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Six-point Likert scale answering possibilities:
1. This is absolutely true for me
2. This is almost true
3. This is a bit more true than untrue; more than half true
4. This is a bit more untrue than true; less than half true
5. This is almost untrue
6. This is absolutely untrue for me
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Abstract1

Research has found that Content and Language Integrated learning (CLIL) programmes 
often select pupils who are already competent L2 learners. The present study 
investigates if CLIL learners’ high scores for English as a Foreign Language (EFL) can 
be attributed to three specific learner variables: ‘EFL aptitude’, ‘EFL confidence’ and 
‘international orientation’. Additionally, the effect of out-of-school EFL exposure was 
taken into account. The study was undertaken in eight CLIL classes at secondary schools 
spread over four European countries: the Netherlands, Germany, Italy and Hungary. 
The results showed significant effects, both initial and after two years. We found that 
learners’ EFL confidence has a stronger influence on L2 proficiency results than language 
learning aptitude, involvement in the international world or the presence of English in 
society at large.

Keywords: English-medium CLIL, EFL confidence, EFL aptitude, L2 exposure, international 
orientation.
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1 Data for this chapter were collected between 2007 and 2009.
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5.1 Introduction
 Content and Language Integrated Learning (CLIL) has become a well-known 
educational approach in the present millennium. Almost all European countries have 
introduced it in some form, almost exclusively with English as the target language. 
Favourable effects mentioned in research frequently relate to EFL proficiency (Admiraal, 
Westhoff & De Bot, 2006; Verspoor, De Bot & Xu, 2015; Wolff, 2007).
 Academic ability, together with the aptitude to learn a foreign language, 
take up a prominent position in the discussion of favourable CLIL results. Research 
confirms that CLIL learners are not only academically able but also above average L2 
learners. Wolff (2007) claims that ‘they process the FL more deeply and learn it more 
proficiently than traditional language learners’ (p.21). Research findings as to L2 effects 
from CLIL in the European context were compared by Dalton-Puffer (2008). In a later 
study (2011) she found spontaneous oral production as the most noticeable CLIL effect. 
It has also been emphasized that pupils selected for CLIL already have better EFL skills 
than their mainstream peers before they start learning in the CLIL class (Huibregtse, 
2001; Rumlich, 2017). As schools in most European countries apply selection criteria 
as to academic performance, linguistic skills and EFL motivation for admittance to CLIL 
classes, questions were raised as to the effect of this selection. If CLIL provides extra L2 
learning opportunities for a select group of high achievers the effects of CLIL on pupil 
EFL performance may be overestimated due to a lack of control for selection effects 
(Bruton, 2011; Küppers & Trautmann, 2013; Paran, 2013).
 The focus of the present study is the question if the better EFL performance of 
pupils selected for CLIL in four diverse educational settings is affected by certain learner 
variables. Specifically, we have concentrated on the effect of three constructs: ‘EFL 
aptitude’, a natural ability to learn the English language, ‘EFL confidence’, the confidence 
with which pupils use the L2 in the classroom and ‘international orientation’, which was 
considered to encompass a general interest in other languages and cultures, a sense 
of identification with target language speakers and a desire to use the target language 
for international communication, study and work. Additionally, we have investigated 
the effects of the presence of the English language in everyday life, notably in the 
media, which is often seen as promotive to L2 skills of young people. We selected 
four European countries with different native languages and diverging English-medium 
CLIL approaches: the Netherlands, Germany, Hungary and Italy. In the four countries 
the degree to which the target language is present in the media also differs, with the 
implication that out-of-school EFL exposure is not the same for all learners involved. 
We have analysed the effects of the three learner variables as well as the effect of 
the environmental factor on cognitive EFL proficiency results at the start of CLIL, and 
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evaluated how these effects had developed after two years’ CLIL study at secondary 
schools in the four countries.

5.2 English as a CLIL target language
 In the previous century EFL teaching used to be limited to two or three lessons 
a week - that is to say, in the schools that had English on the curriculum, which was not 
always the case throughout the European context. Moreover, English was generally 
not used as a vehicular language, needed to master subject competences: the foreign 
language was studied as a subject in itself in order to reach future L2 competence. 
Practice of spoken skills was limited and highly pre-structured. This changed in the 
1990s, when Content and Language Integrated Learning - studying subject content 
by means of a foreign language - was introduced in mainstream education, mostly in 
secondary schools preparing learners for university. The position of English as a lingua 
franca had become worldwide and affected L2 education at schools, where it became 
the most studied foreign language as well as the most-used vehicular CLIL language. In 
CLIL education learners are encouraged to look across borders, in order to understand 
themselves and others in different cultures (Coyle et al.,2010). CLIL seems capable of a 
leading influence when it comes to developing learners with positive attitudes towards 
cultural diversity, who become aware of the responsibilities of global as well as local 
citizenship (Bentley, 2010).

 In CLIL classes content and language are taught and learnt together, and the 
foreign language takes on an instrumental role. Learners have to develop what Marsh 
(2013) calls ‘language awareness’; they have to move from viewing language learning as 
an object of study towards explicit understanding of how language is used in a variety 
of contexts. The language is the vehicle through which CLIL learners set out to master 
the contents of a variety of subjects. They have to master a large amount of subject-
specific vocabulary and grammatical structures, and to develop communication skills 
in order to express thoughts and feelings and to interpret facts and data.
 In Finland Seikkula-Leino (2007) investigated how successfully pupils had learnt 
content in CLIL, with a view to motivation, self-esteem and confidence in language 
learning. She found that if CLIL involves language that is still beyond the pupils’ current 
competence, mastering subject matter becomes a demanding experience with the 
inherent risk that learners feel incompetent and doubtful as to their L2 skills. Attitudes 
and feelings towards learning and their effects on outcomes have been discussed in 
recent studies (e.g. Otwinowska & Foryś, 2015; Prüfer, 2013). The results indicate that 
positive feelings towards CLIL and the target language strongly interact with learning 
motivation and positive results.
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5.3 CLIL in the Netherlands, Germany, Hungary and Italy
 The countries in the present study each have their own approach to CLIL, and 
share characteristics with the views mentioned above in different ways. They all have 
English-medium CLIL - at the time of our data collecting almost exclusively at secondary 
school, primary CLIL was still an exception - in which language and content are learnt 
together, but the intensity, the dual focus and CLIL teacher training differ. In the 
Netherlands the English-medium programme comes close to the immersion approach, 
nearest to being content-driven. Dutch CLIL programmes show considerable uniformity 
as schools offering them are under supervision of The European Platform for Education 
in the Netherlands - merged with Nuffic in 2015 - which has laid down certain standards 
that have to be met before a school is an acknowledged CLIL school. The content lessons 
with English as a target language take up at least 60% of the curriculum as from the start 
of the first year of grammar school when pupils are generally twelve and beginning EFL 
learners. They have no formal preparation other than the usual English lessons in the 
last two years of primary school, which are the same for prospective CLIL and non-CLIL 
learners alike.
 The German CLIL concept can be characterized as a cautious approach 
(Wannagat, 2007) even though regional variants differ. Germany consists of 16 states, 
each with its own educational policy and CLIL practice. Certain CLIL stipulations are 
laid down in curricular guidelines, such as the right of pupils to have CLIL content 
lessons not only in the foreign language, but also in their mother tongue. In most 
states in the western part of the country English is on the curriculum as from grade 
3 at primary school when children are eight. Primary school leaving age is ten, and 
during the first two years at secondary school prospective CLIL pupils receive extra 
EFL training in preparation of the CLIL lessons that start when they are twelve. Only a 
small number of content subjects is involved in CLIL, while supportive lessons in the 
native language, German, are also offered: mostly history, politics and geography, but 
also sports lessons. A different type of German CLIL practice is found in Berlin, a city 
state in the East participating in the present study. CLIL is practised here on a larger 
scale and with more extensive programmes to accommodate the vast international 
community. CLIL classrooms with a variety of target languages exist both at primary 
and secondary mainstream education. English-medium content lessons generally take 
up more than 50% of the curriculum, a percentage that is not equalled in other German 
states. Primary CLIL pupils mostly continue their education at secondary schools of the 
same type, alongside pupils from monolingual schools and backgrounds, which accounts 
for an EFL gap in the first years (Zydatib, 2012).
 Hungary needs special mention because of its L2 policy. As discussed by 
Dörnyei, Csizér and Németh (2006) political developments in Hungary had a major 
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effect on foreign language teaching. Russian used to be the compulsory foreign language 
at schools in Hungary, until the change of political regimes and the Education Act of 
1985 granted more freedom and students massively opted for other modern European 
languages, mainly German and English. Hungary joined the EU in 2004 and in the 
following years English not only became the first L2 in the school curriculum but also 
the language of instruction for a number of subjects in secondary education alongside 
German (Farkas & Kniezsa, 2002). Primary school curricula include foreign languages, 
mostly but not necessarily English, which is why CLIL grammar school classes sometimes 
accommodate pupils without any prior knowledge of English. In order to overcome 
initial EFL gaps and to train the target language thoroughly most CLIL schools offer a 
preparatory year, popularly known as ‘zero year’. The normal class of 36 pupils is divided 
into three groups of twelve that study the target language in 16 to 20 lessons per week, 
in which a native speaker language teacher is involved. Unlike in the CLIL approaches 
in the other three countries the target language is learnt separately, which is seen as 
a necessary preparation both as to general proficiency and the jargon needed for the 
content subjects. English-medium content teaching, often by native speaker teachers, 
starts in the following year and takes up 50% of the curriculum.
 Italy also has its own approach. Italian schools are in regional networks under 
the supervision of their Local Educational Authorities and CLIL practice varies according 
to region. Recent developments in Italian CLIL programmes relate to legislation as from 
the year 2010, which obliges all secondary high schools (Licei and Istituti Tecnici) to 
teach a non-language subject through the medium of a foreign language in the final 
year. At the time of the first measurements of the present study, however, the Italian 
CLIL programme was in its initial stages, had a modular form and was highly selective. 
The teaching of a content subject by means of the target language was limited to a set 
number of modules which took up about 20% of the curriculum, a percentage that was 
increased in the following years. The preferred solution for teaching in the CLIL mode 
consisted in team-teaching, which means that two teachers – the subject teacher and 
the EFL teacher – were cooperating in the classroom, distributing their focus of attention 
according to a planned procedure for the development of the lesson and according 
to both the linguistic and content needs of the pupils as these arose (Coonan, 2012, 
p.119). The pupils do not receive special EFL training in preparation of CLIL, they are 
beginning EFL learners with three years of English lessons at the usual Scuola Media, or, 
to use more recent terminology, Scuola secondaria di primo grado, the lower three-year 
secondary school.
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5.4 The presence of English in society at large in the four countries
 Language exposure, or the degree to which the foreign language is present in 
society at large, is seen as a factor of influence on the L2 learning process as it provides 
extra input in addition to formal learning at school (Doiz, Lasagabaster & Sierra, 2014). 
Even though the English language has the status of the world’s lingua franca and is also 
the foreign language which is learnt the most in education, its presence in everyday life 
varies across the four countries. A major study by Berns, de Bot and Hasebrink (2010) 
mentions the fact that English is the daily language in most international companies in 
the Netherlands, and that “job announcements implicitly assume potential employees’ 
English skills and only mention English proficiency when very special skills or near-native 
command is necessary” (p.20). The Special Eurobarometer, a survey co-ordinated by the 
European Commission in 2012 mentions that 90% of the respondents in the Netherlands 
‘speak the English language well enough in order to be able to have a conversation’ 
and 57 % is able to follow television or radio news in English. English TV broadcasts are 
subtitled and dubbed programmes are unheard of in the Netherlands (whereas they 
are common practice in Germany, Hungary and Italy). In these countries the English 
language is much less present. For Germany the Eurobarometer indicates conversational 
skills in English for 56% of the population, while English-spoken films are dubbed in the 
German language and television broadcasts exclusively in English are rare occasions. 
As Berns, de Bot and Hasebrink discuss in their study (2010), the younger generation 
has a preference for music in the English language on the radio, but the debate on the 
share of German language music continues to be in favour of quotas.
 Further away from the anglicised society of the Netherlands are Italy and 
Hungary, geographically but also in other respects. From a linguistic point of view the 
Italian and notably the Hungarian language are remoter from English than Dutch and 
German, which are both of Germanic origins. The Eurobarometer mentions Hungary 
and Italy as two of the countries where respondents are least likely to be able to speak 
any foreign language. The survey shows that in Hungary 20% of the respondents had 
conversational skills in English, while in Italy this is 34%. English is hardly present in the 
media in either country. In Hungary restrictive laws for the use of English in the media 
apply and Hungarians live in a relatively dubbed world as the main TV channels that are 
available for everyone run shows which are translated into Hungarian (Pétery, 2011). A 
similar limited presence of the English language exists in Italy (Doiz et al., 2014). English-
medium broadcasts are scarce in the media and television programmes are dubbed. If 
people in countries with dubbing practice want to watch a film in English, they have to 
look for it on the Internet or on DVDs, an effort that is not always taken for granted by 
EFL learners.
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5.5 The present study
 As we have discussed, adequate EFL proficiency is necessary for overall school 
results in CLIL classes. In a previous study (Authors, 2013) we found that pupils selected 
for CLIL in the Netherlands, Germany and Italy had significantly higher EFL scores than 
mainstream learners, both initially and after two years. In a second study involving the 
same population (Authors, 2017) we discussed the fact the CLIL learners had a greater 
confidence in their ability to use the English language than the mainstream learners, 
which also applied to more positive attitudes towards the international world. In the 
present study we have studied CLIL learners in four diverse educational contexts. The 
research focus is on the benefits for EFL learning resulting from two affective learner 
variables, ‘EFL confidence’ and ‘international orientation’. In addition, we have studied 
the effects of the language learning aptitude that is often associated with CLIL learners, 
‘EFL aptitude’ and the presence of English in the media in the Netherlands, Germany, 
Hungary and Italy.
The research questions for the present study are as follows:
· What are the effects of the learner variables EFL aptitude, EFL confidence, 
international orientation and the environmental variable out-of-school exposure on 
CLIL pupil entry levels of EFL proficiency?
· What are the effects of these variables on EFL proficiency growth in the first 
two years of CLIL in classes at secondary schools preparing for university?
· To what extent are there differences across the four countries?
In order to answer the research questions we analysed the data of two measurements 
in eight CLIL classes in the four countries.
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Method
5.6 Participants
 The eight schools participating in the present study can be classified as 
academically oriented schools preparing students for study at university. In the 
Netherlands the acronym VWO, the term Atheneum and Gymnasium are used for this 
type of school, in Germany they are known as Oberschule or Gymnasium, in Italy the 
Ginnasio and various types of Licei exist and in Hungary the Gimnázium. The schools 
all have classes with a CLIL programme for which they apply admittance criteria. Each 
of the schools took part in the present research with an English-medium CLIL group. 
Table 1 shows the distribution of the participant pupils.

Table 1: Distribution of CLIL pupils (N=162)

N age boys girls
The Netherlands 37 12.3 19 18
Germany 42 12.6 21 21
Hungary 39 15.0 15 24
Italy 44 14.3 30 14

As the duration of primary school varies across countries, so does pupil age at the start 
of secondary education. In the Netherlands children generally start secondary school 
at twelve, which is also the start of CLIL. In German states in the western part of the 
country they start secondary education at ten, while the CLIL programme starts two 
years later. In the states situated in the East so also in Berlin primary school leaving 
age is twelve; pupils from CLIL primary schools - mainly found in Berlin - are already 
experienced CLIL learners, whereas for those from regular primary schools the start of 
CLIL coincides with the start of secondary education. In Italy pupils are fourteen when 
they enter the type of upper secondary education of their choice, after completion of 
the Scuola Media, while in Hungary the admittance age of pupils to the Gimnázium 
schools is fifteen. Table 2 presents an overview of CLIL conditions and EFL teaching in 
the participating schools.
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Table 2: CLIL conditions in the Dutch, German, Hungarian and Italian schools

 Netherlands  Germany  Hungary  Italy
school 
1

school 
2

school 
1

school 
2

school school 
2

school 
1

school 
21

CLIL since: 2000 1998 1991 1999 1988 1987 2003 1998
Admittance
Entrance test x x x x x
Prim.school reports x x x x
Motivation x x x
Subject taught by:
Subject teacher x x x x x x
EFL+ subject teacher x x
Subject teacher L2 training:
Dual qualifications 
(EFL + subject)

x x

Extra EFL training x x x x x x
Native speaker x x
CLIL lessons per week
Year 1 16 15 5 8 0 0 2 6
Year 2 16 15 7 10 12 14 5 9
EFL lessons per week
Year 1 5 3 4 5 19 16 3 3
Year 2 4 2 4 5 2 5 3 3

5.7 Instruments
 In order to answer the research questions several tests and questionnaires 
were presented to the participants. A comprehensive EFL proficiency test was 
completed at the start of the grammar school CLIL programme. For the EFL testing 
procedure our main principle was that L2 proficiency is an integration of knowledge of 
words, expressions, insight into the rules of the language and an ability to understand 
its written texts. We selected assignments of receptive vocabulary, grammar, idioms 
and text comprehension for the two tests. In order to discriminate between the various 
language skills we chose to conduct a separate analysis for each sub part of the EFL 
tests corresponding to these notions. They consisted of a number of pen-and-paper 
assignments from standardized tests, designed for international use at secondary 
school. To measure pupil EFL proficiency growth a second test of similar construction 
was presented after two years.
 Questionnaires for the language learning ability EFL aptitude, the non-cognitive 
learner variables EFL confidence and international orientation and the contextual 
variable out-of-school L2 exposure were completed by the end of the first term at 
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secondary school. These questionnaires were presented in English, which was a 
second language for the participants. In view of the fact that they were all beginning 
EFL learners we took great care in formulating the questions in simple language, and 
discussed learner comprehensibility with their respective English language teachers 
before administering them to the pupils.
 The questionnaire we used to measure EFL aptitude was based on Caroll 
and Sapon (1959), the authors of the Modern Language Aptitude Test (MLAT). They 
defined language aptitude tests as referring to ‘the prediction of how well, relative 
to other individuals, someone can learn a foreign language in a given amount of time 
and under given conditions’. The related MLAT-Elementary test was developed for 
the purpose of measuring the language aptitude of American children in grades 3 – 6, 
where it is an instrument to help teachers determine a child’s readiness to learn a 
foreign language. Carroll (1959) demonstrated that foreign language aptitude comprises 
four cognitive abilities. These abilities are reflected in one way or another in the 
tests that were developed subsequent to Carroll’s research. In order to measure our 
participants’ aptitude to learn English we used parts of the Modern Language Aptitude 
Test – Elementary (MLAT-E). We were well aware of the fact that this test was originally 
designed to be given in English to English speaking children. Our decision to use it for 
beginning EFL learners with various native languages other than English was based in 
the first place on the fact that the Elementary version was in simple language, of a 
level that all participants mastered. Secondly, we based our choice on research into 
similarities between L1 and L2 acquisition (e.g. Ipek, 2009). We also found support in 
the discussion of language aptitude by Skehan (1989) who argues that language aptitude 
tests are supposed to measure - at least partly - an underlying language and learning 
capacity which is similar in L1 and L2. We used parts that could be presented as a pen-
and-paper test to help us identify EFL aptitude of the L2 learners in our study (α= .91). 
The tested parts related to phonetic coding ability, the ability to associate sounds and 
symbols (Hidden Words); to the ability to discriminate between speech sounds (Finding 
Rhymes) and to grammatical sensitivity, the ability to recognize the function of a lexical 
element in a sentence (Matching Words). For ‘Hidden Words’ there were 20 items of 
disguised words, e.g. ‘smmr’, with four multiple choice answers, in which the correct 
answer had to be chosen from 4, in this case : 1. An animal 2. Good 3. Season 4. To 
drink. The 20 items for ‘Finding Rhymes’ had the same structure; for this task a rhyming 
word had to be selected for the prompt from 4 possibilities, e.g. ‘rain’: 1. Vine 2. Lane 3. 
Keen 4. Fine. For ‘Matching Words’ ten pairs of sentences were presented with a bold 
and underlined word or word group in the first sentence. In the second sentence the 
word or word group with a corresponding grammatical function had to be underlined, 
e.g. ‘Our English teacher gave us a very difficult test’ / ‘I sent my friends a postcard 
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when we were on holiday’. In this case ‘my friends’ had to be underlined as its function 
corresponds to the dative ‘us’.

 EFL confidence and international orientation were measured by means of 
questionnaires in English with statements asking for responses on a six-point Likert 
scale. The confidence the participant pupils felt when using the English language was 
measured by means of responding to five statements (α=.75) on a six-point Likert 
scale, e.g. ‘I feel uneasy whenever I must read or write an English text’. The statements 
were based on Gardner’s concept of integrative motivation(1985) with addition of the 
concept of linguistic confidence of Dörnyei and Skehan (2003). In the same manner, they 
responded to items pertaining to international orientation; there were 24 statements 
on a six-point Likert scale (α=.88). Contents were also based on Gardner (1985) together 
with MacIntyre et al.’s definition of ‘willingness to communicate’ (1998).

 Out-of-school exposure to the English language was measured in terms of its 
presence in the media in the form of TV broadcasts and pop songs. Even though the 
English language is present in all four countries, a major divide seemed to be between 
countries where films and TV programmes are dubbed versus subtitled in the national 
language, along with the presence of pop songs in English. Pupils completed a list with 
questions about the average time they usually spent on watching English-medium TV 
and listening to English-sung pop songs in minutes per day, such as ‘Do you listen to 
pop-songs in English? How many minutes per day, on average?’ For a full description 
of the questionnaires for EFL confidence and international orientation as well as the 
contextual variable out-of-school L2 exposure see the appendix.

5.8 Procedure
 The data were collected in two rounds of measurement. At the start of the 
school year 2007/2008 the participant pupils completed the first EFL proficiency test 
as well as the EFL aptitude test, the questionnaires as to EFL confidence, international 
orientation and out-of-school exposure to the English language. In June 2009 they took 
the second EFL proficiency test. The test leader, a university researcher, informed the 
pupils about their participation in the university research project. They were told that 
taking part was anonymous and that their answers only served the research purpose. 
Completion of the proficiency test and questionnaire took one lesson period each.

5.9 Analysis
 The mean scores and standard deviations of the pupil variables EFL aptitude, 
EFL confidence and international orientations and the environmental factor out-of-
school L2 exposure were processed for each country. Likert type items were assumed to 
be assessed on (quasi-)interval level to enable the calculation of total scale scores. The 
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same was done to get the results for the pupil EFL scores for the EFL skills vocabulary, 
grammar, idioms and reading comprehension, for each of the four countries and for 
both measurements, test 1 and test 2. After that ANOVAs were conducted to measure 
the interaction effects at entry level: to what degree did the pupil variables and the 
environmental variables of out-of-school exposure affect cognitive EFL results at the 
start of the CLIL programme at grammar school? After that, ANOVAs of the repeated-
measures design were conducted to measure the above mentioned effects of the pupil 
and environmental variables on EFL proficiency scores growth, the increase in test 
scores for the categories of the language skills after two years’ time. Finally, a regression 
analysis was conducted for more information about significant effects.
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Results
5.10 Scores for construct descriptors
 Descriptive statistics for EFL aptitude, EFL confidence and international 
orientation for each of the four countries are shown in the top part of Table 3. Here 
we need to explain the origins of the numerical divergence. EFL aptitude scores were 
based on the 50 items in the test, so had a maximum of 50 and a minimum of 0. The 
Likert-scale questions for EFL confidence and international orientation gave six possible 
options, which we counted as a minimum of one and a maximum of six. The bottom 
part of Table 3 shows the scores for environmental factors, the practice of watching 
television or listening to pop songs in English. The scores represent the average of 
minutes per day pupils spend on these activities.

Table 3: Initial scores for pupil scales, itemized for country.

Netherlands Germany Hungary Italy F
Pupil factors M SD M SD M SD M SD F
EFL aptitude 36.19 5.04 33.81 10.79 34.82 8.72 33.02 8.95 .98
EFL confidence 4.49 .76 4.26 1.05 3.86 1.06 3.80 1.04 4.36
Intern. orientation 3.14 .54 2.61 .57 3.05 .58 3.32 .65 11.09
Environmental M SD M SD M SD M SD F
Watching TV 80.27 61.71 17.24 36.28 45.33 48.35 13.68 21.58 19.72
Listening to pop 90.24 68.71 70.12 65.22 78.21 65.41 54.64 67.65 2.04

As the overview makes clear, EFL aptitude scores did not vary greatly across the 
four countries: all pupils had about the same talent for EFL learning: F (3,158) = .98, 
p=.404. The Dutch scores were slightly higher than those in the other three countries, 
but there were no significant differences. As to EFL confidence the Netherlands and 
Germany seem to be reasonably matched, which is also true for Hungary and Italy. The 
ANOVA results showed significant differences between the countries: F (3,158) =4.36, 
p=.006. By conducting post-hoc Bonferroni tests these differences were found to be 
these differences were found between the Netherlands and Hungary (p= .038) and 
the Netherlands and Italy (p=.013). As to international orientation significant effects 
were found: F (3,158) =11.09, p<.001. The post-hoc tests showed significant differences 
between Germany and the Netherlands (p=.001), between Germany and Hungary 
(p=.006) and between Germany and Italy (p<.001). The Italian learners were more 
internationally orientated than their peers in the other three countries, of which the 
German learners scored lowest.
 As to the out-of-school L2 exposure several differences can be seen, within and 
between countries as well as within groups of learners. As could be expected in view 
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of the fact that English-medium television broadcasts are frequent in the Netherlands, 
the time spent on watching TV was highest here. As to the other three countries - with 
fewer English-medium TV broadcasts - the Hungarian figures were surprising, as they 
were higher than those in Germany and Italy. A possible explanation is the effect of the 
increased interest for the English language in Hungarian society, which is also marked by 
the intensive L2 programme of the zero year at grammar schools. The ANOVA showed 
significant effects: F (3,158) =19.72, p<.001. The post-hoc tests showed these significant 
differences to be between the Netherlands and Germany (p<.001), the Netherlands and 
Hungary (p=.004) and the Netherlands and Italy (p<.001) and also between Hungary 
and Germany (p=.026) and Hungary and Italy (p=.007). Listening to pop-songs in English 
scored high in all four countries, but again highest in the Netherlands where other 
foreign languages or the native language are hardly present in popular music. The 
differences we found between the countries were not significant.

5.11 Scores for EFL proficiency test 1 and test 2
 The EFL test scores in each of the four countries at the start of the CLIL 
intervention (Test 1) and again after two years (Test 2) for vocabulary, grammar, idioms 
and reading comprehension are shown in Table 4. As not all assignments of each subpart 
had the same number of items in Test 1 and Test 2, we could not measure progress 
numerically for each subpart. For vocabulary it was straightforward: each test consisted 
of 180 items, which means a score range from 0 to 180 and a numerical growth. This 
was also the case for idioms: the idioms tests 1 and 2 had six items each, so a score 
range from 0 to 6. For grammar the proceedings were different. Grammar test 1 had 
66 items, test 2 had 20 items; therefore we calculated score means - for test 1 the 
group mean divided by 66, for test 2 the group mean divided by 20. The score growth 
is based on these means. As with grammar, for reading comprehension we had to 
consider the fact the scores that could be reached did not run parallel in the two tests, 
which presented a problem for numerical comparison of progress. Moreover, test 1 
had five multiple choice and three open questions, test 2 had nine multiple choice and 
three open questions. As scoring multiple choice questions differs from scoring open 
questions we preferred to use Z-scores to measure progress. For this reason some 
results for reading comprehension are negative when the score means of the country 
are below the population average.

As can be seen in Table 4, the test results varied considerably, both within and 
across countries. The initial test scores showed significant differences between groups 
for vocabulary: F (3,158) =3.50, p=.017; for grammar: F (3,158) =10.35, p<.001; for idioms: 
F (3,158) =5.69, p=.001 and for reading comprehension: F (3,158) =4.48, p=.005. Both the 
Dutch and German scores for vocabulary were significantly higher than those in Italy 
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(p=.029 and .047 respectively), while for grammar the Dutch scores were significantly 
lower than those in Germany (p=.002), Hungary (p<.001) and Italy (p=.016). For idioms 
the Dutch scores were significantly higher than those in Hungary (p<.001) while in 
Germany reading comprehension scores were significantly higher than in Italy (p=.012). 
Also the score growth after two years showed significant effects between groups: for 
vocabulary: F (3,158) =3.88, p=.010; for grammar: F (3,158) =20.59, p<.001; for idioms: 
F (3,158) =5.95, p=.001 and for reading comprehension: F (3,158) =16.23, p<.001. In 
Hungary the score growth for vocabulary was significantly greater than in Germany 
(p=.006). In the Netherlands score growth for grammar was significantly greater than 
in Germany and Hungary (p<.001 and .014 respectively) while the Hungarian and Italian 
grammar scores showed a significant growth when compared to those in Germany 
(for both p<.001). Significant differences in score growth were also found for idioms; 
in Hungary they increased more than in Germany (p=.002) and in Italy (p=.009). As to 
score growth for reading comprehension this was significantly more in the Netherlands, 
Hungary and Italy than in Germany (p<.001).
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5.12 Effects on EFL proficiency results and growth
 To answer the first research questions an analysis of variance (ANOVA) was 
conducted to measure the effects of the constructs on the EFL proficiency scores 
for vocabulary, grammar, idioms and reading comprehension of the first test, which 
pupils performed at the start of CLIL. A second ANOVA, to answer the second and 
third research questions, measured their effects on EFL proficiency growth in the 
first two years of CLIL at grammar school and the differences between countries. The 
ANOVAs display the variety of parameters for reasons described above, which makes 
for numerical variety. However, this does not affect the outcomes of effects. The results 
are shown in Table 5.
 For the initial measurement a number of significant results were found. EFL 
aptitude had a significant effect on grammar; aptitude for language learning benefits 
mainly grammar, likewise in all four countries: F (1,161) =20.83, p<.001. There was a 
slight but significant linear regression: β = .039, p<.001. 
 The confidence learners had in their ability to use the English language, EFL 
confidence, produced several significant initial effects for EFL proficiency results and 
greater linear regression. A significant effect was found for vocabulary scores: F (1,161) 
=19.80, p<.001. Effect sizes were small and varied per country: R2 for the Netherlands 
was .222, for Germany .029, for Hungary .420  and for Italy .101. Linear regression 
analysis also indicated significance: β = .42, p<.001.  More confidence leads to higher 
vocabulary scores in the four countries, even though there were significant differences: 
F (3,138) =2.94, p=.036. Regression results for the Netherlands were: β=.47, p=.003; for 
Germany: β=.17, p=.28; for Hungary: β= .65, p<.001; for Italy: β= .32, p=.035.  In the 
Netherlands, Hungary and Italy learners with more confidence in their English language 
skills reach higher vocabulary scores than in Germany.

 A significant initial effect of EFL confidence was also found for grammar: 
F(1,161)=12.42, p=.001; β=.28 and for reading comprehension: F(1,161)=8.21, p=.005; 
β=.29. The confidence of learners in their EFL skills influenced their scores for grammar 
and reading comprehension largely to the same degree in the four countries and with 
average effect sizes of R2= .073 for grammar and .083 for reading comprehension. As 
to the relation of EFL confidence and scores for idioms, however, there were significant 
differences between the countries: F (3,138) =4.02, p=.009. The effect sizes varied and 
were smallest in the Netherlands (R2=.019) and Germany (R2=.001) and slightly  larger in  
Hungary (R2=.162) and Italy (R2=.133). Regression results also varied: the Netherlands: β= 
-.14; Germany: β= .03; Hungary: β= .40, p=.01; Italy: β= .37, p=.015. In Italy and Hungary 
EFL confidence has significantly more influence on scores for idioms than in Germany 
and the Netherlands, while in the Netherlands we even found a negative effect: more 
confidence leads to lower scores for idioms. A possible explanation is that learners in 
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the Netherlands feel over-confident: they can understand pop songs and TV broadcasts, 
hence feel less inclined to spend time studying idioms.   
 The pupil variable international orientation and the environmental variables 
did not produce significant effects: the fact that pupils in CLIL classes feel attracted to 
the international world, listen to pop songs or watch English TV had no significant effect 
on their EFL scores. However, correlation analysis of the constructs showed several 
significant results. Five correlations were significant, even though small:
  EFL Aptitude and EFL confidence (r = .18, p < .05)
  EFL Aptitude and Watching TV (r =.19, p < .05)
  International orientation and Listening to pop songs (r = .19, p < .05)
  EFL confidence and Watching TV (r = .33, p < .01)
  Listening to pop songs and Watching TV (r = .23, p < .01)
The figures show that learners with more EFL aptitude and confidence also watch 
slightly more English TV broadcasts, while an international orientation goes hand in 
hand with listening to pop songs. 
The second ANOVA was aimed at analysing the effects of the pupil and environmental 
variables on EFL proficiency growth in the first two years of CLIL - the score increase 
for the English language assignments of Test 1 in comparison with Test 2. There was 
a significant difference across countries as to the degree to which grammar scores 
developed: F (3,161) =2.78, p=.044.  In the Netherlands they increased significantly 
more than in Hungary and Italy, while in Germany the scores for grammar decreased. 

 The pupil and environmental constructs showed various effects. International 
orientation and the environmental variables did not produce significant effects on the 
growth of  English proficiency scores in two years’ time; they mainly reinforce each other 
somewhat, as shown by the correlation figures, rather than lead to cognitive benefits 
for EFL learning. Results were highly similar across the four countries, irrespective of 
differences in CLIL concepts or the presence of English in society at large. 

 EFL confidence proved to be a much stronger influence. We found a significant 
effect on the score growth for vocabulary: F (1,138) =4.27, p=.041. The effects varied 
across countries: F (3,138) =3.21, p=.025. The  effect sizes were for the Netherlands: R2 = 
.071, for Germany: .001, for Hungary: .315 and for Italy: .000.  Linear regression analysis 
also showed variety and indicated for the Netherlands: β= - .27; for Germany: β= .03; for 
Hungary: β= -.56 and for Italy: β= .02.  This means that in Hungary and the Netherlands 
the regression results were negative: pupils with more confidence showed a decrease 
of scores for vocabulary. This may be because in these two countries vocabulary scores 
were very high at the second test so that further growth might have been unlikely. 
EFL confidence also showed significant differences in effects per country for reading 
comprehension score growth:  F (3,138) =2.82, p=.041. The effect sizes, however, were 
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small: R2 varied from .085 for the Netherlands, .024 for Germany, .001 for Hungary 
and .089 for Italy. Linear regression analysis indicated for the Netherlands: β =- .29; for 
Germany: β =.16; for Hungary: β =.02; for Italy: β =-.30. Dutch and Italian results were 
negative: more confidence led to a smaller score increase, similar as in cases of over-
confidence. This is not easy to explain. Pupils may lose interest in reading texts as they 
grow older, find the subject boring or take comprehension questions too lightly.

 The learner variable EFL aptitude, the ability to learn the English language, 
affected the increase of scores for idioms with significant differences across the four 
countries: F (3,138) =3.27, p=.023. Again, effect sizes were small: R2 for the Netherlands 
was .005, for Germany .030, for Hungary .057 and for Italy .001. Regression for the 
Netherlands was: β= - .07; for Germany: β= -.17; for Hungary: β=.29; for Italy: β=.03. 
In Hungary an aptitude for EFL learning related stronger to increasing scores for 
idioms than in the other three countries. A possible explanation lies in the fact that 
the Hungarian pupils spent considerably more time in the EFL classroom – during the 
intensive zero year - and thus had to study a greater amount of idioms, unrelated to 
their own native language, for which they may have had to rely more on their language 
aptitude than pupils in the Netherlands and Germany.
   
5.13   Discussion
 The aim of the present study was to analyse if the specific aptitude for 
and attitudes towards EFL learning of starting CLIL learners are related to their EFL 
proficiency results, and if this is similar in divergent CLIL contexts. Our results suggest 
an affirmative answer mainly for EFL confidence, the confidence with which pupils use 
the English language. The language learning ability EFL aptitude was found to have a 
significant effect on increased knowledge of idioms only. EFL confidence, on the other 
hand, was found to have significant effects on EFL proficiency scores in more respects. 
Learners with more confidence in their language skills acquired higher scores for 
vocabulary and reading comprehension, which seems an adequate contribution of CLIL 
to a future career or study in an international context.  Confidence in one’s EFL skills was 
found to be of more weight for score growth than an aptitude for language learning, and 
also more relevant than the degree to which learners feel attracted to the international 
world or the degree of presence of English in society at large. No effects were found for 
these constructs which may be explained by the fact that society as a whole is becoming 
more internationalised, which makes this less of a prerogative for CLIL schools. As we 
have discussed, the environmental factor of out-of-school exposure showed positive 
correlations and may be seen as a side contribution to learner confidence and 
aptitude.
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 To conclude, the main finding of the present study is related to the effect 
of EFL confidence, the confidence with which pupils use their English language skills 
which we found to have effects both initially and after two years. Even though there 
were certain differences between countries, learner EFL confidence appeared to be a 
more important influence on cognitive proficiency results than the aptitude for learning 
English. The extent to which the pupils possessed this language learning ability was 
probably more or less what was required for admittance to CLIL classes, which could also 
explain why there was no convincing contribution to EFL score growth. Even when CLIL 
is selective and relies on language learning aptitude, our findings suggest that learners 
with confidence in their own EFL skills profit the most from the CLIL environment: the 
CLIL classroom considerably enhances the effect of such confidence. 
 We must mention the fact that the present study was not without limitations 
in its execution, notably as to measuring aptitude specifically for English as a Foreign 
Language in an international context of beginning learners. At the time of our data 
collection the traditional language aptitude tests that were available had been 
developed in the 1960s and 1970s - of which the MLAT is a well-known example. 
They were intended - either in their original English forms or in translations - for 
participants with the same native language. The development of tests based on a novel 
conceptualization of foreign language aptitude, in  which participants are expected 
to  learn elements of a new, artificial language - not  resembling any one language or 
linguistic group, see Grigorenko et al. (2000) -  was still fairly recent at the time. Little 
was known about the findings of such tests in educational practice, after a long period 
of limited interest in language aptitude research. Moreover, our specific focus was on 
aptitude for learning English. We therefore preferred using parts of the English version 
of the MLAT-E as an instrument, and chose to maintain their original English language 
in order to prevent bias which might occur in the case of translations into the four 
native languages of our participants. Our findings relating to learner EFL aptitude should 
therefore be interpreted with the above limitations in mind. Looking at the present 
State-of-the-Art which has witnessed a ‘renewed enthusiasm across multiple disciplines  
of educational psychology, second language acquisition and cognitive neuroscience’ 
(Wen et al., 2017) for aptitude research, the development of an instrument specifically 
for EFL aptitude in an international context to be validated in future research could be 
a welcome contribution to the CLIL research field.

 Finally, we must bear in mind that the present study is a small scale one and 
therefore the results cannot be generalised. Moreover, there were no control classes 
so we cannot compare the effects of our constructs in the CLIL classes with mainstream 
classes. However, four very diverse CLIL contexts were investigated. Across the 
countries CLIL was found to provide a positive learning environment for learners with 
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confidence in their EFL skills, and to enhance its effect on their EFL proficiency scores 
in the course of time.  The specific role of CLIL as to the role of language confidence 
raises the question what can or should be done for learners who may be very talented 
but lack this confidence. In view of the fact that CLIL is increasingly being considered 
for a larger group of learners this seems a relevant concern.
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Appendix
1. Full list of questionnaire items International Orientation and EFL Confidence

International orientation:
1. I am good at languages
2. If I know English I can get to know other cultures and peoples
3. I need it for later studies
4. I want to know more about the lives of the English speaking nations
5. I want to write letters and e-mails to friends in foreign countries
6. I would like to work in a foreign country 
7. If I know English I can learn more about what is happening in the world
8. I want to be like the English or Americans
9. I would like to make friends with foreigners
10. It will help when I am on holiday in a foreign country
11. I will get a better job if I can speak English
12. I would like to learn as many foreign languages as possible
13. I want to read English books and newspapers
14. It must be wonderful to live in America
15. It is interesting to learn more about   English and American people
16. I would like to live in  England
17. Most of my friends also want to learn English
18. I think America is a wonderful country
19. English people are friendly
20. Some of the most important people in our town are from England or America
21. On the whole you can trust English people
22. Later, after I have left this school, I will go on studying  English
23. I would like to get to know more American people
24. On the whole I like English and American people
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EFL confidence:
1. I can easily write a text or a small story in English 
2. Our  English lessons are difficult            
3. I never feel quite sure of myself when I speak English in the classroom  
4. I feel uneasy whenever I must read or write an English text   
5. I always feel that the other children in my class are better at English than I am             
Six-point Likert scale answering possibilities:
1. This is absolutely true for me 
2. This is almost true        
3. This is a bit more true than untrue; more than half true  
4. This is a bit more untrue than true; less than half true
5. This is almost untrue
6. This is absolutely untrue for me 

2. Questions for out-of-school L2 exposure
Below are activities and situations in which you can use English in everyday life, at 
home or in the street. The questions are made to give us an idea of how often you are 
in contact with the English language, on a normal day or in a normal week, especially 
when you are not at school. This is probably not the same on every day. Therefore we 
ask you to write down the average time.

1. Do you watch television programmes in English in your free time? (e.g. films,  
 soaps, the news) How many minutes per day on average?
→ I watch programmes in English:  with subtitles ……… minutes per day
     without subtitles ……… minutes per day 

2. Do you listen to pop songs in English in your free time?
 How many minutes per day on average?
→ I listen to pop songs in English about   ……….  minutes per day
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 In this final chapter the conclusions of our research will be outlined. Before 
we start, we think it relevant to outline recent developments in the CLIL field in view 
of the fact that our data were collected some time ago. Our conclusions should be 
read with this information in mind. We will then discuss outcomes as to the effects we 
found of the innovative CLIL approach, the teaching and learning of English and subject 
matter in an integrated way at mainstream schools in various European quarters. We 
will first look at L2 outcomes, to see to what extent the CLIL target of providing better 
L2 learning opportunities has been realized. After that, we will discuss our findings 
as to the CLIL contribution to benefits for individual learners and preparation for the 
future, and see to what extent the success of learning in a CLIL class may be attributed 
to learner characteristics. Finally we will discuss the overall merits of CLIL education 
that we found in our research. 

6.1 Some preliminary remarks
 The aim of the present thesis is to investigate CLIL and its effects in the first 
stages of its introduction - in the highly selective context of secondary schools preparing 
for university or higher education in various European quarters. It should be borne in  
mind that the data for the experimental part of the research were collected between 
2007 and 2009. In the years that went by since then, the CLIL innovation has been 
developing in several respects.  
 As discussed in the introduction, CLIL is slowly being introduced at more 
educational levels, available for a broader group of learners - so a little less elitist. 
Admittance to a CLIL class seems no longer the exclusive prerogative of a small group 
of the best performing pupils with high motivation for a study at university. The CLIL 
approach is carefully moving into the direction of a trajectory for equipping young 
people with skills for the 21st century as described by Marsh (2013).  Recent research 
has shown that CLIL can have a positive influence on completely unselected learners of 
a junior vocational level (Denman et al., 2018),  even though still very rare in European 
CLIL. In addition, CLIL learning in primary education has gained ground. An increasing 
number of secondary CLIL learners is not new to the approach, and in all probability 
have more advanced EFL skills at the start of secondary school when compared to 
the population in our research. In the second place it is likely that, in education in 
general but especially in the initial stages of this innovative CLIL  programme, a lot has 
happened in ten years’ time. Teacher training courses have become adjusted to newly 
perceived needs, teachers have become more and more familiar with the new demands, 
new teaching materials have been introduced and didactics keep on developing. The 
mainstream departments, too, probably have invested time and energy to keep up with 
present demands. They may also have introduced enriched EFL learning in the course 
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of time. For the interpretation of the outcomes of the present thesis this implies, that 
the research conditions are emphatically placed in the first decade of the 21st century, 
when the CLIL innovation was in its early stages. As Denman et al. (2018) point out, 
the effects of CLIL can be very different  as a result of context and interaction effects. 
Therefore it seems likely that the results discussed in the present thesis may not be 
fully generalizable to the present times of 2019.  

6. 2 Effects of Content and Language Integrated Learning on proficiency in English
 In this thesis a major innovation in European education was investigated, more 

specifically as to its effects on English language education. The study has provided an 
insight into the question whether the combination of language and content lessons as 
practised in English-medium CLIL  leads to better EFL skills across divergent contexts 
and educational levels than mainstream teaching with language lessons only. We found 
considerable differences as to teacher skills, the CLIL curriculum, learner preparation 
and the presence of the English language in society at large. In our research across 
three countries as discussed in Chapter 2 we compared CLIL and mainstream learner EFL 
results. CLIL learners showed better scores than mainstream learners but not in each of 
the three countries, not for each tested language skill and not to the same degree. The 
best overall performance for both CLIL and control groups was found in the Netherlands. 
As to development over time, CLIL as well as control class showed diversities which were 
difficult to explain. The language skill in which CLIL classes on the whole developed best 
in comparison with the control classes was knowledge of idioms. The Italian CLIL pupils 
showed the best progress for text comprehension, though they did not set out with the 
highest scores for this skill: the German CLIL pupils did, but their performance declined 
and they ended with the lowest text comprehension scores. Negative outcomes were 
found for the German schools. In the Berlin area, Zydatiß (2012) found conditions under 
which CLIL learners at grammar schools turned their back on CLIL learning for strategic 
reasons, i.e. better grades when participating in non-CLIL classes. In German CLIL as 
well as control classes receptive grammar also developed negatively. 

The ‘success of CLIL’ did not seem to be proportional to CLIL content lessons: 
several gain scores were highest in Italy, surprising in view of their modest modular CLIL 
programme. Nor did it depend on teacher qualifications: the dually qualified teachers 
in Germany did not produce better results than their Dutch and Italian colleagues 
with single qualifications. Our evaluation of longitudinal research throughout Europe 
of the past twenty years into the effects of CLIL on EFL proficiency with a pre-test / 
post-test design and the use of control groups as discussed in Chapter 3 seemed to 
reveal a divide between high and low EFL proficiency countries. In the first, the overall 
picture of experimental research involving a variety of linguistic skills may be called 
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slightly disappointing: in  most cases the - initially already higher - CLIL learner scores 
of the tested EFL skills had developed more than those of mainstream learners, but in 
most cases not significantly. More positive results appeared in Italy and the majority 
of Spanish areas, which can be seen as low EFL proficiency starters with much room 
for growth at the time but steadily catching up. This conclusion provides a hopeful 
prospect for other low-EFL proficiency areas considering CLIL implementation, which 
could benefit from ample Spanish practice.  
 We investigated the effects of a divergence of European CLIL approaches on 
EFL skills, with a variety of learners as to age, nationality, native language, additional 
home languages, school levels, prior EFL knowledge and exposure to English. What all 
contexts had in common is the fact that CLIL can be seen as selective: their classes are 
populated by the most motivated and highest achievers. Even in educational areas 
with a liberal approach and accessibility for all, as in Spain, the programme attracts 
learners with particular fields of interest and the abilities that go with them. This puts 
them at an advantage over the groups that are usually monitored as control groups. 
Critics have drawn attention to the fact that this may account for distorting factors in 
research findings  as to the actual effects of the CLIL programme itself (Bruton, 2011 ) as 
possible differences could be ascribed to other variables.   In her review of CLIL research 
Pérez-Cañado (2012) underscored the need expressed by researchers in the field of CLIL 
to secure the homogeneity of experimental and control groups when comparing CLIL 
and non-CLIL performance. However, it has also been acknowledged that this may be 
a difficult task, e.g. by Lasagabaster (2008) who discussed the fact that some variables 
are hard to control in a study carried out in an existing educational context, such as in 
the Basque schools where English is the third target language. 

6.3 Effects of CLIL on pupil identity   
 A major issue discussed in the present thesis is the question whether CLIL 
contributed to its aim of educating confident L2 speakers and citizens for life in today’s 
internationalised world. Proficiency in the lingua franca can be seen as a prerequisite 
for this target, and studies in various European have shown positive L2 effects for 
receptive language skills, vocabulary and morphology as well as creativity, risk-taking, 
fluency and speaking confidence (Dalton-Puffer, 2008).  Still, CLIL has been described as 
more than L2 learning and also has non-cognitive aims such as enhancing motivation, 
fostering positive attitudes towards other cultures and foreign language learning, as 
well as contributing to linguistic confidence of its learners. In the present thesis we 
have tackled these issues and investigated if and to what extent CLIL enhances pupils’ 
confidence in their EFL skills and involves them in the international world.   
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 In Chapter 2 we discussed that, as could be expected in view of CLIL selection 
criteria, CLIL pupils in the Netherlands, Germany and Italy started out with better EFL 
skills than their mainstream peers and even though they also progressed more, their 
score growth was not always significant. In Chapter 4 we discussed that the same group 
of learners had more interest in international cultures, and also in studying English and 
other foreign languages. Moreover, they had greater confidence in their target language 
skills, findings that had been confirmed by other research (Dale & Tanner, 2012; Doiz et 
al., 2014; Pérez-Cañado, 2012).  However, after two years’ time the CLIL environment 
had not enhanced these feelings significantly more than the traditional mainstream 
EFL curriculum.  All learners - in CLIL as well as in mainstream classes across the three 
countries - developed more international involvement and language confidence, and 
more or less to the same degree. Even if this does not suggest a significant contribution 
of CLIL, a small success may be seen in the increase of CLIL learner scores that were 
already very high at the outset, both for international orientation and EFL confidence.  
Each of the CLIL programmes, irrespective of its intensity or teaching practice, succeeded 
in maintaining learner involvement and may as such be seen as a positive innovation.  

 6.4 Variation in CLIL effects on the individual learner
 The present thesis analysed if the specific learners’ talent for and positive 
attitudes towards EFL learning which were generally required for admittance to a CLIL 
class are related to EFL proficiency results in divergent contexts. Our results suggested 
an affirmative answer. As discussed in Chapter 2 learners in CLIL classes started out with 
better EFL skills than their mainstream peers, in Chapter 4 we saw that they also had 
more interest in international cultures, in studying English and other foreign languages, 
moreover, they had greater confidence in their target language skills. In Chapter 5 we 
found that an aptitude to learn the English language and notably the confidence with 
which pupils use it, EFL confidence, had significant effects on EFL proficiency scores 
while the presence of English in society at large was found to be a side contribution. 
Aptitude and confidence proved to be of more weight than the degree to which learners 
feel attracted to the international world. 
 As one of the central individual differences in language learning we investigated 
language aptitude: the specific talent to learn languages, believed to be very much 
present in CLIL classes. CLIL generally attracts not only academically talented but 
also above average L2 learners (Wolff, 2007). Aptitude scores have been found to be 
predictable from social class, vocabulary development and parental education (Skehan, 
1989, p.33), learner characteristics that often show similar high levels in CLIL classes, as 
a side effect of selection. It is therefore not surprising that the EFL aptitude scores we 
discussed in Chapter 5 did not vary greatly across the CLIL contexts we investigated in 
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four countries: the Netherlands, Germany, Italy and Hungary. The role of this variable 
appeared to have mainly initial effects on EFL scores. Aptitude for language learning 
did not convincingly lead to an increase in scores, even though in the intensive EFL 
learning context of Hungarian CLIL it appeared to be supportive. A more meaningful 
finding was its relation with the learner variable language confidence, the confidence 
with which learners use the English language, a feature that turned out to contribute 
considerably to initial skills as well as to progress in language learning. Learner aptitude 
and confidence together seemed to form an interconnected construct promotive to 
making the most of the CLIL environment, and moreover an incentive to maximize profit 
from the presence of the English language in their daily life.
 Even when CLIL is selective and relies on a talent for language learning, our 
findings suggest that learners with confidence in their own EFL skills profit the most 
from the CLIL environment: the CLIL classroom considerably enhances the effect of such 
confidence. 

6. 5 The positive contribution of CLIL to the learning environment
 In our investigation of schools in divergent contexts the benefits of CLIL on a 
wider scale became apparent. Schools of all levels are faced with the challenge of how 
to keep up with the demands of 21st century education, in which CLIL is expected to 
play a prominent role (Marsh, 2013). Moreover, in the present day and age it becomes 
increasingly important for schools to distinguish themselves. The schools in our research 
project had all developed the know-how to answer fully to the demands necessary for 
CLIL which is associated with an atmosphere of looking beyond borders, new ways of 
teaching and attracting capable and motivated learners to its CLIL classes. For teachers 
the introduction of CLIL entailed the challenge of teaching their subject in English (Dale 
& Tanner, 2012) involving improved language skills, the mastering of new didactics, 
renewed interaction with colleagues, motivated students,  possibilities to be involved in 
international school outings and meeting new colleagues. In relation to CLIL practice De 
Graaff et al. (2007) argued that not only CLIL content teachers can profit from effective 
pedagogical approaches to teaching and learning through an additional language, but 
foreign language teachers too, in that they can give their lesson a wider scope by 
stimulating content-based language learning activities in foreign language curricula. 
 For CLIL learners one of the purported benefits of CLIL introduction into 
European mainstream education was to provide more opportunities to practise real, 
appropriate language to communicate with others in the classroom and learn by 
interaction. After investigation of diverse educational contexts in various European 
quarters we can safely say that this aim has been realised. Content and language 
integration, focussing on authentic materials and cooperation, turned out to be 
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promotive to language development as well as to a sense of confidence in using the 
foreign language. Learners in CLIL classes, even in its most modest CLIL implementation 
as in Italy and also Germany, get hours more practice of spoken skills by interaction per 
week than would normally be the case and on the whole take part actively in classroom 
communication. Their enhanced L2 skills also facilitated out-of-school involvement 
in the language, such as practising speaking English at home or with friends, reading 
English books and sites on the internet and watching English programmes on TV.
 At the same time, a wider goal was addressed. In 2006 the European Parliament 
recommended eight key competences for lifelong learning. These competences, 
which combine knowledge and skills appropriate for life in the 21st  century, include 
communication and foreign languages; learning to learn; social and civic competences; 
sense of initiative and entrepreneurship; cultural awareness and expression.  CLIL has 
been seen to be a key lever in realizing some of the eight key competences (British 
Council, 2014).  CLIL learners across contexts in the present study had the possibility 
to participate in a number of out-of-school activities such as exchange projects, 
language excursions, theatre visits, public speaking contests and participating in the 
EuropeanYouth Parliament. As our study made clear, the CLIL approach has introduced 
its learners to a wider cultural context, prepared for internationalisation, improved 
language competence and confidence, developed multilingual interests and attitudes 
and increased learner EFL proficiency.  
 
6.6 Limitations and future directions 
 We found CLIL effects across countries, however, it should be acknowledged 
that the number of participants was relatively small and our findings can only be 
generalised with great caution. Apart from that, as mentioned before, the data were 
collected when CLIL was still new. As could be expected in an innovative programme, 
developments have taken place, whether scheduled or through common experience 
throughout the years. The outcomes will most likely not be the same if the research 
were to be repeated.  
 As a downside to the divergence in national educational systems and the start 
of CLIL the students could not entirely be matched for age: in the Netherlands secondary 
school starts at twelve and coincides with the introduction of CLIL,  in Germany 
secondary school starts at ten but CLIL two years later, while in Italy the middle school 
trajectory has to be completed first before embarking on CLIL at age fourteen and in 
Hungary the entire first secondary school year is spent on studying the target language 
at age fifteen. 
 Interestingly, we found CLIL effects on EFL performance at selective grammar 
schools to be dependent on language confidence and aptitude of learners. As CLIL is 
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increasingly being introduced into a wider array of schools, taking learner diversity into 
account and finding the individual learner variables that contribute to successful learning 
should become a more intensive area of research (Cenoz et al., 2013; Dalton-Puffer 
et al., 2014). In this respect also teacher skills and didactics need a prominent place 
on the research agenda (Coyle, 2007). Teacher training programmes need increasing 
focus on CLIL didactics, in which it is necessary to change established habits which 
are used in the L1 into teaching the same content in L2  (Papaja, 2013). Spratt (2017) 
discusses the importance and centrality of teacher language in CLIL, demonstrating 
the role of classroom interaction in the L2 for the comprehension and expression of 
higher level thinking skills such as evaluating, comparing, hypothesising. A related area 
is studying the effect of affectivity and teacher beliefs. A positive attitude, motivation 
and commitment of both learners and teachers to learn through an L2 have been found 
promotive to cognitive gains (Otwinowska, 2013).
 To answer the question to what extent the CLIL target of preparing students 
adequately for future studies is reached we need to consider how English-taught 
programmes in higher education have developed in Europe and the world at large. 
Professional development of lecturers in international classrooms in higher education, 
involving students with diverse nationalities and from different cultures, has been 
reported as an area in need of more systematic training programmes (Lauridsen, 2017). 
In Norway Hellekjær (2006) reported that most Norwegian students in upper-secondary 
education are highly proficient in basic interpersonal communicative skills, but that their 
cognitive academic language proficiency is not sufficient to tackle academic content 
in English-taught programmes. Dalton-Puffer (2013) emphasises the fact that learning 
content in an L2 needs to be supported by classroom discourse in the specific language 
of the subject, so-called academic language, which is seen as distinct from interpersonal 
language even though their learning paths are similar and both develop through social 
interaction (p.226).
 The contribution of CLIL to student mobility needs further investigation in the 
first years of higher education, to provide an insight into the extent to which students 
feel prepared for the demands of higher education and life in a foreign culture. The 
educational innovation of integrating the learning of content and a foreign language is 
increasingly gaining ground throughout all levels of education. In view of my research 
findings learner language skills play an important role. Consensus as to the linguistic 
and didactical needs of content teachers and students seems a key factor for the 
future, in which decisions have to be made as to further implementation of CLIL.  The 
issue of approaches to the  integration of language and content has only recently 
appeared on the agenda. As Nikula (2017) argues: ‘there has been a shift in emphasis 
in research from studies orienting to effects of CLIL on language learning outcomes to 
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studies that point towards the need to adopt a truly integrated view on language and 
content and to explore the potential that CLIL has in supporting the development of 
subject literacies.’(p.1). A core characteristic of CLIL is the use of an L2 to teach subject 
matter, as discussed in the present thesis. However, as Van Kampen et al. (2018) have 
investigated, there are mixed views in the countries of Europe and beyond as to the 
systematic inclusion of the L2 - the CLIL target language - in the teaching of content. 
In response to their findings, Rumlich (2018) argues that if CLIL content teachers rely 
largely on incidental L2 acquisition, this may turn out to be inefficient and detrimental 
to subject related competence. In view of the wider implementation of dual learning 
this should receive attention on the CLIL research agenda. 
 Our overall conclusion is, that in order to arrive at a fuller understanding 
of the individual variation of CLIL effects, there is a need of large-scale studies with 
different countries and educational levels being involved, in which learning effects 
and pupil identity can be examined. These should be related to learner and teacher 
characteristics, as well as  CLIL teaching practice, and  follow a longitudinal multilevel 
design.  

6
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Samenvatting
 Dit proefschrift is geschreven met als doel inzicht te verschaffen in de 
opbrengsten van Content and Language Integrated Learning (CLIL) op het gebied van 
het leren van Engels als vreemde taal in verschillende Europese landen. CLIL is een 
onderwijskundige vernieuwing die haar intrede heeft gedaan in de jaren negentig van 
de vorige eeuw. De aanleiding voor deze vernieuwing was het feit dat er ontevredenheid 
bestond bij docenten, studenten, ouders en andere maatschappelijk betrokkenen 
over de tekorten van het gangbare vreemdetalenonderwijs met betrekking tot 
spreekvaardigheid en communicatieve vaardigheden. Het doel van lessen in vreemde 
talen zou te zeer zijn gericht op kennis van grammatica en het vertalen van teksten, 
doelen die te weinig aansloten bij internationale ontwikkelingen in Europa en de 
rest van de wereld en de eisen aan taalvaardigheid die daarmee gepaard gingen. De 
innovatieve benadering van het leren van een vreemde taal door middel van CLIL - naast 
de gebruikelijke lessen Engels door de taaldocent - had tot doel de leerling in staat 
te stellen om de taal samen met de inhoud van andere vakken te leren, waarbij het 
intensieve gebruik van de vreemde taal een belangrijke rol zou spelen bij het ontwikkelen 
van betere spreekvaardigheid en communicatieve vaardigheden dan voorheen het geval 
was. Deze vaardigheden werden als onontbeerlijk gezien voor de toekomstige generatie, 
die moest worden voorbereid op toegenomen internationalisatie van de economie en 
het studieaanbod in het hoger onderwijs.

CLIL op scholen in verschillende Europese landen
 Globaal gezien zijn initiatieven met CLIL gestart in de jaren negentig van de 
vorige eeuw. Veelal gebeurde dit bottom-up, dat wil zeggen vanuit de praktijk van het 
onderwijs, niet top-down, van bovenaf opgelegd door onderwijskundige autoriteiten. 
CLIL is doorgaans selectief: er gelden toelatingscriteria die gerelateerd zijn aan 
academische vaardigheden, aanleg om taal te leren en motivatie voor onderwijs door 
middel van Engels. De eerste CLIL implementaties vonden plaats in de eerste leerjaren 
van het voorbereidend wetenschappelijk onderwijs, in Europese landen het nationale 
equivalent van het gymnasium. Tussen landen bestonden aanvankelijk verschillen in de 
taal die als doeltaal voor CLIL fungeerde - in Duitsland was dit bijvoorbeeld de Franse 
taal - maar door de jaren heen werd steeds meer de Engelse taal als instructietaal voor 
CLIL ingevoerd. Kennis van de lingua franca werd als essentieel gezien voor leven en 
werken in Europa en de rest van de wereld.
 Het proefschrift beschrijft een onderzoek naar de leeropbrengsten van CLIL 
onderwijs en attitudes van leerlingen ten aanzien van de Engelse taal in de eerste twee 
leerjaren van scholen voor voorbereidend wetenschappelijk onderwijs in vier Europese 
landen: Nederland, Duitsland, Italië en Hongarije. Om een zo compleet mogelijk beeld 
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te geven van de effecten van CLIL op Engelse taalvaardigheid is daarnaast een review 
uitgevoerd van vergelijkbaar onderzoek dat in de afgelopen twintig jaar door heel 
Europa is uitgevoerd op scholen voor primair en secundair onderwijs.
 De bevindingen van het onderzoek zijn dat er tussen landen grote verschillen 
zijn wat betreft de aandacht voor de Engelse taal in het onderwijs en de mate 
waarin Engels is ingeburgerd in het dagelijkse leven. Dit bleek van invloed te zijn 
op de implementatie van CLIL. In Nederland wordt de Engelse taal op alle scholen 
onderwezen, is Engels aanwezig in de media en wordt het, mede door de gelijkenissen 
met Nederlands, door bijna de gehele bevolking in enigerlei mate gesproken. De 
CLIL werkwijze is omvangrijk: op middelbare scholen die CLIL aanbieden wordt vanaf 
de eerste dag - naast de gebruikelijke lessen Engels - 50 á 60 % van het lesrooster 
onderwezen door middel van Engels. De vakken worden gegeven door docenten met 
een lesbevoegdheid voor hun vak, maar niet voor de Engelse taal. Ze hebben bijscholing 
in de Engelse taal gevolgd om deze als instructietaal te kunnen gebruiken.
 In Duitsland is de Engelse taal minder populair en kennis ervan wordt niet als 
vanzelfsprekend gezien. Engels is niet sterk aanwezig in de media, maar daarentegen 
wel in een vroeg stadium op het lesrooster van de bassischool. Leerlingen die naar 
een CLIL klas willen krijgen extra lessen. De CLIL vakdocenten hebben een dubbele 
lesbevoegdheid: voor hun vak en tevens voor de Engelse taal. In Italië spreekt het 
overgrote deel van de bevolking helemaal geen Engels en in de media is de taal 
nauwelijks te horen. Wel zijn Italianen enthousiast over de onderwijsvernieuwing die 
CLIL heeft gebracht en op grote schaal is inmiddels begonnen met de introductie van 
CLIL. De CLIL scholen in dit onderzoek werkten met modules: een deel van een vak werd 
een aantal maanden per schooljaar door middel van Engels onderwezen. Omdat Engelse 
taalvaardigheid van leraren beperkt was, hadden de vakdocenten te weinig talenkennis 
en werden in de les geassisteerd door de docent Engels, een benadering die bekend 
staat onder de naam team-teaching. Hongarije heeft een afwijkende geschiedenis. Hier 
was ten tijde van het communisme het leren van Russisch verplicht. Andere vreemde 
talen waren verboden op het lesrooster. Toen dit veranderde, wilden de jongeren 
massaal andere talen leren, met name Duits en Engels. Er ontstond meteen een groot 
lerarentekort. Om de introductie van CLIL mogelijk te maken zijn veel native speaker 
teachers uit Engeland en Amerika aangetrokken. Op het CLIL gymnasium werd een 
talenjaar ingevoerd, waarin de doeltaal eerst grondig werd bestudeerd alvorens in het 
tweede jaar aan vakonderwijs door middel van Engels - of ook wel Duits - te beginnen.

De effecten van CLIL op Engelse taalvaardigheid
 De effecten van CLIL op Engelse taalvaardigheid zijn onderzocht voor de 
onderdelen woordenschat, grammatica, idioom en tekstbegrip gemeten met een pre-
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test en een post-test: de eerste Engelse test aan het begin van CLIL en een tweede, 
meer gevorderde test na twee jaar. Er is gebruik gemaakt van controlegroepen die 
niet het CLIL programma volgden, leerlingen uit klassen die alleen de gebruikelijke 
Engelse lessen kregen. Voor dit deel van het onderzoek was Hongarije uitgesloten, 
omdat er op de onderzoeksscholen geen geschikte controlegroepen aanwezig waren. 
De bevindingen laten zien dat leerlingen in CLIL klassen hogere scores halen, maar niet 
in elk van de drie landen, niet voor elk onderdeel en niet in dezelfde mate. Significante 
vooruitgang was te vinden in Nederland, waar de leerlingen het beste presteerden op 
de onderdelen woordenschat en idioom en ook de grootste vooruitgang vertoonden 
na twee jaar. Meer significante effecten waren te vinden in Italië. De Italiaanse CLIL 
leerlingen gingen het best vooruit op het onderdeel tekstbegrip, hoewel de beginscore 
niet de hoogste was: die was te vinden in Duitsland, maar daar liepen de prestaties 
terug, voor tekstbegrip en ook voor grammatica. CLIL klassen lieten in vergelijking met 
de controlegroepen over het algemeen de beste vooruitgang zien met betrekking tot 
kennis van idioom. Er scheen geen verband te zijn tussen het aantal vakken dat in CLIL 
klassen door middel van Engels was onderwezen, noch tussen het Engelse taal niveau 
van de vakdocenten en de ontwikkeling van de leerlingenresultaten voor het vak Engels.
 Om na te gaan hoe de conclusies waren van andere onderzoeken naar de 
effecten van CLIL op scores voor Engels zijn publicaties in de afgelopen twintig jaar van 
andere onderzoekers geanalyseerd. Het werd duidelijk dat er lang niet in alle Europese 
landen - die bijna allemaal CLIL hebben geïntroduceerd - onderzoek is gedaan die de 
vooruitgang van CLIL leerlingen meten en vergelijken met die van leerlingen in een 
controlegroep. Er is veel onderzoek gedaan in Nederland en Duitsland, een enkele studie 
in Zweden en Oostenrijk, maar het grootste deel bleek te zijn gedaan in allerlei delen 
van Spanje, waar ook de meeste significante resultaten voor CLIL zijn geconstateerd. 
Hier is CLIL ingevoerd met steun van educatieve autoriteiten, en op veel plaatsen vanaf 
het eerste leerjaar op de basisschool.

De effecten van CLIL op attitudes van leerlingen
 Naast de twee Engelse testen zijn op ongeveer dezelfde testmomenten de 
houding en gerichtheid van leerlingen ten opzichte van het leren van de Engelse taal 
gemeten, alsmede hun aanleg daarvoor. Daarvoor zijn vragenlijsten gebruikt - ook 
volgens het pre-test / post-test principe. De vragen hadden betrekking op a) de mate 
waarin de leerlingen ‘internationaal georiënteerd’ zijn, d.w.z. belangstelling hebben 
voor andere culturen, graag vreemde talen leren, zich identificeren met sprekers van 
de Engelse taal en die voor internationale doeleinden willen leren; b) de mate waarin 
ze vertrouwen hadden in hun eigen taalvaardigheden en c) in welke mate ze aanleg 
hadden voor het leren van Engels. Daarnaast is gekeken naar de invloed van de Engelse 
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taal zoals aanwezig in de media in hun land, een factor die het leren van die taal zou 
vergemakkelijken, een aanwezigheid die verschilde in de landen.
 De resultaten gaven aan dat de CLIL leerlingen in de drie landen met 
controlegroepen niet alleen hogere beginscores voor Engels hadden dan de leerlingen 
in de controlegroepen, maar ook bovengemiddeld vertrouwen in hun taalvaardigheid 
- de Nederlandse en ook de Duitse leerlingen meer dan de Italiaanse. Ook hadden CLIL 
leerlingen meer belangstelling voor de internationale wereld, het meest in Duitsland. 
Wat de toename van de gemeten constructen betreft was er geen significant effect 
van CLIL onderwijs aanwezig: CLIL leerlingen ontwikkelden in positieve zin, maar de 
controlegroepen ook en ongeveer in dezelfde mate.
 Toelating tot een CLIL klas is aan voorwaarden gebonden, waarvan aanleg 
om Engels te leren er één is. Deze aanleg en vertrouwen in de eigen taalvaardigheid 
bleken significante invloed te hebben op de scores voor het vak Engels van beginnende 
leerlingen in de drie eerder besproken landen en ook in Hongarije. Deze twee factoren, 
maar vooral de factor vertrouwen in eigen taalvaardigheid, bleken een grotere invloed 
te hebben op de leerresultaten dan de aanwezigheid van de Engelse taal in de media 
of de internationale georiënteerdheid van de leerlingen. De conclusie kan worden 
getrokken dat met name leerlingen die vertrouwen hebben in hun taalvaardigheid het 
meeste baat hebben bij leren in een CLIL klas: hun zelfvertrouwen was na twee jaar 
nog sterker geworden.

De toekomst van CLIL
 De CLIL innovatie leidt tot positieve leerresultaten wat betreft de Engelse taal. 
Ook ontwikkelen de leerlingen zelfvertrouwen en kunnen zij hun taalaanleg gebruiken. 
Gebaseerd op positieve bevindingen uit het onderwijs- en onderzoeksveld wordt de CLIL 
werkwijze op steeds meer schooltypes ingevoerd, maar is nog steeds selectief en slechts 
in enkele gevallen een verplicht onderdeel van een leertraject. Ontwikkelingen in de 
toekomst zullen gericht zijn op het toegankelijk maken van CLIL voor een grotere groep 
leerlingen, aangezien CLIL voor alle leerlingen kan bijdragen aan hun toekomst in de 
internationale wereld. Verder moet gekeken worden in hoeverre de voorbereiding van 
studenten op Engelstalige onderwijsprogramma’s in het hoger onderwijs gefaciliteerd 
wordt door CLIL. Daarbij is ook de vraag van belang in hoeverre deze programma’s 
zelf in voldoende mate aansluiten bij de leermogelijkheden en -behoeften van de 
internationale studenten die zich aanmelden voor Engelstalige programma’s.
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and Language Integrated Learning in secondary  pre-university education in various 
European countries, the results of which are reported in the present dissertation.  At 
present she is retired but still active in the field of Content and Language Integrated 
education. 
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Dankwoord
 Zo’n 15 jaar geleden werd mijn belangstelling gewekt voor een opmerkelijke 
onderwijsvernieuwing: TTO, tweetalig onderwijs met voornamelijk Engels als 
instructietaal. Ik ben me er steeds meer in gaan verdiepen, en geleidelijk groeide het 
idee om zelf onderzoek te gaan doen. Ziehier het resultaat: mijn proefschrift! Hier is 
het kleine steentje dat ik heb kunnen bijdragen aan de wetenschap en met name aan 
mijn vakgebied, onderwijs in de Engelse taal.
 In de eerste plaats bedank ik de Radboud Universiteit voor alle hulp die me 
is geboden bij het realiseren van mijn onderzoeksproject en het publiceren van mijn 
dissertatie. Om te beginnen denk ik daarbij aan Janet van Hell, die me - voordat ze 
naar de V.S. emigreerde - deskundig en met betrokkenheid heeft geholpen bij het 
ontwerpen van de tests en vragenlijsten en het in gang zetten van het onderzoek. In 
het jarenlange vervolg daarop was Ludo Verhoeven een rots in de branding. Met de 
overzichtelijke schema’s die hij keer op keer op papier toverde kon ik maandenlang 
verder, zeker toen Eddie Denessen erbij kwam met zijn deskundige blik op statistiek 
en SPSS. Steeds weer zaten we met z’n drieën rond de tekentafel om te brainstormen 
over het vinden van een opzet om de interculturele cognitieve en affectieve uitkomsten 
van mijn onderzoek te verwerken tot ideeën voor interessante analyses en publicaties, 
gevolgd door het perfectioneren van de manuscripten. De koffer vol met data die ik 
binnenbracht bij de RU had ik zonder hun hulp nooit kunnen uitwerken tot dit veelzijdige 
resultaat. Ludo en Eddie, ontzettend bedankt voor jullie inzet. Ik dank uiteraard ook 
de manuscriptcommissie voor de bereidheid tot het lezen en beoordelen van het 
eindresultaat.
 Een bedankje is ook zeker op zijn plaats voor de docenten Lex Hendriks en 
Chris Visscher. Ik heb veel plezier gehad van jullie statistieklessen, nieuwe materie voor 
iemand die van de Faculteit Letteren komt. En zeker niet op de laatste plaats bedank 
ik Marleen Hofman, die mijn zelfvertrouwen bij het presenteren van mijn onderzoek 
een enorme boost heeft gegeven met haar door een aangename sfeer gekenmerkte 
training.
 Vervolgens wil ik mijn waardering uitspreken voor de welwillendheid van 
mijn internationale onderzoekspopulatie. Ik bedank alle docenten voor de welkome 
ontvangst op hun school, en voor hun bereidheid om mee te werken aan mijn 
onderzoek. Ik heb ook ontzettend genoten van de inzet waarmee klassen vol met 
leerlingen zich over mijn tests en vragenlijsten bogen. Jongens en meisjes, ik wil jullie 
allen heel hartelijk danken. Zonder jullie zou mijn onderzoek niet mogelijk zijn geweest, 
en zou dit proefschrift er niet zijn.
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 De niet-Nederlandse deelnemers hoop ik een plezier te doen met een bedankje 
in hun eigen taal. Ik ben niet voor niks polyglot en tenslotte hoeft niet altijd alles in het 
Engels:

Liebe Lehrer und Lehrerinnen, liebe Schüler und Schülerinnen!
An diesem schönen Tag, da ich meine Dissertation vollendet habe, möchte ich 
mich nochmals herzlich für Ihre groβe Bereitschaft an der Mitwirkung an meiner 
wissenschaftlichen Arbeit bedanken. Ich habe mich in Ihren Schulen sehr willkommen 
gefühlt und es hat mich gefreut, dass so viele junge Leute bereit waren, an meiner 
Forschungsarbeit teilzunehmen. Ohne Ihre Hilfe wäre es für mich unmöglich gewesen, 
diese Untersuchung durchzuführen. Vielen Dank dafür!

Gentile professori e professoresse, gentile scolari e scolare!
In questa lieta giornata in cui ho finito la mia tesi di dottorato, vorrei nuovamente 
ringraziarVi calorosamente per la Vostra buona volontà e per la collaborazione al mio 
lavoro scientifico. Mi sono sentita ben voluta nelle Vostre scuole e mi ha fatto piacere 
che tanti giovani fossero disposti a partecipare alla mia ricerca. Effettuarla sarebbe stato 
impossibile senza il Vostro aiuto. Mille grazie per tutto!

In het Hongaars kom ik helaas niet verder dan: Köszönöm szépen! Hoewel dit de essentie 
van mijn boodschap weergeeft wil ik er toch iets meer van maken. Ik heb daarom de 
hulp van een collega ingeschakeld en we lezen het volgende:

Kedves tanárok és diákok!
A mai szép napon, amikor befejeztem a doktori disszertációmat, újra meg szeretném 
köszönni önöknek/nektek az együttműködést a tudományos munkámban. Nagyon jól 
éreztem magam az osztályokban és nagyon örültem, hogy olyan sok fiatal vállalta, 
hogy részt vesz a kutatási projektemben. A rengeteg segítség nélkül nem sikerült volna 
befejeznem a vizsgálatot. Nagyon szépen köszönök mindenkinek mindent!
Bedankt voor deze vertaling, Krisztina, köszönöm szépen!

 Het motto van mijn proefschrift, “The future belongs to those who believe 
in the beauty of their dreams”, is afkomstig van Eleanor Roosevelt, voormalig First 
Lady van de V.S., een sterke, wilskrachtige vrouw. Ik wil haar woorden meegeven als 
persoonlijke boodschap aan mijn kinderen - Hans en Marcha, Karin en Serge - en aan 
mijn kleinkinderen - Michael, Katy, Rick, Ferry, Britt en Nina. Laat je bij het vinden van 
je weg door het leven niet ontmoedigen.
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 Mijn eigen dromen ontlenen hun schoonheid vooral aan Chris, mijn maatje 
door dik en dun. Zijn rotsvaste geloof in mij is een van de pilaren onder mijn onderzoek 
en dit proefschrift. Vanaf het prille begin leefde hij mee met mijn zoektocht naar 
onderzoeksscholen, mijn hoofdbrekens over testen en vragenlijsten, het monnikenwerk 
van invoeren van data in SPSS, het bestuderen van statistiek en de eindeloos lijkende 
herzieningen van manuscripten. Zonder hem had ik ook nooit met de auto of de boot 
naar mijn onderzoeksscholen door heel Europa kunnen reizen. Iedere keer weer zorgde 
Chris ervoor dat ik stipt op tijd in de klaslokalen stond met mijn stapels papierwerk. 
Chris, bedankt voor de gedenkwaardige tijd die we samen met al die aardige en 
bijzondere onderwijsmensen hebben beleefd. Bedankt dat je alles zoveel leuker maakte 
en nog steeds maakt!
 Tenslotte komt er nog een groot boeket van bedankjes aan kinderen, 
kleinkinderen, broers, zus, verdere familie en schoonfamilie, vrienden, oud-collega’s, 
RU medewerkers en aio’s voor alle bemoedigende woorden, enthousiaste reacties, 
belangstellende vragen en welgemeende complimenten die me zoveel goed hebben 
gedaan. Jullie maakten vaak het verschil tussen een gewone weekdag en een dag met 
een gouden randje. En natuurlijk bedank ik mijn zoon Hans en mijn dochter Karin omdat 
ze mijn paranimfen willen zijn. Jullie enthousiaste reacties maakten me blij.
 Ik voel me een bevoorrecht mens. Ik prijs me gelukkig omdat het me gegeven 
is om mijn naam op dit proefschrift te kunnen zetten. Maar nog meer omdat ik mijn 
naam onder dit dankwoord mag zetten.
José Goris






