU} PIOY M Op MOH,

Juouiwpeq Aejd o) Buuq o} spaau ays juswdinba yoiym Jouped unoA (|8} noA ue),
i Aed

0} MOY MOUY| },UpIP OYM SUOSWOS 0} ule|dxa 0} }sapJey aq )l pjINOm SjnJ spods ydlypy, v

mo

Buiuoseay

1apim s)ab JaAu sy} uaym Jajem ay} jo paads sy o} suaddey yuiyy nok op jeupm, 9
& dew InoA UO 1AL OM} DU} USBMIS] SOUSISYIP PUB SBNLE(IWIS Ulew 8y} e Jeyp), g
£8impoid sIy) Ul oAl ay) Jo Jed )se)se) ay) Sl aIayp,, W

Bunsesyuod pue Buuedwo)

[15]

"Joays Jamsue JnoA uo (9 Jo g ‘y) Jepa| J08.1100 ay} Yep

‘puewap aAUBOD 8y} S8YdeW YoIym uopsanb s ayoes) sy} 8sooyd

(opueg
‘W) Yse p|nood Jayoea} e suonsanb 881y} 8y} pue spuewap aAuBoD a8y} e 300| ‘9G — LG suolsanb Jo4

19

CLIL HANDBOOK FOR TEACHERS

TKT:



SAMPLE PAPER

—
—

"9I0W UO YI0M 0} paau A3y} YdIym pue ‘puejsiapun
Kayy solydeJB |eoluyoa} Jo seale Yolym apioap pue Isipioayd e ybnoayy ob sisules

‘w8) Jey} auop
uaaq sey Jey} YIoM ayj} |[B SIOA0D Jey} WId) JO pus ay} Je }s8) A1oisiy e saAlb Jayoes) ay |

"Wy} UO SJUBWIWOD a}M pue sonijod |eoo| uo sjosfoid s Jayjo yoes peas siauieaT]

“Jeak Jo wia)
8y} JO pud 3y} Je Jay}abo} ||e Way) MOYS pue 3IoM | | 334 Jiay} jo sajdwexa dosy siaulea

‘uossa| 8y} Bulnp sewooNo
Buiules| ay} pansiyoe aney Aay) Jej moy Jnoge 3oeqpas) Siaules| 8y} saAlb Jayoes) ay |

S3I}IAI}OR JUBWISSASSY

Juswissasse souewlopad

w

jJuswssasse Jaad
JuBWSSesSe-}|9s
sAeWWNS

aAleWwIO)

< m O 0o w

oljojuod

juswissasse Jo sadA |

"8SN 0} PesdU Jou Op NOA Yoiym uoldo eljxe auo S| 81ey |
"Joays Jomsue INoA uo (4 — ) Jepa] 1081100 B} Yep

'4 — Y Pajsi| Juawssasse Jo sadA} 8y} Y)m Sal)IAIOe JUSWISSISSE 8y} Yojew ‘G — L suonsanb o4

’suoijienba ay) op 0} Moy Jaquiawial 0} pal} pue ‘eigable uo sajou Aw ybnoiyy paxoo |,

SpJom umo Aw ul ) uiejdxa 0} pey | usym
|nyasn aq jybiw Asayy Jybnoy} | se ‘uonelidsal Jnoge sjuiod juepodwl 8y} UMOP B}0IM |,

Buiueaw s)| Jno yiom 0} welbelp ay) pasn | Ing ‘piom abuels e si Jewasnop,,

.00} ‘Modas Aw u Jey) pepnjoul | 0S ,JO SpeW Si, PIeS SaWBWOS }X8) 8y} Jey) paoiou |,

%00g8s1n09 Ino U $21do} By} 0} BUIPIOIDE SIBP|O} JUBIBYIP O}l SBjou ABojolq 8y} Ind |,

paau pjnom am juswdinba ay} Jnoge pay e} am ‘yuswadxa ayy Bulop alojeg,

Sjuawwo?  sisduledT

Bupelelou 9

abenbue| jo syunyo Buisn pue Buikyuapr 4
Ix8ju0o woyy Buissenb 3

271 puejsiapun o} ebpajmouy |7 Buisn
Buisiuebio

Bujuueld

< m O A

Buimainal

salbajelys Buluiear]

*asn 0} pasu Jou op NOA Ya1ym uoido eujxa auo s| sy
‘J99ys Jamsue InoA uo (9 — y) uondo 1081109 8y} yiep

'O =V paisy
so|Bajesjs Bulules| ay) YIm 3JOM Jjay} IN0ge SJUSWWOD SJaules| ay) yojew ‘gL — G9 suonsanb o4

CLIL HANDBOOK FOR TEACHERS

TKT:

20



SAMPLE PAPER

—
—]

"podau pasiueBio-|jam e yeip

"op 0} paau Aay} Jeym Ajpoexa puejsiapun

*anIb 0} paiinbau ale Aay) Jomsue Jo spu 8y} 99s

abenbue| 196.e) 8y} Ul Seapl JIdy} ||e umop )M pue ssadoid

‘spiom Ao puejsiepun

siaules| djay 0} JUBM NOA

SUOIJEN)IS JUBWISSISSY

oawp enxe apinoid 4

sa|dwexa anlb

90UO Uey} 8JOW SUOKONJISUl peal

Aiejngeson oyoads-j0slgns jo Alesso|b e apinoid

sainjony)s abenbue| Ayidwis

< m O O w

sawely bunum apiroid

sa|bajelys Buip|oyeos Juawssassy

"9sN 0} pasU Jou Op NOA YaIym uoldo eujxe auo si a1ay |
'JoUS JOMSUE INOA UO (4 — ) JoNa] 1081100 8} ey

4 -V pais)
solbojel)s BUIP|Oyeos JUBLUSSBSSE BU) UIM SUOIIEN}IS JUBLUSSSSSE 8U) Yojew ‘08 — 9, suolsanb Jo4

21

CLIL HANDBOOK FOR TEACHERS

TKT.



ANSWER KEY

TKT: CLIL

Answer key
1 D 21 A 41 C 61 B
2 A 22 C 42 B 62 C
3 C 23 B 43 C 63 D
4 B 24 C 44 A 64 D
5 A 25 A 45 A 65 B
6 D 26 E 46 F 66 C
7 C 27 F 47 C 67 F
8 A 28 D 48 B 68 E
9 B 29 C 49 D 69 G
10 B 30 B 50 A 70 A
n C 31 A 51 B 71 B
12 A 32 E 52 A 72 A
13 B 33 A 53 C 73 E
14 C 34 H 54 A 74 C
15 B 35 D 55 C 75 D
16 B 36 B 56 C 76 C
17 C 37 C 57 C 77 F
18 B 38 G 58 A 78 E
19 A 39 B 59 E 79 D
20 B 40 A 60 E 80 A
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SAMPLE ANSWER SHEET
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TKT: CLIL SUBJECT-SPECIFIC VOCABULARY

TKT: CLIL subject-specific
vocabulary

This list is indicative only. Other subject-related vocabulary may also be
used in TKT: CLIL.

The subject-specific terms listed here will not be the focus of testing but

may appear in TKT: CLIL tasks.

Art and Craft/Design

abstract

carve

classical

collage
complementary colour
composition
decorate

dye

engraving

fabric
foreground
horizon
impressionist
(mixed) media
mosaic

mould
ornamental
painting

pastel
perspective
portrait

primary colours
repeated pattern
secondary colours
sketch

still life
synthetic
texture

tone
watercolour

zigzag
Economics/Business Studies

balance sheet
budget
capital

cash flow
commerce
cooperative
corporate
debt
earnings
economy
export
funding
global market
import
inflation
interest rate
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loss
manufacture
marketing
mass produce
negotiate
overheads
partnership
peak

process

profit

retail

revenue
sector

shares

supply and demand
takeover
trends
workforce

Environment/Geography

adapted
archipelago
atmospheric pressure
biodegradable
biofuel

carbon footprint
climate change
community
compass

crop

distribution
ecology/ecological
endangered
energy efficient
equator

erosion

flooding

fossil fuel
glacier/glaciated
global warming

GM (genetically modified) crops

greenhouse effect
habitat

hail

hurricane
infrastructure
irrigation

lava

migrate

natural disaster
organic

ozone layer
packaging
pollution

pond

recycling

rural
settlement
solar power
sustainable
tornado



typhoon

urban

volcano
weather fronts
well

windmill

wind farm
wind turbines

History/Politics

ancient
archaeologist
archaeology
artefact
authority
campaign
capitalism
civilisation
community
conflict
constitution
coronation
democracy
era
expansion
expedition
fort

hunters
independence
legislation
Middle Ages
monarchy
Prehistoric Times
rebellion
reform

reign
republic
revolution
Roman Empire
source

treaty

ICT

align
application
backup

blog

browse

bullet points
column
computer controlled
crop

data
database
download
drag and drop
Excel

folder

font size
format

TKT: CLIL SUBJECT-SPECIFIC VOCABULARY

Google
grammar-check
graphic
hardware

icon

image
input/output
layout

malware
modem
motherboard
multimedia
operating system
output

paste
PowerPoint
processor

row

scanner

search engine
server

sentence builder
Skype

software
spell-check
spreadsheet
spyware

surf the net
toolbar

Twitter

upload

URL (Uniform Resource Locator)
USB (Universal Serial Bus)/memory stick
virus

web search
Word

YouTube

Literacy

alphabetical order
anthology
autobiography
chant
chronological order
comedy
dialogue
extracts

facts

fantasy

genre

glossary
image

initials

motive

myth

narrative
non-fiction
opinions
playscript
procedure
proposal
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recount
repetition
rhyme
setting
tragedy

Mathematics

algebra
angle

axis (axes)
bar graph/chart
calculate
calculator
chart
circumference
column graph
compasses
co-ordinates
cube
diameter
equation
estimate
formula
fraction
geometry
grid

line graph
parallel
percentage
perimeter
pie chart
protractor
quadrilateral
radius
rectangle
rhombus
rotate

set

sphere
statistics
symbol

symmetry/symmetrical

triangle
work out

Music

Baroque
bass
beat
brass
choir
chord
clef
crotchet
duet
harmony
key
lyrics
major
march

26 TKT: CLIL HANDBOOK FOR TEACHERS

melody
minor
notes
percussion
pitch

rap
rhythm
Romantic
scale
score
tango
tempo
tune
vocal
waltz
woodwind

PE (Physical Education)

aerobic
anaerobic
apparatus
badminton
beanbag
bounce
circuit training
co-ordination
dodge
fielding
footwork
intercept
keep fit
league
marathon
momentum
physical
pitch

racket

relay

rope

shot (e.g. tennis/golf/football)
sit-ups

sprint
stamina
stretch
tackle

tactic
tournament
twist

Science

absorb/absorbent
acceleration

acid

adaptation

algae

alkali

arachnid

artery

bacteria

beaker



blood cell
butterfly
cartilage
caterpillar
chemical
cocoon
condense
conductor

digest/digestion/digestive system

dissolve
ecosystem
electrical circuit
element
evaporate
evolution
fertiliser
flammable
flexible

friction

gas

genes
germinate/germination
gravity
hydro-electric
inherited

life cycle

liquid
magnet/magnetic attraction
matter
micro-organism
microscope
mineral
molecule
mould
nutrition

organ
organism
oxygen
penicillin
periodic table
photosynthesis
precipitation
predator

prey

receiver

reflect
respiration/respiratory system
rib

rodent
skeleton

skull

socket

solid
solve/solution
source

species
surface

test tube
transmitter
transparent
vacuum

vein
vibrate/vibration
vitamin

water vapour
waterproof
yeast
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More Cambridge English teaching
courses and qualifications

We offer a number of practical, flexible courses and qualifications for
new or experienced English language teachers:

CELTA (Certificate in Teaching English to
Speakers of Other Languages)

CELTA is an initial qualification for people with little or no previous
teaching experience, or who have experience but no qualification.
The CELTA course focuses on the principles of effective teaching
and a range of practical skills for teaching English to adult learners.
The course includes hands-on teaching practice and an alternative
blended learning delivery option.

Delta (Diploma in Teaching English to Speakers
of Other Languages)

Delta is a flexible way for experienced English language teachers to
progress further in their careers. Delta can be taken at any stage in a
teacher's career and is ideal for those wanting to develop/extend their
teaching knowledge and improve their teaching practice. It is made
up of three independent modules which can be taken in any order and
over any time period. Candidates receive a certificate for each module
passed. On completion of all three modules, teachers can request

the over-arching Delta certificate. There are both face-to-face and
blended/online delivery options.

ICELT (In-service Certificate in English Language
Teaching)

ICELT is for those already teaching English to speakers of other
languages. It is an ideal qualification if a teacher wants to improve
their skills in their current role or transfer their teaching skills

into a new area. ICELT is a flexible course: there are two modules,
which can be taken together or separately, and teachers can study
either completely face-to-face, or partly face-to-face with distance
learning support.

MORE CAMBRIDGE ENGLISH TEACHING COURSES AND QUALIFICATIONS

The following courses and qualifications are available to teachers
through institutions and educational authorities:

CELT-P (Certificate in English Language
Teaching - Primary)

This qualification is for English language teachers working in primary
education (6-12 year olds). Teachers learn how to improve their
classroom performance through a combination of online study and
observed teaching practice.

CELT-S (Certificate in English Language
Teaching - Secondary)

This qualification is for English language teachers working in
secondary education (11-18 year olds). Teachers improve their
classroom performance through a combination of online study and
observed teaching practice.

Language for Teaching courses

The three Language for Teaching courses are for English language
teachers working in primary and secondary education. They give
teachers the language they need to teach English with confidence.
Teachers improve their general English, as well as learn the
professional language they need for effective communication in
English, both inside and outside the classroom. Each Language

for Teaching course covers one level of the Common European
Framework of Reference for Languages (CEFR), so the three courses
combined take teachers from CEFR Level Alto B2. On completion,
teachers can consider taking a Cambridge English language exam.

Certificate in EMI Skills

The Certificate in EMI Skills is for higher education teaching staff
whose first language is not English, but who use English as the
Medium of Instruction to deliver their subject. It helps institutions
to enhance teaching quality by improving the English skills of
their faculty.

Train the Trainer

This course is for experienced teachers who would like to develop
the knowledge and skills to become teacher trainers. It combines
the development of generic training skills with course-specific
familiarisation. The course will enable experienced teachers to
provide training on the CELT-P and CELT-S courses.

For more information about Cambridge English Teaching Qualifications, visit: www.cambridgeenglish.org/teachingqualifications
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13 Competency-Based Language
Teaching

Background

Most of the methods and approaches described in this book focus on
inputs to language learning. The assumption is that by improving syl-
labuses, materials, and activities or by changing the role of learners and
teachers, more effective language learning will take place. Competency-
Based Education (CBE) by comparison is an educational movement that
focuses on the outcomes or outputs of learning in the development of
language programs. CBE addresses what the learners are expected to do
with the language, however they learned to do it. The focus on outputs
rather than on inputs to learning is central to the competencies perspec-
tive. CBE emerged in the United States in the 1970s and refers to an
educational movement that advocates defining educational goals in terms
of precise measurable descriptions of the knowledge, skills, and behaviors

students should possess at the end of a course of study. The characteristics
of CBE are described by Schenck (1978: vi):

Competency-based education has much in common with such approaches to
learning as performance-based instruction, mastery learning and individualized
instruction. It is outcome-based and is adaptive to the changing needs of stu-
dents, teachers and the community. . . . Competencies differ from other stu-
dent goals and objectives in that they describe the student’s ability to apply
basic and other skills in situations that are commonly encountered in everyday
life. Thus CBE is based on a set of outcomes that are derived from an analysis
of tasks typically required of students in life role situations.

Competency-Based Language Teaching (CBLT) is an application of the
principles of Competency-Based Education to language teaching. Such an
approach had been widely adopted by the end of the 1970s, particularly
as the basis for the design of work-related and survival-oriented language
teaching programs for adults. It has recently reemerged in some parts of
the world (e.g., Australia) as a major approach to the planning of lan-
guage programs. The Center for Applied Linguistics called competency-
based ESL curricula “the most important breakthrough in adult ESL”
(1983). By the 1990s, CBLT had come to be accepted as “the state-of-the-
art approach to adult ESL by national policymakers and leaders in curric-
ulum development as well” (Auerbach 1986: 411): By 1986, any refugee
in the United States who wished to receive federal assistance had to be
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enrolled in a competency-based program (Auerbach 1986: 412). Typ:
ically, such programs were based on

a performance outline of language tasks that lead to a demonstrated mastery
of language associated with specific skill that are necessary for individuals to

function proficiently in the society in which they live. (Grognet and Crandall
1982: 3)

Advocates of CBLT see it as a powerful and positive agent of change:

Competency-based approaches to teaching and assessment offer teachers an
opportunity to revitalize their education and training programs. Not only will
the quality of assessment improve, but the quality of teaching and student
learning will be enhanced by the clear specification of expected outcomes and
the continuous feedback that competency-based assessment can offer. These
beneficial effects have been observed at ali levels and kinds of education and

training, from primary school to university, and from academic studies to
workplace training. (Docking 1994: 15)

The most recent realization of a competency perspective in the United
States is found in the “standards” movement, which has dominated edu-
cational discussions since the 1990s. As Glaser and Linn note:

In the recounting of our nation’s drive towards educational reform, the last
decade of this century wiil undoubtedly be identified as the time when a con-
centrated press for national educational standards emerged. The press for
standards was evidenced by the efforts of federal and state legislators, presi-
dential and gubernatorial candidates, teacher and subject-matter specialists,

councils, governmental agencies, and private foundations. (Glaser and Linn
1993: xiii)

Second language teaching, especially ESL in the United States, was a
late entry in the standards movement. As the ESL project director for ESL
standards development noted in 1997:

It quickly became apparent to ESL educators in the United States at that time
(1991) that the students we serve were not being included in the standards-
setting movement that was sweeping the country. (Short 1997: 1)

The Washington, D.C.-based Center for Applied Linguistics under con-
tract to the TESOL organization undertook to develop the K-12
“school” standards for ESL. These were completed in 1997. The ESL
standards are framed around three goals and nine standards. Each stan-
dard is further explicated by descriptors, sample progress indicators, and
classroom vignettes with discussions. The standards section is organized
into grade-level clusters: pre-K-3, 48, and 9-12. Fach cluster addresses
all goals and standards with descriptors, progress indicators, and vi-
gnettes specific to that grade range.

CBLT also shares features of the graded objectives movement that was
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proposed as a framework for organizing foreign language teaching in
Britain in the 1980s:

Graded objectives means the definition of a series of short—Ferm goals, each
building upon the one before, so that the learner gdvanges in knowledge and
skill. The setting up of graded objectives schemes in United ngdom second-
ary schools has been one of the most remarkable phenomena in modern-
language learning over the last five years. (Page 1983: 292)

Approach: Theory of language and learning

CBLT is based on a functional and interactional perspective on the nature
of language. It secks to teach language in relation to the so.c1al contexts in
which it is used. Language always occurs as a medium of interaction and
communication between people for the achievement of specific goals and
purposes. CBLT has for this reason most often been used asa fram(eiworl:l
for language teaching in situations where learners hgve specific needs arkl)
are in particular roles and where the language skills they need can be
fairly accurately predicted or determined. It also shares w1Fh behaviorist
views of learning the notion that language form can be mfe_rred fromf
language function; that is, certain life encounters call for certain kinds o
language. This assumes that designers of CBLT competencies can a(écg—
rately predict the vocabulary and structures llkgly to be encounterg in
those particular situations that are central to the life of the learner and can
state these in ways that can be used to organize teachl'ng/learnmg units.
Central to both language and learning theory is the view that language
can be functionally analyzed into appropriate parts and subparts: that
such parts and subparts can be taught (and testegl) m'crementallz. CBL’E
thus takes a “mosaic” approach to language learning in that the “whole
(communicative competence) is constructed from srpaller components
correctly assembled. CBLT is also built aroqnd the notion Qf communica-
tive competence and secks to develop functlona.l communication skills in
learners. These skills are generally described in only the most genérgl
terms, however, rather than being linked to the perfgrmance of SPCCl.fIC
real-world tasks. CBLT thus shares some features with Communicative
Language Teaching.

Design: Objectives, syllabus, learning activities, role of
learners, teachers, and materials

Docking (1994) points out that the traditional approach to developing a
syllabus involves using one’s understanding of subject matter as the baS}s
for syllabus planning. One starts with the field of knowledge that one is
going to teach (e.g., contemporary European history, marketing, listening
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comprehension, or French literature) and then selects concepts, knowl
edge, and skills that constitute that field of knowledge. A syllabus and th
course content are then developed around the subject. Objectives ma
also be specified, but these usually have little role in the teaching

assessing of the subject. Assessment of students is usually based on nor
referencing, that is, students will be graded on a single scale with th
expectation either that they be spread across a wide range of scores o
that they conform to a preset distribution. A student receives a set

marks for his or her performance relative to other students, from which i
is very difficult to make any form of judgment about the specific knowl
edge or skills a student has acquired. Indeed, two students may receiv
the same marks on a test but in fact have widely different capacities and
knowledge in the subject: |

CBT by comparison is designed not around the notion of subject knowledge
but around the notion of competency. The focus moves from what students
know about language to what they can do with it. The focus on competencies
or le_alrmng outcomes underpins the curriculum framework and syllabus speci-
fication, teaching strategies, assessment and reporting. Instead of norm-
referenced assessment, criterion-based assessment procedures are used in
which learners are assessed according to how well they can perform on spe-. i
cific learning tasks. (Docking 1994: 16) "
Competencies consist of a description of the essential skills, knowl-
edge, attitudes, and behaviors required for effective performance of a
real-world task or activity. These activities may be related to any domain
of life, th_ough have typically been linked to the field of work and to social
sprvwal in a new environment. For example, areas for which competen-:
cies have been developed in a vocationally oriented ESL curriculum for
immigrants and refugees include:

Task Performance
Safety

General Word-Related
Work Schedules, Time Sheets, Paychecks
Social Language

Job Application

Job Interview

¢

(Mrowicki 1986)

For the area of “Retaining a Job” the following competencies are .

described:

— Follow instructions to carry out a simple task. ‘

- Respond appr.opriately to supervisor’s comments about quality of
work on the job, including mistakes, working too slowly, and in-
complete work.
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~ Request supervisor to check work.

~ Report completion of task to supervisor.

~ Request supplies.

- Ask where object is located: Follow oral directions to locate an object.
- Follow simple oral directions to locate a place.

- Read charts, labels, forms, or written instructions to perform a task.
~ State problem and ask for help if necessary.

- Respond to inquiry as to nature or progress of current task; state

amount and type of work already competed.

- Respond appropriately to work interruption or modification.
(Mrowicki 1986)

Docking (1994: 11) points out the relationship between competencies
and job performance:

A qualification or a job can be described as a collection of units of compe-
tency, each of which is composed on a number of elements of competency. A
unit of competency might be a task, a role, a function, or a learning module.
These will change over time, and will vary from context to context. An ele-
ment of competency can be defined as any attribute of an individual that con-
tributes to the successful performance of a task, job, function, or activity in an
academic setting and/or a work setting. This includes specific knowledge,
thinking processes, attitudes, and perceptual and physical skills. Nothing is ex-
cluded that can be shown to contribute to performance. An element of compe-
tency has meaning independent of context and time. It is the building block
for competency specifications for education, training, assessment, qualifica-
tions, tasks, and jobs.

Tollefson (1986) observes that the analysis of jobs into their constituent
functional competencies in order to develop teaching objectives goes
back to the mid-nineteenth century. In the 1860s, Spencer “outlined the
major areas of human activity he believed should be the basis for curricu-
lar objectives.” Similarly, in 1926 Bobbitt developed curricular objectives
according to his analysis of the functional competencies required for
adults living in America. This approach has been picked up and refined as
the basis for the development of CBLT since the 1960s. Northrup (1977)
reports on a study commissioned by the U.S. Office of Education in
which a wide variety of tasks performed by adults in American society
were analyzed and the behaviors needed to carry out the tasks classified
into five knowledge areas and four basic skill areas. From this analysis,
sixty-five competencies were identified. Docking (1994) describes how he
was involved in a project in Australia in 1968 that involved specifying the
competencies of more than a hundred trades.

Auerbach (1986) provides a useful review of factors involved in the
implementation of CBE programs in ESL, and identifies eight key
features:
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15 /\r /(Iu‘us on l.:ucccss[ul functioning in society. The goal is to enable
students to become autono s indivi s capable of copi i
NN Hor W()rl(lj]_ mous individuals capable of coping with

2. A focus on life skills. Rather than teaching language in isolation
CBLT teaches language as a tunction of communication about con: '
crete tasks. Students are taught just those language forms/skills re-
gutlred by Ctlhtc)t situations iln which they will function. These forms are

etermine “empirical as ired” (Fi
0 1}7980: 12)24). sessment of language required” (Findley ‘

3. Task- or performance-centered orientation. What counts is what stu=
dents can do as a result of instruction. The emphasis is on overt |
behaviors rather than on knowledge or the ability to talk about lan-
ouage and skills. '

4. Modularized instruction. “Language learning is broken down into
m_anagegble and immediately meaningful chunks” (Center for Ap-
plied Linguistics 1983: 2). Objectives are broken into narrowly
focused subobjectives so that both teachers and students can get Z
clear sense of progress. ;- '

5. Outcomes that are made explicit a priori. Outcomes are public knowl-
edge? 'kno'wn and agreed upon by both learner and teacher. They are
specified in terms of behavioral objectives so that students know ex-
actly what behaviors are expected of them. \

6. antinuous and ongoing assessment. Students are pretested to deter-
mine what skills they lack and posttested after instruction in that skill "
If they do not achieve the desired level of mastery, they continue to. !
work on the objective and are retested. Program evaluation is based
on test results and, as such, is considered objectively quantifiable.

7 Demqnstmted mastery of performance objectives. Rather than the
traditional paper-and-pencil tests, assessment is based on the ability to
demonstrate prespecified behaviors.

8. Individuqlized, student-centered instruction. In content, level, and
pace, objectives are defined in terms of individual needs; pr’ior lea,rning

and achievement are taken into account in developing curricula. In-

struction is not time-based; students progress at their own rates and

concentrate on just those areas in which they lack competence. '

(Auerbach 1986: 414-415)

There are said to be several advantages of a competencies approach
from the learner’s point of view:

1. The competenciés are specific and practical and can be seen to relate to
the learner’s needs and interests.

2 Thef llearner can judge whether the competencies seem relevant and
useful.
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1. The competencies that will be taught and tested are specific and
public — hence the learner knows exactly what needs to be learned.

4. Competencies can be mastered one at a time so the learner can see
what has been learned and what still remains to be learned.

Procedure

I'xamples of how many of these principles apply in practice is seen in the
work of the Australian Migrant Education Program, one of the largest
providers of language training to immigrants in the world. The program
has undergone a number of philosophical reorientations since the
mid-1970s, moving from «centralised curriculum planning with its
content-based and structural curriculum in the late 1970s, to de-
centralised learner-centred, needs-based planning with its multiplicity of
methodologies and materials in the 1980s and yet more recently, to the
introduction of competency-based curriculum frameworks” (Burns and
Hood 1994: 76). In 1993, a competency-based curriculum, the Certifi-
cate in Spoken and Written English, was introduced as the framework for
its programs. Learning outcomes are specified at three stages in the
framework, leading to an Advanced Certificate in Spoken and Written
English at Stage 4 of the framework. Hagan (1994: 22) describes how the

framework operates:

After an initial assessment, students are placed within the framework on the
basis of their current English proficiency level, their learning pace, their needs,
and their social goals for learning English. The twelve core competencies at
Stages 1 and 2 relate to general language development. . . . At stage 3,
learners are more often grouped according to their goal focus and competen-
cies are defined according to the three syllabus strands of Further Study, Voca-
tional English, and Community Access. . . . The competency descriptions at
cach stage are divided into four domains: i

|. Knowledge and learning competencies
2. Oral competencies

3. Reading competencies

4. Writing competencies

All competencies are described in terms of:

_ clements that break down the competency into smaller components and re-
fer to the essential linguistic features of the text
-~ performance criteria that specify the minimal performance required to

achieve a competency
— range of variables that sets limits for the performance of the competency

— sample texts and assessment tasks that provide examples of texts and as-
sessment tasks that relate to the competency
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Conclusion

Although CBLT has been embraced with enthusiasm by large sections o
the ESL profession, it is not without its critics. These criticisms are both
practical and philosophical. Tollefson (1986) argues that there are in fac
no valid procedures available to develop competency lists for most pre
grams. Many of the areas for which competencies are needed, such a
“adult living,” “survival,” and “functioning proficiently in the co
munity,” are impossible to operationalize. Others have pointed out tha
dividing activities up into sets of competencies is a reductionist approach,
and that the sum of the parts does not equal the complexity of the whole,
Auerbach, summarizing the work of Paolo Friere and others, points ou
that CBLT reflects what Friere has characterized as a “banking” model of
education. This assumes the following:

There is a structure of socially prescribed knowledge to be mastered by stu-
dents. Here, the function of education is to transmit the knowledge and to so-
cialise learners according to the values of the dominant socio-economic group.
The teacher’s job is to devise more ard more effective ways to transmit skills:
what counts is success in delivery. Educational progress is defined in terms of

“improving” delivery systems. (Auerbach 1986: 416-417) ;

CBLT is therefore seen as prescriptivist in that it prepares students to fit
into the status quo and maintain class relationships. In addition, teaching
typically focuses on behavior and performance rather than on th
development of thinking skills. y ;

Because competencies are designed to enable learners to participate
effectively in society, Tollefson and others have pointed out that they
typically represent.value judgments about what such participation in
volves. Competencies for refugee settlement programs in the United
States, for example, attempt to inculcate attitudes and values that will
make refugees passive citizens who accept the status quo rather than
challenge it. Despite these criticisms, CBLT appears to be gaining strength
internationally. Such outcomes-based approaches have, in particular, at-
tracted a large political following from those seeking “accountability” for
educational investment. As Rylatt and Lohan (1997: 18) conclude: “It:
can confidently be said, as we enter a new millennium, that the business
of improving learning competencies and skills will remain one of the
world’s fastest growing industries and priorities.”

-
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14 Communicative Language Teaching

Background

The origins of Communicative Language Teaching (CLT) are to be found
in the changes in the British language teaching tradition dating from the
late 1960s. Until then, Situational Language Teaching (see Chapter 3)
represented the major British approach to teaching English as a foreign
language. In Situational Language Teaching, language was taught by
practicing basic structures in meaningful situation-based activities. But
just as the linguistic theory underlying Audiolingualism was rejected in
the United States in the mid-1960s, British applied linguists began to call
into question the theoretical assumptions underlying Situational Lan-
guage Teaching: '

By the end of the sixties it was clear that the situational approach . . . had run
its course. There was no future in continuing to pursue the chimera of predict-
ing language on the basis of situational events. What was required was a
closer study of the language itself and a return to the traditional concept that
utterances carried meaning in themselves and expressed the meanings and in-
tentions of the speakers and writers who created them. (Howatt 1984: 280)

This was partly a response to the sorts of criticisms the prominent Ameri-
can linguist Noam Chomsky had leveled at structural linguistic theory in
his now-classic book Syntactic Structures (1957). Chomsky had demon-
strated that the current standard structural theories of language were
incapable of accounting for the fundamental characteristic of language —
the creativity and uniqueness of ‘ndividual sentences. British applied lin-
guists emphasized another fundamental dimension of language that was
inadequately addressed in approaches to language teaching at that time —
the functional and communicative potential of language. They saw the
need to focus in language teaching on communicative proficiency rather
than on mere mastery of structures. Scholars who advocated this view of
language, such as Christopher Candlin and Henry Widdowson, drew on
the work of British functional linguists (e.g., John Firth, M. A. K. Halli-
day), American work in sociolinguistics (e.g., Dell Hymes, John Gum-
perz, and William Labov), as well as work in philosophy (e.g., John
Austin and John Searle). : :

Another impetus for different approaches to foreign language teaching
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and functional approach are also sometimes used.)
Although the movement began as a largely British innovation, focusing
on alternative conceptions of a syllabus, since the mid-1970s the scope of
(ommunicative Language Teaching has expanded. Both American an
PBritish proponents now see it as an approach (and not a method) that
aims to (a) make communicative competence the goal of language teach-
ing and (b) develop procedures for the teaching of the four language skills
that acknowledge the interdependence of language and communication.
|ts comprehensiveness thus makes it different in scope and status from
any of the other approaches or methods discussed in this book. There is
no single text or authority on it, nor any single model that is universally
accepted as authoritative. For some, Communicative Language Teaching
means little more than an integration of grammatical and functional
teaching. Littlewood (1981: 1) states, “One of the most characteristic
features of communicative language teaching is that it pays systematic
attention to functional as well as structural aspects of language.” For
others, it means using procedures where learners work in pairs or groups
employing available language resources in problem-solving tasks. A na-
tional primary English syllabus based on a communicative approach (Syl-
labuses for Primary Schools 1981), for example, defines the focus of the
syllabus as the «communicative functions which the forms of the lan-
guage serve” (p 5). The introduction to the same document comments
that “communicative purposes may be of many different kinds. What is
essential in all of them is that at least two parties are involved in an
interaction or transaction of some kind where one party has an intention
and the other party expands or reacts to the intention” (p. 5). In her
discussion of communicative syllabus design, Yalden (1983) discusses six
Communicative Language Teaching design alternatives, ranging from a
model in which communicative exercises are grafted onto an existing
seructural syllabus, to a Jearner-generated view of syllabus design (e.g.,
Holec 1980).
Howatt distinguishes between a
Communicative Language Teaching:

There is, in a sense, a ‘strong’ version of the communicative approach and a
‘weak’ version. The weak version which has become more or less standard
practice in the last ten years, stresses the importance of providing learners
with opportunities to use their English for communicative purposes and,
characteristically, attempts to integrate such activities into a wider program of
language teaching. . . . The ‘strong’ version of communicative teaching, on the
other hand, advances the claim that language is acquired through communica-
tion, so that it is not merely a question of activating an existing but inert
knowledge of the language, but of stimulating the development of the lan-
guage system itself. If the former could be described as ‘learning to use’ En-
glish, the latter entails ‘using English to learn it. (1984: 279)

«strong” and a “weak” version of
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Finocchiaro and Brumfit (1983) contrast the major distinctive features

of the Audiolingual Method and the Communicative Approach, accord=

ing to their interpretation:

Audiolingual
1. Attends to structure and
form more than meaning.
2. Demands memorization of
structure-based dialogues.

3. Language items are not nec-
essarily contextualized.

4. Language learning is learn-
ing structures, sounds, or
words.

5. Mastery, or “gver-learning,”
is sought.

6. Drilling is a central tech-
nique.

7. Native-speaker-like pronun-
ciation is sought.

§. Grammatical explanation is
avoided.

9. Communicative activities
only come after a long pro-
cess of rigid drills and ex-
ercises.

10. The use of the student’s na-
tive language is forbidden.

11. Translation is forbidden at J
early levels.

12. Reading and writing are
deferred till speech is mas-
tered.

13. The target linguistic system

_ will be learnéd through the
overt teaching of the pat-
terns of the system.

14. Linguistic competence is the
desired goal.

i

Communicative Language Teaching
Meaning is paramount. ‘

Dialogues, if used, center around
communicative functions and are
not normally memorized.

Contextualization is a basic prem-
188

Language learning is learning to
communicate.

Effective communication is sought.

Drilling may occur, but pe-
ripherally.

Comprehensible pronunciation is
sought.

Any device that helps the learners is
accepted — varying according to
their age, interest, €tc.

Attempts to communicate may be
encouraged from the very begin-
ning.

Judicious use of native language is
accepted where feasible.

Translation may be used where stu-
dents need or benefit from it.

Reading and writing can start from
the first day, if desired.

The target linguistic system will be
learned best through the process
of struggling to communicate.

Communicative competence is the
desired goal (i.e., the ability to
use the linguistic system effec-
tively and appropriately).

|5. Varieties of language are rec-
ognized but not emphasized.

16. The sequence of units is
determined solely by princi-
ples of linguistic complexity.

{7. The teacher controls the
learners and prevents them
from doing anything that
conflicts with the theory.

18. “Language is habit” so er-
rors must be prevented at all
costs.

19. Accuracy, in terms of formal
correctness, is a primary
goal.

20. Students are expected to in-
teract with the language sys-
tem, embodied in machines
or controlled materials.

21. The teacheris expected to
specify the language that stu-
dents are to use.

72. Intrinsic motivation will
spring from an interest in the
structure of the language.

Apart from being an interesting €
municative Language Teaching stac

Linguistic variation is a central con-
cept in materials and methodol-
ogy.

Sequencing is determined by any
consideration of content, func-
tion, or meaning that maintains
interest.

Teachers help learners in any way
that motivates them to work with
the language.

Language is created by the individ-
ual, often through trial and error.

Fluency and acceptable language is
the primary goal: Accuracy is
judged not in the abstract but in
context.

Students are expected to interact
with other people, either in the
flesh, through pair and group
work, or in their writings.

The teacher cannot know exactly
what language the students will
use.

Intrinsic motivation will spring
from an interest in what is being

communicated by the language.
(1983:91-93)

xample of how proponents of Com-
k the cards in their favor, such a set of

contrasts illustrates some of the major differences between communica-
tive approaches and earlier traditions in language teaching. The wide

acceptance of the Communicati

way in which it is interpreted an
that practitioners from different €

ve Approach and the relatively varied
d applied can be attributed to the fact
ducational traditions can identify with

it, and consequently interpret it in different ways. One of its North

American proponents, Savignon

dent to CLT a commentary by
through conversation rather than t

(1983), for example, offers as a prece-
Montaigne on his learning of Latin
hrough the customary method of for-

mal analysis and translation. Writes Montaigne, “Without methods,
without a book, without grammar or rules, without a whip and without
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S.awgn(.)n (1972, 1983), however, rejects the notion that learners must .
first gain control over individual skills (pronunciation, grammar, v;)cabu- ‘
!ary) before applying them in communicative tasks; sh; advocate’s provid-
ing communicative practice from the start of instruction. How to imple-
ment the CLT principles at the level of classroom procedures thus
remains central to discussions of the Communicative Approach. How
can the range of communicative activities and procedures be define;d and
how can the teacher determine a mix and timing of activities that best

meets the needs of a particular learner or group of learners? These funda-

me;tall questions cannot be answered by proposing further taxonomies
and classifications, but require systematic investigation of the use of

(1ii9f)ferent kinds of activities and procedures in L2 classrooms (see Chapter

Conclusion

Communicative Language Teaching i. best considered an approach

rather than a method. It refers to a diverse set of principles that reflect a

communicative view of language and language learning and that can be

used to support a wide variety of classroom procedures.
These principles include:

- Learners' learn a language through using it to communicate ‘

- Authentic qu meaningful communication should be the goa.tl of class-
room activities.

— Fluency is an important dimension of communication.

— Communication involves the integration of different language skills.

— Learning is a process of creative construction and involves trial and
error.

Communicative Language Teaching appeared at a time wh

te;achl.ng in many parts of the world va)las ready for a parzgi;ﬁg:l?i%:
Situational Language Teaching and Audiolingualism were no longer felé
to be appropriate methodologies. CLT appealed to those who sought a
more humanistic approach to teaching, one in which the interactive pro-
cesses Qf communication received priority. The rapid adoption and
worldwide dissemination of the Communicative Approach also resulted
from the fact that it quickly assumed the status of orthodoxy in British
langl.lageA teaghlng circles, receiving the sanction and support of leadin;
a‘pphed linguists, ldnguage specialists, and publishers, as well as institu%
tions such as the British Council (Richards 1985). ,

Since its inception CLT has passed through a number of different
phases as its advocates have sought to apply its principles to different
dimensions of the teaching/learning process. In its first phase, a primar
concern was the need to develop a syllabus that was compatib’le with thz
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notion of communicative competence. This led to proposals for the or-
ganization of syllabuses in terms of notions and functions rather than
grammatical structures (Wilkins 1976). In the second phase, CLT focused
on procedures for identifying learners’ needs and this resulted in pro-
posals to make needs analysis an essential component of communicative
methodology (Munby 1978). In its third phase, CLT focused on the kinds
of classroom activities that could be used as the basis of a communicative
methodology, such as group work, task-work, and information-gap ac-
tivities (Prabhu 1987).

Johnson and Johnson (1998) identify five core characteristics that un-
derlie current applications of communicative methodology:

1. Appropriateness: Language use reflects the situations of its use and
must be appropriate to that situation depending on the setting, the
roles of the participants, and the purpose of thé communication, for
example. Thus learners may need to be able to use formal as well as
casual styles of speaking.

2. Message focus: Learners need to be able to create and understand
messages, that is, real meanings. Hence the focus on information shar-
ing and information transfer in CLT activities.

3. Psycholinguistic processing: CLT activities seek to engage learners in
the use of cognitive and other processes that are important factors in
second language acquisition.

4. Risk taking: Learners are encouraged to make guesses and learn from
their errors. By going beyond what they have been taught, they are
encouraged to employ a variety of communication strategies.

5. Free practice: CLT encourages the use of “holistic practice” involving
the simultaneous use of a variety of subskills, rather than practicing
individual skills one piece at a time.

We noted in the introduction to Part III that the approaches considered
in this section can be considered direct descendants of Communicative
Language Teaching. However, the characteristics of communicative
methodology just cited address very general aspects of language learning
and teaching that are now largely accepted as self-evident and axiomatic
throughout the profession. In some sense, then, almost all of the newer
teaching proposals discussed in this book could claim to incorporate
principles associated with Communicative Language Teaching. However,
these proposals address different aspects of the processes of teaching and
learning.

Some focus centrally on the input to the learning process. Thus
Content-Based Teaching stresses that the content or subject matter of
teaching is of primary importance in teaching. Not only should the lan-
guage input be authentic but modes of learning should be authentic to the
study of the subject as well. Lexical and corpus-based approaches to
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teaching start with a cor i i
g orpus of discourse relevant to learners’ interests

and needs and the goal of methodology is to engage learners directly with -

this material.

C Some t§achmg p}roposals focus more directly on instructional factors
. oopferéilt?/e Learning for egample, which shares many of the characteris-
ics of CLT, promotes learning through communication in pairs or small

groups. Cooperative organization and activities are central with this ap-

p.r(;laclcll. Task—Bgsed Language Teaching advocates the importance of spe-
cially designed instructional tasks as the basis of learning
Other more recent proposals take learners and learning factors as the

f)rlmary issues to ad_dress in teaching and learning. Whole Language be-
ongs 50” the humanistic tradition, which argues “Learner first, learning
second.” Learner engagement is a priority. Neurolinguistic Programming’ '-

emerges from a therapeutic tradition in which individual growth and
personal Fhange are the focus, whereas Multiple Intelligences focuses
learner dlffefences and how these can be accommodated in teachin, 1
Outcome is another dimension of the process of communication ai.d is
cennjal in .Competency-Based Language Teaching. Outcomes are the
Sta’{"tl(rjlg point in program planning with this approach.
“Cla(;S 1:1};, fg:)rgr’lrz;nil;c:et:rfleinLa}?gﬁage Teaching thus continues in its
ic” the huge range of course books and other
Feachmg resources based on the principles of CLT. In addition, it ha
1nflueqced many other language teaching approaches and metho,ds th i
subscribe to a similar philosophy of language teaching. i
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Content and Language Integrated Learning (CLIL) is an approach where students
learn a subject and a second language at the same time. A science course, for
example, can be taught to students in English and they will not only learn about
science, but they will also gain relevant vocabulary and language skills.

It’s important to note that CLIL is not a means of simplifying content or reteaching
something students already know in a new language. CLIL courses should truly
integrate the language and content in order to be successful — and success is
determined when both the subject matter and language is learned.

Who is CLIL for?

CLIL can work for students of any age, all the way from primary level to
university and beyond. So long as the course content and language aims are
designed with the students’ needs in mind, there is no limit as to who can benefit
from this teaching approach. However, it is most commonly found in primary and
secondary school contexts.

What are the main benefits of CLIL?

Many teachers see CLIL as a more natural way to learn a language; when a subject
is taught in that language there is a concrete reason to learn both at the same time.
And as students have a real context to learn the language in, they are often more
motivated to do so, as they can only get the most of the content if they understand
the language around it.

Moreover, being content focused, CLIL classes add an extra dimension to the class
and engage students, which is especially advantageous in situations where students
are unenthusiastic about learning a language.

CLIL also promotes a deeper level of assimilation — as students are repeatedly
exposed to similar language and language functions and they need to produce and
recall information in their second language.

Furthermore, it has the advantage that multiple subjects can be taught in English,
so that students’ exposure to the language is increased, meaning their language
acquisition is faster.

CLIL also encourages students to develop 21st Century skills, including the ability
to think critically, be creative, to communicate and collaborate. .



What are the challenges of CLIL?

As CLIL is subject-focused, language teachers may also have to develop their own
knowledge of new subjects in order to teach effectively.

They must also structure classes carefully so that the students understand the
content of the lesson, as well as the language through which the information 1s
being conveyed.

And when it comes to classroom management, educators need to be very aware of
individual student understanding and progress.

It’s therefore important to consistently concept check and scaffold the materials to
be sure both the language and content are being learned.

How can you apply CLIL to your class?

It’s important to have a strategy in place when applying CLIL in your courses. One
of the key things to remember is that the language and subject content are given
equal weight and that it shouldn’t be treated as a language class nor a subject class
simply taught in a foreign language.

According to Coyle’s 4Cs curriculum (1999), a successful CLIL class should
include the following four elements:

o Content — Progression in knowledge, skills and understanding related to
specific elements of a defined curriculum
o Communication — Using language to learn whilst learning to use language
o Cognition — Developing thinking skills which link concept formation
(abstract and concrete), understanding and language
o Culture — Exposure to alternative perspectives and shared understandings,
which deepen awareness of otherness and self.
Using a number of frameworks can help you prepare your lessons and make sure
activities are challenging, yet achievable for your learners.



