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Abstract (250-400)

The textbook is an object which is present in almost all classrooms. Moreover, in the
majority of cases, it is the basis of the student’s learning process. Teachers spent
most of the time in class using the textbook, which provides them with guidance,
activity design and multiple resources Although disadvantages can be found in the
textbooks’ usage, it is certain that they are still used a lot in teaching, mostly in
subjects in which the language used is not the students’ mother tongue, as it is the
case in bilingual education. For this reason and in terms of CLIL methodology, a
textbook evaluation process is needed in order to better attain the CLIL

fundamentals, the learning goals and the target group needs.

Bearing the aforementioned reasons in mind, this study’s main objective is to create
a CLIL Science evaluation template to attend one of the reasons mentioned above:
the CLIL fundamentals. Therefore, the present study’s template lays its basis on
Coyle’s 4C’s framework and the main features this theory implies (the Language
Triptych, Bloom’s taxonomy, BICS and CALP, intercultural awareness...). Moreover,
in order to attain the main objective, an analysis among three CLIL textbooks
evaluation template is carried out in this study. Besides, the final template is applied
to three different CLIL Science textbooks from 3 grade level aiming to validate the

template.

In consequence of the fact that textbooks’ usage often relies on teachers’ own
teaching manner and objectives, the final template aims to be a useful tool to analyse
and evaluate CLIL Science textbook focusing on the 4C’s framework in order to

choose the most effective one or to better know its strengths and weaknesses.

KeyWOI'dS: textbook, CLIL, 4C’s framework, evaluation template.
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1. INTRODUCTION

1.1. Justification of the research question and

problem

Recently and due to a, day by day, more globalised world, the need to prepare
citizens with a minimum proficient level in at least one foreign language has arisen.
For the latter reason, approaches such as CLIL (Content and Language Integrated
Learning) have become more popular and less dispensable in European schools.
Despite the fact that CLIL is not a new methodology, it has been given more
relevance during the last 15 years. Therefore, its short and recent implementation in
schools results in scarcity of materials on which teachers could rely (Coyle, Hood &

Marsh, 2010).

In Spain, as in other European countries, there has also been the necessity to
incorporate the CLIL approach in schools with the aim of providing more hours of
significant foreign language input. Moreover, doing so makes schools promote
multilingualism, according to current European policies (Eurydice Report, 2006).

CLIL term stands for Content and Language Integrated Learning and, although
several authors have given their own definition of the term, it refers to “a dual-
focused educational approach in which an additional language is used for the
learning and teaching of both content and language” (Coyle, Hood and Marsh, 2010,
p. 1). Therefore, it involves a wide variety of methodologies which complicates the

availability and suitability of CLIL textbooks.

According to Do Coyle (1999), the main CLIL principles are proposed based on the
4C’s Conceptual Framework which provides the backbone of the present work. The
4C’s, which are detailed in deep in section 2, are the following: Content, Cognition,
Communication and Culture. As it is mentioned in Anna Czura’s (2017), learning
materials adaptation or development should focus on the principles of the teaching
approach being dealt. Particularly, in the present study’s case, CLIL textbooks
should adhere to 4C’s.

The majority of teachers spend most of the time using textbook as a teaching and
learning means, indeed the process of selecting an appropriate one is from great
importance (Wen-Cheng, Chein-Hung & Cung-Chieh; 2011). Due to the lack of

materials, CLIL teachers can choose among three options: producing their own



material, employing authentic material or adapting it. Despite each of the options
present advantages and disadvantages, all of them are time-consuming and, what’s
more, imply having some expertise on coping with CLIL approach. Consequently,
teachers’ training in adapting or creating material should be considered, as reported
by Baker (2006). Moreover, novice teachers, who inevitably have no expertise on it,
encounter considerable difficulties in this process. Besides, being the first year of
CLIL teaching the hardest one, unexperienced teachers are the ones who need more
the textbook’s support at least as a tool to guide their lessons’ programs. Hence,
using a textbook which fits into teachers’ teaching program objectives and pupils
necessities is not as time-consuming as the process mentioned above. Therefore,
providing teachers with a tool to analyse and choose the most appropriate and
suitable CLIL textbook would facilitate them the process. For the latter reason, the
present study aims to supply a means in a template format to make the procedure

less time-consuming.

Otherwise, CLIL textbooks ought to be in line with the national curricula to tackle
the content considered obligatory in that particular area which increases the
difficulty in developing the process of choosing a textbook, a process which becomes
even more complicated in the Spanish scenario. As in Spain there are 17 autonomous
communities with their own powers over education, curricula differs from each
community which makes the CLIL textbook selecting process more complex.
Besides, the schools implementing this bilingual approach in each region teach
different subjects in a foreign language and not the same economic resources are

invested in them.

As it has been reported at the beginning of this section, CLIL is about teaching and
learning content by the means of a foreign language. Nevertheless, this dual-focused
approach also implies a constructivist view of education, although no uniform
methodology has been agreed (Czura, 2017). In consequence, CLIL textbooks should

reflect not only content but also language support, which is often missed in them.

During the last few years, different subjects have been taught through a foreign
language in Spanish schools, which the most common are History and Science. In
the case that it is being dealt in the present study, selecting a CLIL textbook process
is based on Science coursebooks because of two reasons exposed below. On the one

hand, Science textbooks have already been used during the last few years following



CLIL methodologies. On the other hand, it is the subject in which, personally, I have

got more experience with.

Eventually, selecting an appropriate textbook is an important teaching process due
to the fact that, as it has been mentioned in this section, it guarantees teaching and
learning quality as for both curricula and methodological aspects and it makes
teachers’ practice more efficient because of reducing significantly lesson’s program
organization and preparation. Therefore, this experimental study’s main goal is to
provide and suggest a template to facilitate the process of selecting an appropriate
CLIL Science-specific textbook based on the main principles of this approach, the

4C’s through analysing three different CLIL Science textbooks.
1.2. Brief analysis of the state of art

Bilingual education methodologies have recently been implemented across Europe,
the citizens’ necessity to be actively involved in multicultural and multilingual
societies has led to an increase in bilingual methodologies in European schools. One
of the most common methods included in schools’ syllabus is CLIL (Content and
Language Integrated Learning) which is defined by many authors in different
manners, but according to Marsh (2002) CLIL makes reference to an approach in
which a foreign language is the means to learn a non-language subject, thus, its aim
is dual-focused due to the fact that students learn the content subject by using a

foreign language and by using it they are also learning the language.

CLIL approach does not only involve a language and content learning process, but a
constructivist educational point of view through which the learner is at the centre of
the learning process and their critical and creative thinking is enhanced. Besides, an
essential aspect in CLIL is giving enough support in order to make students capable
of achieving their learning objectives, a process known as scaffolding. Apart from
these aspects, the foundations of this integrated methodology are based on the 4C’s
theory whose author (Coyle, 2007) states that the combination of four aspects

(Content, Communication, Cognition and Cultures) establish its basis.

Despite of CLIL’s origins date back to 1970s, its recent implementation involves
some weak points such as teachers’ lack of experience and materials’ scarcity. As for
the latter, all teachers, but especially novel teachers, need to spend time to select an

appropriate educational material to adapt and apply properly into the characteristics



and need of the target group. The use of a template to evaluate a textbook may

facilitate this process to teachers.

In spite of the use of textbooks opinions oscillates between two main extremes
according to Ansary and Babaii (2002), one position is that textbooks are teachers’
saving tools and the other that textbooks are useless and unnecessary for children’s
learning process. Nevertheless, ‘the textbook is a tool, and the teacher must know
not only how to use it, but how useful it can be’ (Wen-Cheng, et. al., 2011, p. 95).

In CLIL educational environments, the use of the textbook in classroom is also
common and different opinions about the topic arise. As Ansary and Babaii (2002)

state, a textbook is just a simple tool in the hands of teachers.

Evaluating a textbook in order to determine if it suits the target group or whether it
is useful to attain the educational objectives stablished by CLIL teachers is an
essential process. To do so, several formats are suggested such as questionnaires,
students’ needs analysis, checklists or evaluative templates, which is the one selected

in the present study.
1.3. Objectives

The main objective of the present study is to create an evaluation template in order
to analyse CLIL Science textbooks based on the 4C’s framework. With the aim of

achieving this objective, other specific goals are described below:

1. To analyse and compare different CLIL templates.

2. To analyse and compare three different textbooks of the same level (Grade 3,
Primary Education), regarding the CLIL approach’s main principles: Coyle’s
4C’s framework.

3. To select the most appropriate textbook according to their effectiveness and

usefulness regarding pre-determined criteria.



2. LITERATURE REVIEW
2.1. The CLIL approach

This section briefly examines the CLIL approach’s history and more deeply its

several definitions and main features.

As the first step, a general overview of CLIL’s origins is outlined focusing more on
the Spanish scenario. Besides, a review of some authors’ definitions of what this

approach is about is provided.

Furthermore, as the present study is based on the dual-focused methodology’s main
principles, a thorough and detailed explanation of them is also carried out with the

aim of being the focus of the analytical and evaluative final template.
2.1.1 CLIL’s definitions and theoretical background

In the last 15 years educational policies in Europe have changed due to the necessity
of adapting them to the present world’s features. The constant and rapidly changing
society and the highly connected world where we live on the present days have

become the basis of educational methodologies’ remodelling.

European policies promote multilingualism because “languages are a fundamental
aspect of the cultural identity” (Euridyce, 2006, p. 3). Since 1995 with the Resolution
of the Council on improving and diversifying language learning and teaching,
European educational policies have promoted bilingual and innovative methods’
implementation such as CLIL with the objective of helping European citizens
improve their linguistic competences and become proficient in at least two European

languages.

In spite of CLIL recent implementation, content-based methods’ origins date back to
1970s. Before these ages, bilingual methodologies were only applied to zones that

were linguistically distinctive or in the largest cities.
During the 1970s and 1980s, bilingual methodologies’ implementation arose mainly

because of the Canadian immersion program. This experiment was held in Quebec, a

French-speaking zone where only English language was taught in schools. For the
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latter reasons, parents considered convenient to also teach French. The Canadian

immersion program is one of the main CLIL’s predecessors.

Different kinds of immersion or bilingual provision exist, but the term most widely
spread during the 1990s is CLIL (Content and Language Integrated Learning). This
was the period of time when European institutions began to seek initiatives to
promote innovative methods of foreign language teaching (Lingua programme). In
1995, the Resolution of the Council was created as one of the first pieces of
legislation in EU aiming to promote bilingual teaching and to encourage teachers’
training by an exchange with other Member States (Eurydice, 2006). European
institutions decided to boost CLIL approach. Afterwards, the European Commission
launched an Action Plan (2004-2006) in 2003 with the objective of enhancing CLIL
type provision to acquire EU’s language goals. Since then, CLIL provision has been
increasing throughout Europe, but its correct implementation still evokes

stakeholders and teachers to relevant debates.

During the last decades, several authors have deeply studied and analysed CLIL
methodology and each of them have given their own definition, but the most used is
the following one: according to Marsh (2002, p. 58), CLIL refers to any educational
approach in which “a foreign language is used as a tool in the learning of a non-
language subject in which both language and the subject have a joint role.” CLIL is
an umbrella term with a dual-focused aim, learning content by means of a foreign
language. This content-based approach, not only focus on content and language, but
it also involves a constructivist view of education. Therefore, this still novel
methodology implies a learner-centred type of education respecting each student’s
learning path emphasizing the importance of scaffolding and boosting critical

thinking.

Nevertheless, CLIL presents also some drawbacks which are still pending to be
solved. The bilingual approach’s novel implementation results in teachers’ lack of
experience and materials’ scarcity which difficult CLIL proper appliance into real
classrooms. Moreover, this two-fold-aimed approach is based on an integrated
design (linguistic and non-linguistic) which, in the particular case of Spain, does not
take part in the official curricula. This lack of teachers’ guidance makes CLIL
method’s appliance to schools even harder. In Spanish scenario another
disadvantage has to be beard in mind, because each of its 17 autonomous

communities are empowered over educational legislation. Thus, there cannot be a
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common educational line because curriculums differ from one community to

another. Therefore, the CLIL’s implementation process is even harder.

2.1.2 CLIL fundamentals

As mentioned in the previous section, CLIL approach is not only a mere content and
language learning approach, but it also involves a determined educational point of
view. CLIL features lay mainly in constructivism, thus it is a learner-centred
methodology where pupils are the centre of the teaching and learning process and
the teachers’ role is basically focused on guiding each student in their own process.
Taking into account the idea that each child is unique and follows his/her own
learning path, scaffolding becomes indispensable in schools. Furthermore, its
indispensability increases when dealing with content and language integrated
methods. Learning content by means of a foreign language implies having enough
language support to be able to comprehend and apply the content knowledge, while
learning the language itself. For this reason scaffolding establishes a fundamental
foundation of this approach. Therefore, what is it referred to when using the term

scaffolding?

Scaffolding refers to temporary structures to assist students to acquire new concepts
and objectives they could not accomplish on their own. These structures are
gradually removed when students are able to complete those tasks without help.
This type of support in learning environments promotes autonomous learning and
makes students aware and responsible of their own learning process. As stated
above, in CLIL environments, scaffolding becomes even more relevant because more
strategies are needed to not only support content knowledge but also language.
According to Meyer (2010), “the quantity and intensity of scaffolding can be reduced

as students’ language skills advance” (p. 299).

Scaffolding and other constructivist parameters establish the foundations of CLIL
educational method, but going deeper in the integrated methodology model, the
combination of four elements are its basis, as Coyle (2007) states. The main
features, which establish the present study foundations, are: Content,

Communication, Cognition and Culture (the commonly named 4C’s).
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THE 4Cs FRAMEWORK

Cognitio_n_]

Figure 1: The 4 C’s framework (Coyle, Hood and Marsh, 2010)

2.1.2.1 C for Content

As for Content, it refers to the knowledge and skills progression related to the
educational curriculum. In Spain, all the autonomous communities in first term
should follow the current education law named LOMCE (the legal framework stage).
Besides, each autonomous community develop their own curricula which guides that
region schools’ designing and planning lessons, which in this study’s case is the
Catalan Primary Education Curricula. Regarding the second stage, which is the first
stage in CLIL approach due to the lack of an official curriculum related to it, every
school has their own organizational aspects and their own particular educational
objectives related to their context, situation and the pupils’ needs. In this stage it is
also necessary to integrate content and language which are found in a separate
section in the official curricula. Eventually, the third stage consists on designing and
adapting the programme to the group class context and needs. Therefore, content
programming should be carried out through these three stages. Moreover, the
knowledge and skills that should be acquired for students must be aligned to the
curricula educational objectives.

As far as this study is concerned and according to the first stage, Natural and Social
Science blocks of contents stablished in Catalan Primary Education Curricula, in

which are tackled separately, are described in the table below.
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Table 1: Blocks of Natural and Social Science contents.

NATURAL SCIENCE SOCIAL SCIENCE
1. Introduction to scientific activities 6. The world around us
2. Living beings’ world 7. People, cultures and societies
3. People and health 8. Changes and continuities over the
years
4. Matter and energy
5. Environment, technology and society

Adapted from the Catalan official curricula.

According to Anderson, Krathwohl et al. (2001), knowledge is divided into four
categories: factual, conceptual, procedural and metacognitive, which must be linked

to cognitive skills categories.

» TFactual: basic elements to communicate and understand.

» Conceptual: principles and generalisations of a concept or idea.

» Procedural: process to know how to carry out a specific skill.

» Metacognitive: knowledge and awareness of cognition in order to have the

control of it.

The methodology in which content is dealt with is not such relevant on condition
that it focuses on constructivist elements. However, the most used methods in CLIL
approach are PBL (Project-Based Learning method) and TBL (Task-Based Learning)
method because autonomous and meaningful content learning is enhanced.
Therefore, knowledge and skills should be acquired through a significant learning

environment where language is the vehicle to learn them.

2.1.2.2 C for Cognition

Cognition is related to the thinking skills students must develop in order to promote
concept formation and understanding language. Thinking skills enhance critical and

creative thinking and it enables pupils to engage a CLIL learning environment, go

through difficulties and be able to reflect about their own learning process.
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Cognition not only involves language but also critical thinking to enhance learners’
autonomy and responsibility above their own learning process. Therefore, cognition
is also about developing thinking skills which are classified following a cognitive
progression in Bloom’s Taxonomy. According to this taxonomy, which was created
by Bloom and Krathwohl in 1956 and later revised by Anderson and Krathwohl
(2001) (see figure 2), students need to remember in the first place to then apply
their knowledge. Only then they will be able to analyse and evaluate it in order to
eventually create. There are six major categories in the taxonomy classified in two
main blocks following a cognitive progression from lower order thinking skills
(L.O.T.S.) to higher order thinking skills (H.O.T.S.). Each cognitive category can be

related to verbs to introduce educational goals or objectives learners are expected to

attain
LOTS (lower order thinking skills) HOTS (higher order thinking skills)
remember  understand apply analyse evaluate create

recognise design

list ﬂl’l_?:llll\F'

construct

implement

deconstruct

attribute

describe

carry out

identify
FIdeLlI

retn eve

outline

invent

compare
F)’plaln

rlde'

locate devise

execute

make

e ———
monitor

Figure 2: Bloom’s Taxonomy revised by Anderson and Krathwohl (2001).

T find

As for the L.O.T.S., the most basic category (remember) is related to produce
knowledge from memory such as recognise and recall. The second category is
“understand” which is based on making meaning from a concept such interpret and
exemplify. Regarding the last category (apply) of this block implies using a
procedure. According to Bloom’s taxonomy, H.O.T.S.’s first category (analyse) refers
to break a concept in parts, where the second one (evaluate) develops a thinking skill
by which learners are able to make judgements with criteria. Eventually, the last

stage and the core aim of a project or task is “create” which means putting
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knowledge and skills together to form something new. As Coyle (2010) outlines, in
order to be effective, CLIL must challenge learners to create new knowledge and
develop new skills through reflection and engagement in higher-order as well as in

lower-order thinking”.

Due to the rapidly changing world in which we are living, educational methodologies
should evolve together with these changes. This is the motive why CLIL approach
has to be adapted to new society’s variations. New technologies are the core of all
these alterations and teachers should bear in mind that the technological devices are
part of each child’s everyday routines. Besides, today’s learners are named with the
term “digital natives”, according to Prensky, who defends the argument that
students have changed radically, so “today’s students are no longer the people our
educational system was designed to teach” (2001, p. 1). Consequently and related to
the present study, Bloom’s Taxonomy has been revised and adapted to new times
Crocket, Jukes & Churches (2011) focusing on the idea of facilitating learning by

means of the technologies’ use (see figure 3 below).

R | HOTS (@9
Bloom's Digital Taxonomy ; > . ;
> Higher Order Thinking Skills
(a2 ATION
Key Terms Designing, constructing, planning, SPECTRUM
pr 9. 9 9 ki
\ : - programming, filming, animating, blogging Colaborating
\ Creating Verbs P lideo blogging, mixing, re-mixing, wiki-ing,
publishing, wideocasting, podcasting, Moderating
directing, broadcasting
\ Negotiating
\
Ch wr Y critiquing, : Debating

Exper ing, j i ing.
Evaluating Verbg e Monitoring, blcg commenting,
reviewing, posting, moderating, collaborating,
networking, refactoring, testing
\

Commenting

J MNet meeting
Skyping

video conferencing

ucting

<
g, org 9
1 " > Attributing, outlining, finding, structuring, -—£
Analyslng VRIS integrating, mashing, linking, vaidating, Reyieming
reverse engineering, cracking, media clipping Questioning
2 9
Replying

& ( Implementing, carrying out, using,
Verbs ——3p-| axecuting, runing, loading, playing
operating, hacking, upleading, sharing, editing

Posting & Biogging

Networking
Interpreting, Summarising, inferring, .
3 paraphrasing, classifying, comparing, Contributing
Understandmg VErDS | explaining, exemplifying, advanced searcnes, 2
Boolean searches, biog Journaling, twittering, Chatting
catergorsing, Lagging, commenting, annetating )
subscribing. e-mailing
- -~ Twittering/Microblogging
Recognising, Listing, Describing,
Identifying, Retrieving, Naming, instant messaging
Rememberin “ » | Locating, Finding, bullet pointing, highlighting
e bookmarking, social networking, social Texting
bookmarking, favouriting/local bookmarking,
scarching, googling.
-
Lower Order Thinking Skills J
=

Figure 3: Digital Bloom’s Taxonomy (Crocket, Jukes & Churches, 2011, retrieved
from: https://www.teachthought.com/critical-thinking/ablooms-digital-taxonomy-
for-evaluating-digital-tasks/)

16



As it can be observed in the figure above, unlike figure 2, some digital verbs related
to each cognitive category have been added to the taxonomy. The main aim of this
revision relies on the need to enhance global digital citizenship among nowadays
students which implies fluency in providing solutions, being creative, in being able

to collaborate with others and in media and information treatment.

2.1.2.3 C for Communication

CLIL implies a meaningful and authentic learning environment where interaction is
deeply enhanced. Therefore, language used in lessons which follow this approach
must be related to the learning context and through that language is the manner
learning takes place. CLIL’s goals in this sense are to enable learners improve the
target language’s competence and to develop oral communication skills in both
languages, in the foreign language and in their mother tongue too. In order to do so,

the target language ought to be transparent and accessible.

Communication is a real challenge in CLIL learning environments because language
is not the final objective, as in EFL (English as a Foreign Language) lessons, but a
vehicle. In CLIL an additional language is used as the vehicle to learn content .Thus,
language needs to be tackled as comprehensible input, a medium to acquire
knowledge and it should be specialised. This is the reason why scaffolding language
is such essential in a CLIL context. As for the latter feature, students in bilingual
education need to develop different kinds of language. As Cummins (1984)
established, language could be divided into two different blocks. Cummins used the
following terms to name the blocks: BICS and CALP. The mover stands for Basic
Interpersonal Communication Skills and the latter for Cognitive Academic Language

Proficiency.

BICS is described as the development of conversational fluency in the target
language. Basic communication skills are needed in real-life situation tasks.
Nevertheless, these skills are more useful in learning a foreign language itself than in
a content-based context. BICS are rather limited in these context because the
language needed in a subject it is more specific. In regards of CALP, it is referred to
the language used in academic situations. Thus, this type of language is more
suitable for CLIL because it is specialised in relation to the subject. In spite of being
CALP the most needed language in bilingual education, it does not imply not

working BICS. Classroom and everyday language have also a great importance, but
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they should be better worked in language lessons by language teachers. The aim in
CLIL is to go from BICS to CALP, to use the basic skills to achieve more specialised
vocabulary and language structures. Therefore, cooperation among both language

teachers and subject teachers become obviously fundamental.

Another aspect related to the role of language in CLIL, which is also present in

language learning based contexts, are the main four skills to be dealt with.

» Oral comprehension (listening): understanding oral meaningful and

significant input.

» Written comprehension (reading): comprehending authentic texts adapted to

learners’ levels.

» Oral production/expression (speaking): being able to communicate orally

using correct structures and specific vocabulary.

» Written production/expression (writing): communicating in a written form

using proper specific vocabulary and structures.

These skills are all deeply tackled when learning and teaching a language itself, but
they are also dealt with in CLIL learning environments. However, in CLIL these
skills are specifically related to the content being worked in that lesson and more

emphasis is put on communicative skills rather than the rest of language abilities.

Having a reference to which level of each language skills should students attain helps
teachers program and develop their CLIL lessons. For this reasons it is essential to
guide language planning through CEFR (Common European Framework of
Reference) in European schools’ scenario. The Council of Europe created a
framework of reference in order to provide a coherent basis for curriculum
guidelines’ elaboration, the design of materials and the assessment of the target

language competence assessment throughout Europe.
Furthermore, another language classification has been established in the recently.

According to Coyle, Hood & Marsh (2010), language in CLIL is divided into three

types: language of learning, language for learning and language through learning.
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This language reconceptualization is named The Language Tryptic and it lies on the

heart of CLIL curriculum planning.

» Language of learning: is the language needed to acquire the concepts related
to the subject’s specific content. For example, the language to understand

specific lexicon or to explain a determined process.

» Language for learning: is the language learners need to work in a CLIL
environment. It is in relation to classroom language, such as subject
dynamics and interaction. For instance, the language used to discuss or to

defend an argument is an example of this kind of language.

» Language through learning: is the language necessary for building students’
own learning strategies and organising their own comprehension. This type
of language acquisition is carried out in a meaningful way. In this case,
scaffolding and prior knowledge (what students already know about a topic)
are crucial. Being able to use bilingual glossaries, digital tools or to listen to a
video as a resource to learn about a topic are examples of this type of

language.

Language gf learning

Language for learning Language through learning

Figure 4: The Language tryptic diagram (Coyle, Hood and Marsh, 2010).
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2.1.2.4 C for Culture

The last C defined in the present study from Coyle’s 4 C’s framework is a complex
principle. What makes the cultural component so complicated is the fact that the
term culture englobes a wide range of different interpretations. During the last
decade, CLIL’s cultural features perspectives have changed due to a gradually more
digitalised and globalised present society. Recent culture interpretations have been
altered on the grounds of digital era defining it in terms of community, citizenship,
collaboration or connection. Therefore, bilingual education needs to adapt and
follow these cultural aspects’ evolution. In Crockett, Jukes & Churches words,
“today, it’s essential that all of our students have a wide range of skills beyond those
that were needed in the 20t century, a range that includes the skills needed to

function within a rapidly changing society” (2011, p. 134).

Although culture has been interpreted through different perspectives, as previously
mentioned, it is usually defined as a set of social behaviours, practices and values
learnt while participating and interacting in groups. Therefore, it is integrated in
every topic. In CLIL terms, awareness of one’s self and others’ identity, citizenship
and multilingual understanding are essential aspects to deal with. The core objective
is to prepare learners to be able to participate in a multicultural society and be
prepared for multiple spheres of cultural interactions through the use of multiple

languages.

Furthermore, the culture’s role in CLIL learning environments is to engage pupils to
take part in the global community promoting collaborative and communicative skills

in an ever-connected world.

2.2, The textbook as a teaching tool

2.2.1 Textbook definition

Researchers and theorists provide several definitions about what a textbook is or
should be. Some establish that it is a political object and a cultural representation
which gives commodity to teachers. Some others defend that, for students, textbooks
are a way to control their own learning process or a manner to regulate syllabus for

teachers. The idea that textbooks are the basis for the content of the lessons is
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defended by some ideologists. Following the same current, Kirkgoz (2009) states
that a coursebook is the means for teacher and learner training and that apart from
being the major source of language contact for kids, it is a great support to teachers.
Coursebooks are the learning vehicles, but they should be used in a flexible and not
rigid way. Its flexibility and adaptability is reflected in the following statement: ‘the
textbook is a tool, and the teacher must know not only how to use it, but how useful
it can be’ (Wen-Cheng, et. al., 2011, p. 95), thus textbook definition and use is based

on teacher’s and theorists personal opinion and common sense.

Teachers present different opinions about the use of a textbook which are related to
their educational pedagogy point of view. According to Ansary and Babaii (2002),
reactions to coursebooks oscillate between two main extremes. One belief is that
they are valid teachers’ saving tools and the other extreme position defends that
textbooks are useless and unnecessary for children’s learning process. Obviously,
using this kind of material in a classroom has strengths and weaknesses, which are
going to be dealt in the following section. As mentioned before, it is all reduced to

textbook’s users and the importance given to its role in classroom.

2.2.2 Textbook advantages and disadvantages

It has already been mentioned in the previous section that some theorists refuse
textbook’s usage, the ones who do not find any advantage on it, and some others
stand by its use. However, most of teachers and ideologists do not take up such
radical points of view, but they suggest some pro and counter arguments for making
use of this learning material in a learning environment. What they tend to do is to
select the textbook thoroughly and they supplement it with some other resources, as

Ansary and Babaii (2002) state.

With reference to the advantages, researchers outline textbooks are useful not only
for teachers, but also for learners. Regarding to teachers and according to Chien-
Hung, et. al. (2011), coursebooks provide activities’ designs and multiple resources
such as CDs, DVDs, Flashcards, etc.; besides it assures a logical progression in a
class which is fundamental for children. In many occasions, textbooks are the
framework to work on and a tool to regulate the syllabus, what’s more, as Ansary
and Babaii (2002) establish, they may be the syllabus itself. Moreover, in accordance
to Sheldon (1988), the intensive and heavy teachers’ timetable make them choose a

textbook, which involves low lesson preparation time and are more efficient in terms
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of time. Particularly, textbooks are of great usefulness for novice teachers, whose
expertise is lower, because they are supplied with guidance, security and support
that is what they need to gain confidence. With reference to the latter issue,
Cunningsworth (1995) points out that textbooks are an effective source of ideas,
presentation material and pre-determined learning objectives (which should not
become the goals themselves), what also give confidence to unexperienced teachers.

As for young learners, theorists consider the following issues as arguments to
support textbooks’ use. Some experts agree that learners need to have something
concrete to work, so making use of a coursebook as a vehicle of children’s learning
process is a good way. Pupils find in this source something to work on, a reference
which offers them the possibility of taking it home, textbook becomes a learning

reference.

Unlike what has been discussed above, theorists, researchers and teachers state
some counter-arguments for using coursebooks. Whilst some authors defend that
textbooks may be useful for students and they can serve as a course syllabus, others
consider this pre-arranged program as a negative feature. On the one hand, the same
textbook may be used in different schools located in different surroundings;
therefore local culture cannot be reflected in it. As found in Litz (2005, p.7),
Prodromou (1988) and Alptekin (1993) point out that is not feasible to ‘teach a
language without embedding it in its cultural base’. Moreover, if every group of
children is different because they have different needs, any textbook cannot be
available in these terms. As Ansary and Babaii (2002) express, any book cannot
response to all needs. Thus, as some theorists suggest, coursebook are too inflexible
because of the fact that they offer an arranged syllabus that is not changeable, but
supplemented, which is teachers’ task. On the other hand, pedagogic, economic and
linguistic preferences of textbook’s authors and publishers may influence the
classroom planning and methodology according to what Allwright suggests, as found
in Litz (2000). Regarding the target language presented in textbooks, theorists who
propose real language models argue its effectiveness for the teaching-learning
process. Unlike their suggestion, language presented in textbooks is too artificial,
unnatural and inappropriate, as they see it. Target language’ structures and
vocabulary are not similar to the ones children will have to use in real settings, what
for them is considered as a great disadvantage. With reference to the latter idea,
Sheldon (1988) extends it stating that language is also inappropriate for learner’s

levels and it is not well distributed in the textbook’s layout. Moreover, the author

22



attributes this fact to ‘economic pressures that demand a maximum textual density

on each page’ (Sheldon, 1988, p. 239).

Several arguments have been gathered, both for and against, about textbook usage
as a learning tool. However these arguments may vary due to many factors which
they depend on, such as the pedagogical current in which teachers believe, children’s
needs, classroom’s methodology, school’s setting, learning aims, etc. Therefore,
coursebook’s advantages and disadvantages should be analysed from user’s point of
view because they are actually the ones who have to select the textbooks which best
fits, according to their needs and preferences. To conclude, it is all matter of
analysing textbooks in order to choose the most appropriate one which will be the
most suitable learning tool for the target group or grade. It all depends on how

textbooks are thought to be used.

2.2.3 The textbook role in a CLIL environment

The CLIL textbook role in the classroom follows the same features which have been
dealt in the previous section. As Ansary and Babaii (2002) state, a textbook is just a
simple tool in the hands of teachers. Thus, teachers are the ones in charge of giving
an appropriate use to a textbook because both learners and teachers can obtain
benefits from them. On the one hand, they may undoubtedly provide an
organisation in lesson planning and they cover the curriculum. With reference to
CLIL learning environments, regarding the limited availability of teaching resources
in which curricula is reflected, according to Eurydice (2006), it becomes relevant to
select an appropriate textbook that best fits teachers’ planning and the curricula of
that region. On the other hand, CLIL textbooks have been designed by experts who
take the latest research on this approach into consideration as CLIL textbooks
depend on the CLIL pedagogical current. Therefore, textbook should have its basis
on a constructivist view and it should follow the CLIL fundamentals (Coyles’ 4C’s
theory). Furthermore, as Ur (2015) outlines, textbooks also assist learners in being
more autonomous over their learning process, which is one of the main aims of CLIL

approach.

Otherwise, some theorists and stakeholders point out some disadvantages not on
textbooks’ usage but on CLIL coursebooks design. According to Zaparucha (2009),
the first trouble teachers encounter is in obtaining CLIL teaching resources,

including textbooks. There are some reasons that support this issue, firstly some
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studies are still being carried out about this approach, and thus, it is still a method to
work on. Secondly, its recent implementation provokes the scarcity of teaching
materials. Thirdly, a lack of teachers’ training in designing and creating materials is
essential in this matter. Eventually, in Spanish context, there are no official curricula
to create the coursebooks’ foundations and selecting an appropriate and suitable
CLIL textbook is even more complex because of the differences in each of the 17

autonomous communities’ content-based curricula.

Another counter-argument of CLIL textbooks is the lack of assistance for novel
teachers. According to Richards (1998), the first year(s) of teaching through L2
result to be the hardest ones, the use of a textbook plays a key role as a resource in
these situations. Novice teachers cannot rely on a textbook to help guide their lesson
planning and organization. Moreover, going deeper to arguments focused on CLIL
approach core features, whilst some authors, criticize the emphasis CLIL textbooks
give to content and, as a consequence, the lack of language support in them; others
focus on the poor presence of scaffolding, a crucial strategy in CLIL, as Meyer (2010)
points out. Besides, in the author’s words, “Studies comparing various CLIL-
textbooks have shown that the cultural dimension has not been properly exploited
yet” (2010, p. 20), when Culture is as relevant to deal with in CLIL classrooms as the
other Coyles’ 4C’s and even more, in these present day in which students are called
“digital natives”. What’s more, how can a teacher rely on a textbook in the cultural
aspect when it is used in several regions where the surroundings and needs are

different?

However, to conclude, the CLIL textbook is a tool that becomes meaningful when
the teacher brings it to life. For this reason and according to Baker (2006), it is a
priority to training teachers to identify and select quality textbooks which could be

useful in their CLIL learning environment.

2.2.4 Science-specific CLIL textbooks in Spain

Textbook’s popularity as a teaching resource is undeniable, although the manner in
which it has been used during decades in Spain has evolved; its usage has not
decreased. In bilingual education terms, CLIL has been the most popular approach
and it has been widespread throughout Spain. Therefore, teaching materials have
been adapted to the features of the new pedagogical current, integrating both

language and content.
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Despite any subject in the curriculum can be taught via CLIL approach, some have
become more popular to integrate a dual-focused aim. In Spain, each autonomous
community is empowered to select the subjects to be taught through this
methodology. For example, in the Andalusian model, primary schools which apply
CLIL approach are obliged to offer at least two subjects, one of which must be
Science. In the case of secondary schools, any subjects can be taught via this
integrated method, being Social Studies the most popular. Like in Madrid scenario,
Science is one of the subjects most used both in Primary and Secondary schools. In
contrast, the Valencian model, it is a school-decision which subjects wants or needs
to be taught through a foreign language, except for Science which must be taught in

Valencian.

2.3. Textbook evaluation

Determining how well a textbook suits in a target use group and whether it is
feasible or not in order to attain the aims established by CLIL teachers theorists and
researchers suggest some materials and methods, such as questionnaires, target
group and children’s needs analysis, checklists approach or the use of evaluative

templates.

With reference to the first issue, survey questionnaires created by the researcher/s
or the instructors themselves are supposed to be provided to both teachers and
learners. According to Litz’s case study (Litz, 2000); the questions in the survey
must be based on specific concerns and priorities particularly from the school.
According to Sheldon (1988), questionnaires may contain questions related to layout
and graphics, availability of the materials the textbook offers, user definition,
accessibility and organisation, linkage among units, physical characteristics, content
authenticity, cultural bias, flexibility, guidance or subject content. Apart from these
aspects, ‘criteria should analyse specific language, functions, grammar and skills
content’ (Litz, 2005, p. 10). The author distinguishes two types of questions to use in
an evaluation survey: general and specific questions. The former can be applied to
any context, so they may be helpful to other CLIL learning environments. Unlike this
one, the latter are more related to concrete settings which cannot really be applied in
other contexts without any modification. Questionnaires may be particularly useful
to elicit practicing teachers’ opinions and students’ views feedback. Another

assessment instrument, as Litz (2005) proposes, is a target group and student’s
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needs analysis to seek out what interests and expectations do learners have. Besides,
it may be of great usefulness to elicit which are the students’ objective and
methodological views in CLIL lessons. By means of this evaluative tool, the process’
agent would be able to get feedback to know which textbook is more suitable and

effective in the target group.

Checklists are another tool to evaluate the merits and demerits of a coursebook.
Ansary and Babaii (2002) state that the main checklists’ drawback is that they
strictly depend on theoretical issues or on author’s own priorities and criteria. Every
single checklist is developed with different criteria and for different circumstances.
This is the reason why Cunningsworth (1995) suggests identifying one’s priorities

and to create new checklists based on others already made.

According to Cunningsworth (1995), selecting a coursebook is not an easy issue, but
a challenging task. Researchers have made a distinction of three certain types of
evaluation regarding the moments when they are being carried out. Pre-use
evaluation is one of these moments and it refers to carry out the selection process
before using it in a classroom. This kind of evaluation may be effective when
instructors want to change the target textbook or to start using one from the very
beginning. While making use of the coursebook, is proposed another type of
evaluation named by Cunningsworth (1995) as in-use evaluation, which may be
helpful to assess its suitability to the particular group. Eventually, the post-use
evaluation consists of doing a retrospective assessment to seek out information after
using the textbook. It is a good option to acknowledge its utility and whether its
particular context application is feasible or not. In the present study’s case, a pre-use

evaluation template is created.

The author also refers to another kind of classification in regards of how the analysis
is made; Cunningsworth (1995) distinguishes between two types of evaluation
approaches: impressionistic overview and in-depth evaluation. In terms of the first
approach, it consists of undertaking the book in a receptive evaluation process that
is, taking into account everything that seems interesting to the researcher/teacher
and not paying attention to the rest. Unlike this approach, in-depth evaluation is
about determining information and objectives previously and then, looking for this
particular information in the textbook. What Cunningsworth (1995) suggests is that
the best option is to combine both approaches to achieve more effectiveness in the

selection process.
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Regarding this selection process, it is a complex task, as it has been mentioned
above, due to many factors which influence it. Selecting the most effective textbook
is not as easy as following established general criteria, because its feasibility is
specific of each learning environment. This issue has already been dealt previously,
but is worth pointing out some of the mentioned factors. The target use group is the
main element that influences the selection process because of the diversity of needs
and difficulties of each child and each class group, in general. Another factor by
which the evaluation is affected is the school’s and teacher’s perspective, that is, the
pedagogical and methodological system they defend. Therefore, CLIL approach’s
main features (as mentioned in previous sections, a constructivist pedagogical view
and Coyle’s 4C’s theory) are an essential basis on which the textbooks’ selection

process should be analysed.

To ensure that textbooks are of a good quality and appropriateness, an evaluation
process has to be developed with the aim of finding the best possible fit to the target-
group and modifying it where necessary. Some steps are proposed by
Cunningsworth (1995) to analyse and select an appropriate textbook. Firstly, a
detailed analysis of the material in order to provide data has to be made. Secondly,
the data gathered has to be interpreted. In third place, teachers have to evaluate the
interpretations, which would be subjective to some extent. The fourth and final stage

consists of selecting the most appropriate book according to the criteria established.

Another evaluative tools are templates, which is the tool concerned in the present
study. In order to accomplish this work’s main objective, some CLIL templates are

taken into account and are presented below.

The first template (template A) has been retrieved from a Catalan website related to
Education Department of Catalan government which offers materials and tools for
teachers to implement in their lessons. The checklist has been adapted from Coyle,
Hood and Marsh (2010). Next two figures (two parts) show the complete items of
the checklist:
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CLIL
CLIL

Unit Checklist
TREMS .o

Claritying glotal goals, teaching alms and lsaming cutcomes
o Are the giobal goals {wislon) embedded In the unii planning?
o Are the teaching alms clear?
o Are the leaming cutcomes defined? Which ones can be measured? How?

Content

u |
a
= |

Lang
o
o

(S =]

(S S Sy &)

Cogn
a
a

u |

Have | considersd how 1o scamald content kkaming?
Are my presentations of new content dear?
Is the conlent accesslbie?

uags/Communication
Are the stutanis iInvolved In wsing language?
Are students Involved In leaming language? Are there adequabe opportunities
for tham io pracise the new language srucires?
Are my Instructions clear?
Are the questions | ask at the appropriate leved? Do the questions relate to the
cognitive demands?
Have the students got adeguate vocabulany/languags 1o answer my questions®
Are my presentations of new concepis dear?
Have | plarmed languags of lkaming?
Have | plarned language for learming?

Ionmhinking
Are the questions/probiems 1o b= solved at the appropriate cognithee level?
Have | considersd how | can ensure that the leamers progress cognitively, and
how | can measre ls progress?

Are there ways 1o assist leamens In developing a range of strategies through
the CLIL language?

Culbure

n ]

Have | thought abouwt the contribution that this unit makes to changing

ciassroom culiure (g.g. from arguing or nod taking account of others views to
llstaning and managing differences of opinkons?

Hawe | considerad how the theme of this unit can promate awarensss of culiural
difference jpobal cizenship?

Have | Identied oppartunities that are now avalabie for me to develop 3
plurlcultural perspactive on what | am ieaching because | am using the medium
of another language?

Have | Identifed opportunities In this unit which encourage curmculum links?
Can we commumicate with and waork alongside leamers from other counties?

Activities

opopoo

Do the t3sks designed relate o the giobal goals, alms and oulcomes In ierms of
the 4CE7

15 progression bullt Into [anguage and contant tasks?

0o the activiies help to develog talk Tor leaming?

Have | eongiderad which language ks nectad to carmy out each acihity?

5 this an Inklal /progressisummany/assessmeant activity T

Figure 5. Template A: CLIL Unit checklist by Education Catalan Department (part 1)
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Supporting laarning

O Are thers agequate OpOORUNINSS foF S1Ents 1o 2ngage I practical actviles to
expesienca CLILT

o Have | ldentfied which type of teacher scaffolding Is nesded fo support
language and keaming?

O Hawe | analysed the content and cognifion for potential dificulties?

O Hawve | recycled new languags from previous unfis io suwppodt Barner
progression?

Lazmesament
Hawe | considersd how the l2amers will know what they have leamt?
Have | considensd how | will know what they have keamt?

0 Have | decided what ip 35585 during the unii bo enswre hat feedback Informs
furtner leaming?

Do | know 'what my cholces ane In terms of what | will 3558567
Do | knDw 'what kKind of formative and summative assessment tasks | will nesd?

(=]

= |
a

Reflection

Is there varety (groups, palrs)?

Have | aliocated enough fime?

Have | thought about what | might change In this unk?

Have | thought about what | might 30d fo or leave out from tis uni?
How can | coliact students” views about this unif? And act on them?

(S S i SRy Sy S

Dther commants/notss Including studsni's fesdback

Figure 6. Template A: CLIL Unit checklist by Education Catalan Department (part 2)
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The second template (template B) is retrieved from Lopez (2016). Next two tables

(two parts) show the complete items of the checklist.

Table 2. Template B: CLIL textbook evaluation checklist (part 1)

Criteria

L GENERAL

A. Structure

1. The organization is consistent with the curriculum

2. The objectives are specified explicitly

3. It includes self-evaluation at the end of the modules

4.1t provides summarizing iterns at the end of the modules

B. Supplementary materials

t. The resource pack is complete

6. The resource pack includes varied ICT resources

7. It offers supplementary materials for under /over -achievers
8. It provides guidance for non-native content teachers
a. It provides support for language assistants
C.FPhysical and utilitarian faatures

10, It shows quality in editing and publishing

11.[ts layout is attractive

12 It comtains appropriate pictures, diagrams, tables ...
13. It is easily available

14. It is durahble

15, It is cost-effective

II. CONTENT

16. It cowvers the contents of the curriculum

17. Learning outcornes for learning are specified

18. The content is appropriate for the students'age

1g. The content is relevant to students’ experiences

20, The order of sequences is flewible

1. It provides support to simplify content (scaffolding)

22, The visual content is functional

23, The activities suggested for practicing the content are varied

24. The activities suggested for practicing the content are encugh

26, There is authentic material at an appropriate lewel

Retrieved from Lopez (2016)
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Table 3. Template B: .CLIL textbook evaluation checklist by (part 2)

OL COGNITION

26. 1t allows breaking dowm tasks fadivities to make them more managesble
(scaffolding)

27. It rel ate = written work to structures and vocabulary practiced cralby

28. The activities are cognitively appropriate for the contert

2. It caters the needs of different learning styles

g0, Activities activate previcus knowlsdge

31, Activitiez are challenging

32, Activities sre motivating

33. Activitiez include projects

V. COMMITNICATION

34. It provides support to sirmplify language (zcaffolding)

35, It stresses comomunicative competence in activities

36. The activities enable students touse the L outzide the classroom situations

7. Activities are developed to encourage teacher-student and student-student
commnrmanication

38, Activities are balanced between individual response, pairwork and group work

V. CULTURE

30. I relates comtent to the learners” culture and envirormnert

4o, 1t guides students in developing cultural swareness

4. The content is relevant to the sodo cultural environment

42. The content irnolves coulture-specific iterns

43. The content is free from sterectypical images

44. The visuals relate to the studerts own culture

45. Cultural sensitivities have besn considered

VI. LANGUAGE

46.The language is authentic

47 & gives guidance in the present stion of vocabulary

48.The number of newwards ineach module is appropriateto the students" level of Lz

4g. There iz appropriste sequencing of vecabulary (bad and re-srtry)

go. It gives practice in guided connposition in early stages

5l It preserts wocabulary in appropriate corbexts and situations

52, It considers proficiency level of Lz

53 Ikt suggests aids for prorunciation

VIL INTEGRATION

g4, It iz consistent with the principles of CLIL

Retrieved from Lopez (2016)
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Eventually, the third template (template C) is retrieved from Cruces (2015). Next
three tables (three parts) show the complete items of the template.

Table 4: Template C: CLIL science textbook selection checklist (part 1)

COMNTENT 1 2 3 4 5

1 | The contents selected agree with
those prescribed by the current
educational law.

2 | The contents that are suggested by
the textbook challenge learners’
thinking.

3 | The contents that are suggested by
the textbook are accessible for the
students’ cognitive level.

4 | The textbook activities integrate
language development and content
acguisition.

5 | The textbook offers opportunities
for cross-curricular content to be
addressed.

6 | The textbook offars varied
educational situations such as
experiments to facilitate comtent
acquisition.

T | The textbook includes muttimodal
input to address the visual, aural,
tactile and kinesthetic modes of
learning.

B | The textbook offers opportunities
for students to build on prior
knowledge.

9 | The textbook promotes activities
aimed at the production of
observable outcomes.

CONTENT TOTAL SCORE /45
COGNITION 1 2 3 4 5

10 | The textbook is cognitively

demanding for the target students.
11 The textbook is well adjusted
linguistically to facilitate cognitive
progression. (Le. it fits the students
expected level or is slightly above

Retrieved from Cruces (2015)
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Table 5. Template C: CLIL science textbook selection checklist (part 2)

it).

The textbook presents a cognithe

progression  in its  content  and
activities

The textbook provides
opportunities for students to reflect
on their own leaming process.

The tedxtbook provides stedents

with study strategies.

The texthook suggests acthities into
which both high order thinking skills
[HOTS) and |ow order thinking skills
[LOTS) are promaoted.

The testbook provides sufficient
and appropriate scaffolding for the
dewveloprment of cognithe
processas,

CDGNITION TOTAL SCORE

The textbook Is written in an

appropriately simple but entirely
correct |

The  textbook  employs the
appropriate linguistic functions for
each task. (e.g.: defining, describing

and hypathesizing).

The textbook highlights the core
vocabulary items and phrases for
each theme.

The textbook predicts students’
communicative  necessities  and
prowides the corresponding

communicative gaps to  allow
students to use the |anguage
rreani

The textbook includes activities to
be carried out in differant groupings
{Individual, pair work, small groups
and whiole class).

COMMUNICATION TOTAL SCORE

The textbook presents contents for
promoting intercultural @wareness

Retrieved from Cruces (2015)

33



Table 6. Template C: CLIL science textbook selection checklist (part 3)

at three levels: surface culture (food
and specific holidays), sub-surface
culture [motions of courtesy and
body language] and deep culture
[unconecious values and amitudas).

24 | The testbook presents contents for
promoting intercultural awareness
at three levels: surface culture (food
and specific holidays), sub-surface
culture [motions of courtesy and
body language] and deep culture
[unconscious values and attibudes).

25 | The textbooks cultural references
are pertinent [not  forced) for
content acquisition.

26 | The textbook offers a perspective
on the three levals of intercultural
education: the students’ culture,
the foreign culture amd
globalfuniversal culure.

27 | The textbook includes aspects of
the students regional culiure.

28 |The uextbook includes balanced
references to the students’ culture
and others.

CULTURE TOTAL SCORE f30

Retrieved from Cruces (2015)

As for the present work, the three different textbooks data is analysed following the
criteria mentioned in previous sections and which is detailed in depth in the next
section. This data is interpreted in order to select the most CLIL Science-specific
textbook and to attain this study’s main aim: creating a final template with the
objective of being a useful tool for other teachers for facilitating the CLIL textbooks’

selection process.
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3. EXPERIMENTAL FRAMEWORK
3.1 Methodology

The present study aims to create a useful template to analyse and evaluate a CLIL
Science textbook. In order to accomplish it Coyle’s 4C’s theory has been taken into
account, as it has been dealt with in the previous section, and some criteria have
been deduced from it.

Besides, some other CLIL textbook’s templates and checklists, introduced in section
2.3, have been analysed below with the aim of adding or modifying the present’s

study template.

3.1.1 Coyle’s 4C’s criteria

Bearing in mind Do Coyle’s theory, described in Literature’s Review section, criteria
descriptors are established in this section in order to make a further comparison to
other templates and eventually accomplish the aim of creating a textbook analysis
template. As for the 4C’s framework and the three stages stated to standardize
content in Spain (see 2.1.2.1 section), these criteria are established:
1. Textbook’s contents are selected following the current autonomous
community curricula.
2. Textbook’s contents are contextualized and take different situations into
account.
. Textbook’s contents integrate language support.
. Textbook enhances critical and creative thinking.

Textbook promotes the progression from LOTS to HOTS.

3

4

5

6. Textbook fosters new technologies uses.

7. Textbook shows comprehensible input for the target learners.
8. Textbook offers scaffolding language support.

9. Textbook tackles the four language skills.

10. Textbook tackles the four language skills.

11. Textbook boosts the Language Tryptic.

12. Textbook fosters progression from BICS to CALP.
13. Textbook deals with multicultural aspects.

14. Textbook fosters citizenship values.

15. Textbook boosts new technologies uses.
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3.1.2. Template A

Template A consists of several sections with different questions to reflect on. It does
not include a score or a progressive scale to analyse didactic units or textbooks. See
section 2.3 to find the complete template, the following is only the part considered
relevant and related to the present study. The rest of the checklist’s items
could/should be considered for further studies. Apart from CLIL fundamentals, the
features dealt with in this study, the checklist incorporates questions related to goals
and learning outcomes and activities. It also reflects on how assessment and

scaffolding are organized and thought.

Although the following CLIL template is not specifically about textbooks but CLIL
units and lessons, it tackles some interesting issues related to CLIL fundamentals
which are the foundations of this study. This is the reason why it is analysed in this

section.

Content
o Have | considered how to scaffold content learming?
o Are my presentations of new content clear?
o s the content accessible?

Language/Communication

o Are the students involved in using language?

o Are students involved in learning language? Are there adequate opportunities
for them to practise the new language structures?
Are my instructions clear?
Are the questions | ask at the appropriate level? Do the questions relate to the
cognitive demands?
Have the students got adequate vocabulary/language to answer my questions?
Are my presentations of new concepts clear?
Have | planned language of learning?
Have | planned language forlearning?

(S|

oooo

Cognition/Thinking
o Are the questions/problems to be solved at the appropriate cognitive level?
o Have | considered how | can ensure that the learners progress cognitively, and
how | can measure this progress?
o Are there ways to assist learners in developing a range of strategies through
the CLIL language?

Culture

o Have | thought about the contribution that this unit makes to changing
classroom culture (e.g. from arguing or not taking account of other's views to
listening and managing differences of opinions?

o Have | considered how the theme of this unit can promote awareness of cultural
difference /global citizenship?

o Have | identified opportunities that are now available for me to develop a
pluricultural perspective on what | am teaching because | am using the medium
of ancther language?

o Have | identified opportunities in this unit which encourage curriculum links?
Can we communicate with and work alongside leamers from other countries?

Figure 7: CLIL Unit checklist 4C’s part retrieved from Education Catalan
Department (Template A)
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As for Content, fewer questions are suggested in this part than in the other C’s. No
curricula or laws have been taken into account in this checklist. Scaffolding,
considered a CLIL fundamental, is part of the analysis of content in the checklist.
Accessibility and clarity of content are two items also considered important to

analyse in this checklist.

According to Communication, most of the questions are related to didactic units and
lesson implementation in classroom. Above all, the language used by the teacher, in
this case, is given great importance as most of the questions of this part refer to this.
The last questions are related to Cummins’ Language Tryptic theory, although only
language of and language for are considered and there is no mention about language

through.

Concerning cognitive features, the questions established in this part are basically
focused on teacher’s own reflection to develop and attend learners’ cognitive
demands. However, the first question, which tackles the issue of cognitive level’s

appropriateness, is more related to the activities or tasks than to teacher’s attitude.

Eventually, with respect to cultural dimension, some CLIL significant issues are
mentioned as changing cultural classroom awareness and promoting citizenship and
multicultural perspective. The template also enhances communication proposals

with other countries

3.1.3 Template B

Lopez’s study (2016) is similar to the present study, the author’s work carries out a
deeper investigation, therefore more issues are taken into consideration in this

checklist. To see the complete template see section 2.3, in this section only the parts

dealing with 4C’s theory are included.

37



Table 7: Content part of the CLIL textbook evaluation checklist (Template B
II. CONTENT
16. Tt covers the contents of the curriculum

17. Learning outcomes for learning are specified

18. The content is appropriate for the students’ age

19. The content is relevant to students’ experiences

20.The order of sequences is flexible

21. It provides support to simplify content (scaffolding)

22. The visual content is functional

23. The activities suggested for practicing the content are varied

24. The activities suggested for practicing the content are enough

25. There is authentic material at an appropriate level.

Retrieved from Lopez (2016)

Table 8: Cognition, Communication and Culture part of the CLIL textbook
evaluation checklist (Template B)

III. COGNITION

26.1t allows breaking down tasks / activities to make thermn more manageable
(scaffolding)

27. It relates written work to structures and vocabulary practiced orally

28. The activities are cognitively appropriate for the content

29. It caters the needs of different learning styles

30. Activities activate previous knowledge

31. Activities are challenging

32. Activities are motivating

33. Activities include projects

IV. COMMUNICATION

34. It provides support to simplify language (scaffolding)

35. It stresses communicative cornpetence in activities

36. The activities enable students to use the L2 outside the classroom situations

37. Activities are developed to encourage teacher-student and student-student
communication

38. Activities are balanced between individual response, pair work and group work

V. CULTURE

3g. It relates content to the learners' culture and environment

40.1t guides students in developing cultural awareness

1. The content is relevant to the socio cultural environment

42. The content involves culture-specific iterms

43. The content is free from stereotypical images

44. The visuals relate to the students own culture

45. Cultural sensitivities have been considered

Retrieved from Lopez (2016)
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Lopez template’s layout is a grid divided into seven different sections, each section
including several criteria, without any kind of progressive scale or score. The first
part is dedicated to general criteria comprising the textbook’s structure,
supplementary materials and physical features. As for the second part, which is
shown above in this section, it is devoted to Content. This part tackles issues related
to curriculum, learning outcomes, appropriateness to students’ age, scaffolding, the
variety and sufficiency of activities and the authenticity and functionality of content.
With respect to the third section, it makes reference to Cognition. The criteria
established by the author takes into consideration the following items: scaffolding,
equilibrium between written and oral work, previous knowledge, learning styles and
the activities’ level of motivation and challenge. Next part refers to Communication
which also includes a criteria considering scaffolding, the stress of communicative
competence is highlighted and also the template focuses on the activities’
development. Relevance is given to enhancing not only classroom communication,
but enabling students to use language outside the classroom. The last criterion
points out the variety of classroom grouping.

Regarding cultural features, the author states criteria associated with the
development of learners’ own culture and environment awareness. Lopez mostly
connects culture to the contents tackled in the textbook, thus, items related to
content are included in this section, as for example whether textbook’s visuals and
images are related to learners own culture and free of stereotypes.

In spite of devoting one section to communication, another part is included to deal
with language itself. The criteria established in this section mainly focus on language
authenticity, the appropriateness of the number of words to the students’ level,
contextualisation of language and pronunciation. Eventually, the last part of the
template is entitled “Integration” and includes one criterion highlights the

textbook’s adequacy with CLIL principles.

3.1.4 Template C

The checklist template is retrieved from Cruces (2015). Unlike the templates
analysed in the previous sections, this template is only focused on Coyle’s 4C’s
theory. Therefore, several criteria are established for each C (Content, Cognition,
Communication and Culture) as it can be observed in the following figures. The
checklist layout consists of a grid with a progressive scale for each criteria descriptor
(from “very poor” to “excellent”) and a part is also devoted to the counting of the

textbook’s score according to the criteria established.
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Table 9: Content part of the CLIL science textbook selection checklist (Template C)

CONTENT 1 2 3 L &

1 |The contents selected agrae with
those prescribed by the current
educational law.

2 | The contents that are suggested by
the textbook challenge leamers’
thinking.

3 | The contents that are suggested by
the textbook are accessible for the
students’ cognithie lavel.

4 | The textbook acthities integrate
language development and content
aCquisition.

5 | The textbook offers opportunities
for cross-curricular content to be
sddrassed.

6 | The textbook offers varied
educational situathons such as
experiments to facilitate content
acquisition.

7 | The textbook inchedes multimodal
Input to address the visual, aural,
tactile and kinesthetic modes of
leaming.

& | The textbook offers opportunities
for students wo build on prior
knnwledEe.

8 | The textbook promotes activities
aimed at the production of
observable outcomes.

COMTENT TOTAL SCORE fas

Retrieved from Cruces (2015)

As it can be observed in the figure above, nine criteria are established for the
Content. The criteria take into consideration the current curriculum and some
cognitive features such as textbook learners’ thinking challenge and cognitive level
accessibility. Other descriptors are related to the variety of activities and the
language development linked to content. Multimodal input and prior knowledge are

also CLIL core characteristics which are part of this template.
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Table 10: Cognition part of the CLIL science textbook selection checklist (Template
0)
COGMITION 1 i 3 i 3

10 | The textbook is cognitively
demanding for the target students.

11 |The testbook i well adjusted
linguistically to facilitate cognitive
progression. (e, It fits the students
expected level or is slightly above

12 | The textbook presents a cognitive
progresshon I its  content  and
activities

13 The texthook provides
opportunities for students to reflect
on their own leaming process.

14 |The testbook provides stedents
with study strategies.

15 | The textbook suggests activities into
which both high order thinkimg skills
[HOTS} and low order thinking skills
{LOTS) are promoted.

16 | The textbook prowides sufficlent
and appropriate scaffolding for the

development of cognitive
ProCessas.
COGNITION TOTAL SCORE 135

Retrieved from Cruces (2015)

The part of Cruces’ template shown above is the one dedicated to Cognition. In this
section, seven criteria descriptors are stated. Firstly, the adequacy of cognitive
demand to learners’ age is established and cognitive progression is facilitation is also
highlighted. Moreover, other descriptors refer to the reflection of students’ own
learning process and study strategies provision. Finally, Bloom’s taxonomy and

scaffolding are taken into consideration in cognitive criteria.
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Table 11: Communication part of the CLIL science textbook selection checklist
(Template C)

17

18

19

20

21

22

COMMUMNICATION

The textbock is written in an
appropriately simple but entirely
correct language.

The  textbook employs  the
appropriate linguistic functions for
each task. (e.g.: defining, describing
and hypothesizing).

The textbook highlights the core
vocabulary items and phrases for
each theme.

The textbook predicts students’
communicative necessities and
provides the corresponding
language support.

The textbook's activities create
communicative gaps to allow
students to use the language
meaningfully.

The textbook includes activities to
be carried out in different groupings
{individual, pair work, small groups
and whole class).

COMMUNICATION TOTAL SCORE

f30

Retrieved from Cruces (2015)

With respect to Communication, six criteria descriptors are stated in the chart

above. Linguistic functions are taken into consideration as well as appropriate and

correct language. Different types of groupings and learners’ communicative needs

are also highlighted in this template.
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Table 12: Culture part of the CLIL science textbook selection checklist (Template C)
CULTURE 1 2 E} 4 5

23 The textbook presents contents for
promoting intercultural awareness

at three levels: surface culture (food
and specific holidays), sub-surface
culture ({notions of courtesy and
bady language) and deep culture
{unconscious values and attitudes).

24 The textbook presents contents for
promoting intercultural awareness
at three levels: surface culture (food
and specific holidays), sub-surface
culture ([notions of courtesy and
body language) and deep culture
(unconscious values and attitudes).

25 The textbook's cultural references
are pertinent (not forced) for
content acquisition.

26 The textbook offers a perspective
on the thres levels of intercultural
education: the students’ culture,
the foreign culture and
glabal/universal culture.

27 The textbook includes aspects of
the students’ regional culture.

28 The textbook includes balanced
references to the students’ culture
and others.

CULTURE TOTAL 5CORE /30

Retrieved from Cruces (2015)

Eventually the Culture stage of the template, shown below, includes descriptors
about raising intercultural awareness by means of dealing with pertinent content.
The author also considered important to take multicultural perspectives into
consideration and also that the textbook offers balanced references to students’

region cultural aspects and other culture’s features.
3.2 Analysis tool

The present study’s final objective consists of creating a final template based on the
4C’s theory in order to analyse and evaluate CLIL Science textbooks. For the latter
reason, three kinds of CLIL evaluation checklists and templates have been analysed
in the previous section. Therefore, some criteria descriptors are deduced from the
literature review (see section 3.1.1 Coyle’s 4C’s criteria), while others due to its
considerable relevance to this study have been incorporated from the templates

analysed in the previous section.
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Regarding the template’s format, it is composed of several criteria descriptors

classified into four -categories according to the 4Cs (Content, Cognition,

Communication and Culture). A grading scale is included in the template due to its

easiness when analysing and carrying out a textbook selection process and the global

score is added at the end of the template. The grading scales ranges from Poor,

which is worth one point (1), Sufficient (2), Good (3) and Excellent (4). Besides, in

each category there is a part devoted to “observation” to make notes of the

qualitative features which cannot be quantified. Eventually, at template’s final stage

another “Observation” grid is inserted to make general comments, in case of

necessity.

Table 13. Present study’s CLIL Science textbook analysis template

CONTENT

1. Textbook’s contents are
selected following the current
autonomous community
curriculum.

2. Textbook’s contents are
contextualized and take
different situations into
account.

3. Textbooks’ contents
integrate language support.

4. Textbook’s content is
accessible for the target group
of students.

5. Textbook provides authentic
material.

6. Textbook includes
multimodal input.

7. Textbook offers activities to
build on prior knowledge.

CONTENT SCORE

OBSERVATIONS

COGNITION

1. Textbook enhances creative
and critical thinking by giving
opportunities to reflect on
their own learning process.

2. Textbook promotes the
progression from LOTS to
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HOTS.

3. Textbook fosters new
technologies uses.

4. Textbook offers different
learning styles.

COGNITION SCORE

OBSERVATIONS

COMMUNICATION

1. Textbook offers
comprehensible input.

2. Textbook provides
scaffolding language support.

3. Textbook tackles the four
language skills.

4. Textbook boosts the
Language Tryptic (language of,
for and through).

5. Textbook foster progression
from BICS to CALP.

6. Textbook offers different
kinds of grouping to foster
communication.

COMMUNICATION SCORE

OBSERVATIONS

CULTURE

1. Textbook deals with
multicultural perspectives by
raising cultural awareness.

2. Textbook fosters citizenship
values.

3. Textbook boosts new
technologies uses.

4. Textbook enhances
communication proposals with
other countries’ learners.

5. Textbook’s visuals are
diverse and free from
stereotypical images.

6. Textbook offers balanced
references to student’s
regional culture and other
cultures.

CULTURE SCORE
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OBSERVATIONS

GLOBAL SCORE

GLOBAL OBSERVATIONS

Own elaboration

3.3 Data collection

The CLIL Science textbooks gathered in this study have been chosen due to their
availability and proximity. During this scholar year, I work in a school where CLIL
methodology is implemented basically through the Science subject, for this reason a
research of all the textbooks used in this school has been carried out. As the school is
situated in a little town surrounded by nature, the scientific method is emphasised.
Moreover, the schools takes part in an Erasmus + program which final goal is to
change the school into a more sustainable community, thus, it confirms the

relevance given to Science.

As the school methodology focuses on Science and also in CLIL, plenty of books are
kept in the school library. For this reason and as mentioned at the beginning of this
section, a research on these textbooks has been done. Firstly, I decided to look for 31
Grade textbooks, which is the group with I spend most of my teaching time.
Secondly, a choice for three textbooks of approximately the same year of edition was
carried out and, eventually, the final issue taken into consideration is the fact that all

textbooks are from different publishing houses to increase the variety.

Having stated the reasons why the textbooks have been chosen, a brief description of

each one is detailed below.
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Table 14: Science 3 textbook’s basic information (Textbook 1)

Grade 3rd Grade

Publishing Y

house

Year 2012

Own elaboration

Table 15: Social and Natural Sciences 3 textbook’s basic informatio eoo}<)

Grade 3rd Grade

Publishing Oxford Educacion
house

Year 2010

Additional Oxford  Educacién is a > e
ittovnieto registered trademark in Spain
of Oxford University Press,

Espafia, S.A.

Own elaboration

Table 16: Sicence3. Know your world textbook’s basic information (Textbook 3)

Grade 31 Grade

Publishing NGGE
house

Year

Own elaboration
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4. RESULTS AND DISCUSSION

The results of the three textbooks’ evaluation process by means of the template

created in this study are exposed below. They have been obtained by analysing in

depth each descriptor for each textbook chosen to carry out this study (see annexes)

for a further qualification (from “poor” to “excellent”) in the following templates.

Table 17: Analysis of Textbook 1 by means of the created template

CONTENT

1. Textbook’s contents are

selected following the current

autonomous community X 3

curriculum.

2. Textbook’s contents are

contextualized and take

different situations into X 3

account.

3. Textbooks’ contents

integrate language support. X 3

4. Textbook’s content is

accessible for the target group X 3

of students.

5. Textbook provides authentic

material. X '

6. Textbook includes

multimodal input. X 2

7. Textbook offers activities to

build on prior knowledge. X 1

CONTENT SCORE 16

OBSERVATIONS

1. Textbook enhances creative
and critical thinking by giving
opportunities to reflect on
their own learning process.

2. Textbook promotes the
progression from LOTS to
HOTS.

3. Textbook fosters new
technologies uses.
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4. Textbook offers different

learning styles. 3
COGNITION SCORE 11
OBSERVATIONS

1. Textbook offers

comprehensible input. 4
2. Textbook provides
scaffolding language support. 3
3. Textbook tackles the four
language skills. 4
4. Textbook boosts the
Language Tryptic (language of, X 2
for and through).
5. Textbook foster progression
from BICS to CALP. X 2
6. Textbook offers different
kinds of grouping to foster X 1
communication.
COMMUNICATION SCORE 16
OBSERVATIONS
T VA N S W B T

1. Textbook deals with
multicultural perspectives by
raising cultural awareness.

2. Textbook fosters citizenship
values.

3. Textbook boosts new
technologies uses.

4. Textbook enhances
communication proposals with
other countries’ learners.

5. Textbook’s visuals are
diverse and free from
stereotypical images.

6. Textbook offers balanced
references to student’s
regional culture and other
cultures.

X

CULTURE SCORE

17
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OBSERVATIONS

Cultural aspects are more
enhanced in some units than
others, depending on the topic
it deals with.

1. Textbook’s contents are
selected following the current
autonomous community
curriculum.

Table 18: Analysis of Textbook 2 by means of the created template

Own elaboration

2. Textbook’s contents are
contextualized and take
different situations into
account.

3. Textbooks’ contents
integrate language support.

4. Textbook’s content is
accessible for the target group
of students.

5. Textbook provides authentic

material. X

6. Textbook includes
multimodal input.

7. Textbook offers activities to
build on prior knowledge. X

OBSERVATIONS

1. Textbook enhances creative
and critical thinking by giving

their own learning process.

opportunities to reflect on X

2. Textbook promotes the

HOTS.

progression from LOTS to X

3. Textbook fosters new

technologies uses. X
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4. Textbook offers different
learning styles.

X

COGNITION SCORE

len

OBSERVATIONS

COMMUNICATION

1. Textbook offers
comprehensible input.

2. Textbook provides
scaffolding language support.

3. Textbook tackles the four
language skills.

4. Textbook boosts the
Language Tryptic (language of,
for and through).

5. Textbook foster progression
from BICS to CALP.

6. Textbook offers different
kinds of grouping to foster
communication.

PR RS

COMMUNICATION SCORE

OBSERVATIONS

CULTURE

1. Textbook deals with
multicultural perspectives by
raising cultural awareness.

2. Textbook fosters citizenship
values.

3. Textbook boosts new
technologies uses.

4. Textbook enhances
communication proposals with
other countries’ learners.

5. Textbook’s visuals are
diverse and free from
stereotypical images.

6. Textbook offers balanced
references to student’s
regional culture and other
cultures.

CULTURE SCORE

11
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OBSERVATIONS

Table 19: Analysis of Textbook 3 by means of the created template

1. Textbook’s contents are

selected following the current
autonomous community X
curriculum.

Own elaboration

2. Textbook’s contents are
contextualized and take

different situations into X
account.

3. Textbooks’ contents
integrate language support. X

4. Textbook’s content is
accessible for the target group X
of students.

5. Textbook provides authentic
material. X

6. Textbook includes
multimodal input. X

7. Textbook offers activities to
build on prior knowledge. X

OBSERVATIONS

1. Textbook enhances creative
and critical thinking by giving
opportunities to reflect on X
their own learning process.

2. Textbook promotes the

progression from LOTS to X 1
HOTS.

3. Textbook fosters new

technologies uses. X L
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4. Textbook offers different

learning styles. X 2
COGNITION SCORE 5

OBSERVATIONS

1. Textbook offers

comprehensible input. X 2

2. Textbook provides

scaffolding language support. X 3

3. Textbook tackles the four
language skills.

4. Textbook boosts the
Language Tryptic (language of,
for and through).

5. Textbook foster progression
from BICS to CALP.

6. Textbook offers different
kinds of grouping to foster
communication.

PR RS

COMMUNICATION SCORE 9

OBSERVATIONS

CULTURE

1. Textbook deals with
multicultural perspectives by
raising cultural awareness.

The questions proposed do not
specify the grouping.

2. Textbook fosters citizenship
values.

3. Textbook boosts new
technologies uses.

4. Textbook enhances
communication proposals with
other countries’ learners.

B E R

5. Textbook’s visuals are
diverse and free from
stereotypical images.

6. Textbook offers balanced
references to student’s
regional culture and other
cultures.

CULTURE SCORE 8
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OBSERVATIONS

GLOBALSCORE| 36

GLOBAL OBSERVATIONS

Own elaboration

As it is shown in the charts above, some differences arise among the three textbooks
analysed. In global terms, the most appropriate Science CLIL textbook based on the
4C’s framework is Textbook 1, that is, Science 3 textbook by Edebé, which scores 60
points from a total of 92 points. Despite being the most suitable one, some aspects
may be improved such as the content authenticity, the cognition enhancement and

the diversity in types of groupings.

With regards to content, the three textbooks have obtained approximately the same
punctuation and all of them present similar drawbacks regarding the authenticity of
content and prior knowledge enhancement. (please, see Annex 1 for a description of

the analysis related to Content in the three textbooks).

As for cognition templates’ section, Textbook 1 highly stands out above the others
mostly due to the fact that it promotes the use of new technologies, unlike the other
textbook which do not make references to online activities. The same is pointed out
in terms of communicative features, in which dimension the other two textbooks
show important weaknesses, such as few variety in language skills and types of
languages in terms of the Language Tryptic and also BICS and CALPS progression.
Nevertheless, the most appropriate textbook could also improve in these aspects
(please, see Annexes 2 and 3 for a description of the analysis related to Cognition

and Communication in the three textbooks).-

Finally, with respect to cultural dimension, as it has been highlighted above in the
other C’s cases, Textbook 1 has obtained better score than the other textbook, but in
this case also a difference is present between Textbook 3 and Textbook 2. The latter
makes poor references to raise cultural awareness, while in Textbook 3 it is better

enhanced. However, the three textbooks coincide in the lack of implying other
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countries’ students to share experiences and knowledge (please, see Annex 4 for a

description of the analysis related to Culture in the three textbooks).

Regarding the CLIL textbooks evaluation template, it is based on the criteria
stablished focused on Coyle’s 4C’s framework. However, as analysed in the previous
sections, other CLIL templates have been taken into consideration to modify the

present study template.

As for the templates’ layout, two of them are based on questions or statements
without a grading score, unlike template C. In template C, a scale graded from 1 to 5
is added which have been also added in this study’s template. The grading scale was
considered an easy, fast and visual manner to evaluate a textbook rather than
writing the answer of the questions or writing only a tick or a cross, which it is quite
complex, in some cases, to only decide between these two items. Unlike template C,
the present study template’s scale is graded from 1 to 4 because it was considered
enough. Otherwise, in some occasions the more grading levels the more complex the

evaluation process.

All the analysed templates include parts concerning 4C’s, nevertheless other parts,
such as supplementary material or assessment, are also added which have not been
taken into account because this study is focused on Coyle’s framework. However,
some evaluative features have been included in the appropriate C. Furthermore,
although most of the templates integrate a section where observations may be noted
down during the CLIL textbook evaluation process, except for template C which
includes a “Comments” part at the end of it, the template created in this study does.
It is considered to be necessary to include a part where the teachers can write their

notes down to better adapt the analysis and evaluation to their needs.

As for the Content section, in contrast to the other templates, template A does not
take into account the curriculum, which is considered as fundamental in this study
template. Besides, it includes questions related to the role of a specific group and
teacher, which are not from this study interest. Some of the content descriptors in
templates A, B and C are the same proposed in this present study, otherwise, some
others, which have not been thought to be part a descriptor, have been included in
this study’s template. These are content descriptors 4, 5, 6 and 7 (see section 3.2)

which make reference to the accessibility and authenticity of content and also take
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into account to essential CLIL and inclusive education features: multimodal input

and prior knowledge.

Concerning cognitive features, the questions established in template A are not
considered appropriate to analyse a textbook. Therefore, none of them are taken into
consideration to be added in the study’s template. In contrast, in template B and C
some descriptors have been considered relevant to be added in the study’s template,
such as cognition descriptor number 4 (see section 3.2). These templates present
other descriptors which have been integrated in the study’s template by modifying
some criteria, but others have not been considered convenient to include. For
example, on one hand template B adds items related to challenging and motivating
activities, which mostly depend on the target group or, moreover, to each child
interests. For the latter reason, it has not been taken into account. On the other
hand, template C makes reference to the cognitive level and progression, which is
considered to be dealt when referring to appropriate content.

According to Communication, in template A’s case, most of the questions are related
to didactic units and lesson implementation in classroom, therefore they cannot be
applied to this study. The items which are relevant to this study are the ones which
consider the Cummins’ Language Tryptic theory, already considered in the criteria
developed in the previous section. As for templates B and C, the items proposed can
be related to the ones suggested for this study’s template, except from the one
related to diversity in students’ groupings, which has been added to this study’s

template.

Eventually, with respect to cultural dimension, some CLIL significant issues are
mentioned in all the templates as changing cultural classroom awareness and
promoting citizenship and multicultural perspective. Despite that all the mentioned
aspects have already been taken into account; there are some descriptors which have
been considered to be added (see culture descriptors 4, 5 and 6) which refer to
raising cultural awareness by means of the textbook’s visuals and the presence of

other countries and culture references and interaction.
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5. CONCLUSIONS

With reference to the main objective of the present study “create an evaluation
template in order to analyse CLIL Science textbooks based on the 4C’s framework”,
it can be pointed out that it has been achieved by making a deep research on CLIL
fundamentals focused on the 4C’s framework and on textbooks’ definitions, use and
evaluation process as it is shown in the Literature Framework section. Besides, an
analysis and comparison among three different templates has been carried out in
section 3.1 Methodology to finally create this study’s template which can be found in
section 3.2 Analysis tool (see table 13). As for the first specific goal stated (“To
analyse and compare different CLIL templates”), as highlighted above has been

accomplished in section 3.1 Methodology.

In regards of the second specific goal which states the following: “to analyse and
compare three different textbooks of the same level (Grade 3, Primary Education),
regarding the CLIL approach’s main principles: Coyle’s 4C’s framework”, it has also
been attained by choosing three different textbooks and analysing them using the
template created for this study as it can be seen in sections 3.3 Data collection, 4
Results and discussion and in the Annexes. In the first place, a brief description with
basic information of the textbooks is shown by means of tables in section 3.3 Data
collection (see tables 14, 15, 16). In the second place, a thorough analysis of each
descriptor of the template created in this study for each textbook has been carried
out as can be seen in the Annexes (see Annex 1, 2, 3 and 4). Eventually, in the third
place, a qualification is given to each descriptor in the corresponding template; one
for each textbook in order to finally complete the three textbooks’ evaluation process

in section 4 Results and discussion (see tables 17, 18 and 19).

Finally, concerning the third specific goal which is “To select the most appropriate
textbook according to their effectiveness and usefulness regarding pre-determined
criteria”, it has also been achieved once being the three textbooks analysed in the
Annexes by means of this study’s template, as it is mentioned above, as it is shown in
section 4 Results and discussion. The pre-determined criteria stated in this objective
have been established in section 3.1 Methodology taking the Literature review and

the previous templates’ analysis into consideration.
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6. LIMITATIONS AND FURTHER
RESEARCH

In spite of the fact that the present study has achieved the objectives stablished at
the beginning of its elaboration, some limitations have been encountered during its
process. The main drawback has been limiting the number of templates and CLIL
textbooks analysed, which may reduce the reliability and usefulness of the creation

of this study’s template.

Some other encountered limitations may be considered for further study. Firstly, as
mentioned in this study the template is based on Science textbooks because it is one
of the more common subjects taught by means of this method, but it could also be
applied to other subjects taking into account the appropriate content. To be a
template specific to Sciences, scientific research could be done and a section with the
scientific method and scientific abilities might be added. Moreover, to improve the
template and make it more holistic and useful for teachers in order to decide a
textbook to use or which parts of the textbook they can take advantage of; other
parts could be included such as textbook’s supplies, assessment features, learning

outcomes and activities’ design.
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8. ANNEXES

Annex 1.Textbooks’ analysis for Content descriptors

1. Textbook’s contents are selected following the current autonomous community

curriculum.

Table 20: Analysis of the several Blocks of Contents tackled in each textbook (see

Table 1)
1 2 3 4 5 6 7 8
Textbook
X X X X X X
1
Textbook
X X X X X X X X
2
Textbook
X X X X X X
3

Own elaboration

2. Textbook’s contents are contextualized and take different situations into account.

Textbook 1: almost all the contents include exercises to relate them to students’ own
social and natural environment, as shown in the pictures below. Besides, in some
topics, exercises about other environments are included, for example, the City of

London one.

Textbook 2: In some parts of the textbook, some references are made to different
cultures. However no specific content related to diversity is dealt with and,
moreover, the textbook does not offer exercises to contextualise the content to

pupils’ surroundings.

Textbook 3: only a few exercises where students are asked to link the contents learnt
in the school to their own situations at home have been found. What’s more, there is
little presence of pupils’ own country different situations; the exercises found which

deal with these features are shown below.
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3. Textbooks’ contents integrate language support.

Textbook 1: this textbook introduces new vocabulary always with the appropriate

picture or drawing. It also offers some vocabulary boxes with definitions.

Textbook 2: it includes lots of images and conceptual maps to introduce vocabulary,

but they go with quite long written explanations.

Textbook 3: this textbook tackles new vocabulary with pictures, drawings and

diagrams, accompanied with some appropriate written explanations.

4. Textbook’s content is accessible for the target group of students.

According to the target group of students this study is concerned (3 Grade) and the
Catalan Primary Education curricula content for this group. Although not all the
curricular contents are dealt through these textbooks, the contents tackled are

appropriate for the target group.

5. Textbook provides authentic material.

Textbook 1: the texts in this textbook have been written taken into account the target
group and it does not include authentic texts. Only some of the pictures are

authentic, such as maps.

Textbook 2: the texts in this textbook have been written taken into account the

target group, but does not include authentic texts.

Textbook 3: the texts in this textbook have been written taken into account the target

group and it does not include authentic texts.

6. Textbook includes multimodal input.

Textbook 1: each lesson is provided with the same structure in which a couple of
audio tracks and a video are included. Most of the input is written and with labelled

images.

Textbook 2: each unit is organised with a similar structure in this textbook. In every

unit’s lessons two listening exercises are included (a pronunciation exercise and a
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quiz). In some units a chant or a song are also incorporated. Besides, at the end of
each unit a listening exercise to revise the content learnt is added. Some boxes with
written information are contained in the units which can also be listened with the
books” audio CD. The textbook does not contain videos. Most of the input is through

text accompanied with images.

Textbook 3: this textbook offers written input with images and it also includes audio

CD with which all the written texts can be listened in an aural way.

7. Textbook offers activities to build on prior knowledge

Textbook 1: at the beginning of every module and every lesson some questions are
proposed which make reflect children on knowledge which is going to be learnt on
that lesson or module. However, it does not refer specifically to students’ prior

knowledge.
Textbook 2: this textbook does not include any reference related to prior knowledge.

Textbook 3: this textbook does not include any reference related to prior knowledge.

Annex 2. Textbooks’ analysis for Cognition

descriptors

1. Textbook enhances creative and critical thinking by giving opportunities to reflect

on their own learning process.

Textbook 1: it offers exercises to make students reflect and share opinions about the
content being learnt, but not about their own learning process. The most creative
part of this textbook is the part “The Challenge” part in which children need to

create something, such as an instrument or an “earthship”.
Textbook 2: this textbook is organised in a way that in each unit’s lessons an oral

quiz may be answered by every pupil in order to check their learning. Nevertheless,

it is related to content, not to their own learning process’ progression
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Textbook 3: it offers exercises to make students reflect about the content being

learnt, but not about their own learning process.

2. Textbook promotes the progression from LOTS to HOTS.

Textbook 1: Several types of exercises are mixed and do not follow a cognitive
progression. Furthermore, most of the exercises proposed in the textbook are related
to LOTS (the majority related to apply the content to their own quotidian situations)
and there is little presence of the last levels of HOTS (evaluate and create). However,
at the end of every module, “The Challenge” section is proposed in which most of the
Bloom’s taxonomy levels are taken into account in the same activity to finally create

a product

Textbook 2: this textbook is provided with several exercises, the most of them

related to LOTS. Higher order thinking skills are not enhanced in it.

Textbook 3: this textbook does not offer explicit exercises but it proposes several
questions in each unit to make students reflect on the comprehension of the
knowledge dealt with in it. Therefore only LOTS are promoted. At the end of the
textbook, a more global activity is suggested where students are asked to make an

interview as a tool to find information about the past.

3. Textbook fosters new technologies uses.

Textbook 1: in almost every lesson an online activity is enhanced. In some others,
such in the animals’ lesson four different online exercises are proposed. Some are
about reading a text or watching a video, and some others imply students doing a
more interactive activity. Moreover, in “The Challenge” section, a part of research is
always included in which several websites are proposed to find out information in a

digital way.

Textbook 2: in this textbook, no reference is mentioned about the use of new

technologies, online activities are not included in it.

Textbook 3: in this textbook, no reference is mentioned about the use of new

technologies, online activities are not included in it.
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4. Textbook offers different learning styles.

Textbook 1: the learning styles tackled in this textbook are visual (by images and
videos), aural (audio CD) and verbal (written texts). Besides, some implicit physical

style could be included in some of the experiments proposed in the textbook.

Textbook 2: the learning styles dealt with in this textbook are visual (by images),
aural (audio CD) and verbal (written texts, which constitute the majority of the
textbook). Besides, some implicit physical style could be included in some of the

experiments proposed in the textbook

Textbook 3: this textbook enhances visual (by images), aural (the same written texts

can be also listened orally) and verbal (written texts).

Annex 3. Textbooks’ analysis for Communication

descriptors

1. Textbook offers comprehensible input.

Textbook 1: both written and oral input consists of short and simple sentences and,
in the written case; they always go accompanied with a picture, drawing or diagram

to make the text more comprehensible.

Textbook 2: both written and oral input consists of short and simple sentences, but a
bit longer texts than in the textbook described above. Moreover, in the written case;

most of the texts go accompanied with pictures.

Textbook 3: both written and oral input consists of short and simple sentences, but
too long texts for the target group. In the written case; texts always go accompanied

with pictures.

2. Textbook provides scaffolding language support.

The same as Content descriptor: n° 3.

65




3. Textbook tackles the four language skills.

Textbook 1: the four language skills are enhanced in this textbook, all to a similar
extent.

Textbook 2: the most promoted skills in this textbook are: written comprehension
and expression. As for oral comprehension, it is less enhanced and oral expression is

only proposed in comparing the results of the experiments suggested.

Textbook 3: Written comprehension is mostly enhanced in this textbook. Regarding
oral comprehension is not really promoted because it is only listening to the same

information that is written. As for the rest of skills, they are less or not tackled.

4. Textbook boosts the Language Tryptic (language of, for and through).

Textbook 1: the type of language which is most enhanced is language of. Language

for is also considered in this textbook, but in a lower measure.

Textbook 2: Language of is deeply boosted in this textbook, but not the other types.

Textbook 3: Language of is deeply boosted in this textbook, but not the other types.

5. Textbook foster progression from BICS to CALP.

Textbook 1: it offers activities that promote the use of BICS and CALP but there is

not any specific support for the language and structures students should use.

Textbook 2: the language needed in the exercises suggested in this textbook are all
related to CALP, but there is no progression from BICS to CALP and, what’s more,

no scaffolding is included to carry them out.

Textbook 3: the language needed in the exercises suggested in this textbook are all
related to CALP, but there is no progression from BICS to CALP and, what’s more,

no scaffolding is included to carry them out.

6. Textbook offers different kinds of grouping to foster communication.

Textbook 1: almost all the exercises are thought to be carried out individually.
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Textbook 2: almost all the exercises are thought to be carried out individually.
Textbook 3: the questions proposed in this textbook are not specified whether they

are thought to be answered individually, in pairs, in little groups or to discuss

together with the large group.

Annex 4. Textbooks’ analysis for Culture descriptors

1. Textbook deals with multicultural perspectives by raising cultural awareness.

Textbook 1: other cultures are taken into account as it is shown in the textbooks’
pictures and drawing. Moreover, it is explicitly treated in the module which deals

with the places where we live and the people we live with.

Textbook 2: cultural awareness is deeply reflected in the unit “Living together”, but

little mention is made in the other units. However, it is shown in the images.

Textbook 3: different cultures are reflected in the pictures of this textbook. Despite
of this fact, there is not a specific part of the textbook with the objective of raising

awaremness.

2. Textbook fosters citizenship values.

Textbook 1: citizenship is boosted while dealing with energy, ecosystems and the

place where we live.

Textbook 2: these values are tackled in the corresponding unit and at the beginning

of each unit.

Textbook 3: it does not explicitly foster citizenship.

3. Textbook boosts new technologies uses.

This descriptor has been discussed in Cognition descriptors: n°3.
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4. Textbook enhances communication proposals with other countries’ learners.

Textbook 1: there is no reference to other countries’ learners.

Textbook 2: there is no reference to other countries’ learners.

Textbook 3: there is no reference to other countries’ learners.

5. TextbooK’s visuals are diverse and free from stereotypical images.

Textbook 1: different cultures and genders are shown in the images.

Textbook 2: some of the pictures reflect several genders and cultures.

Textbook 3: the pictures are diverse and reflect several genders and cultures.

6. Textbook offers balanced references to student’s regional culture and other

cultures.

Textbook 1: the references are balanced in the visual aids and in the unit dealing

with families, but not specifically in the others.

Textbook 2: other cultures are mostly tackled in the unit devoted to it.

Textbook 3: this textbook mostly refers to regional culture
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