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Hashigaki: What have we learned in Nijmegen? 

Shigeru SASAJIMA, J-CLIL President 

 

The Japan CLIL Pedagogy Association (J-CLIL) is 3 years old as of April 2020. It 

is very active now with more than 350 members and a diversity of activities. The 

J-CLIL Teacher Education Seminar is one of the most important events in the J-

CLIL activities. I would like to say it is great honor to publish the seminar 

proceedings like we did last year. The Seminar started in the August of 2018. For 

the first seminar, some 30 participants and 3 main guest speakers (Professor Do 

Coyle, Professor Emeritus Richard Johnstone and Dr Alan Dobson) gathered at the 

University of Stirling in Scotland, where I had studied my PhD, and then in the 

September of 2019, some 20 participants studied together at Radboud University 

in Nijmegen, the Netherlands. Thanks to Ms Michelle Mellion-Doorewaar’s very 

kind and sincere support, the Seminar satisfied all the participants from Japan, 

having great support from Dutch CLIL or bilingual education practitioners as well. 

I would also like to say many thanks to all the guest speakers who showed nice 

CLIL knowledge and practices in the Netherlands and schoolteachers who 

welcomed our visit and let us observe their classrooms. Without their support, we 

would not have spent fruitful time in Nijmegen for 5 days.  Many thanks indeed to 

all of them. 

 

I am sure the 2nd seminar was greatly successful and these communication 

activities about CLIL and bilingual education among the participants will 

contribute to further developing CLIL pedagogy in Asia. In Japan as well as other 

Asian countries which could have different contexts from the Netherlands and 

other European countries, this special issue of the seminar proceedings is 

influential to all teachers who are interested in CLIL pedagogy, reporting the 

program content including the lectures, workshops, school visits, and class 

observations. It can also give us lots of suggestions for better CLIL approaches. I 

believe the Seminar was a good gathering for all the participants, the guest speakers, 

the school visit coordinators, and the teachers who kindly gave us the opportunities 

to observe their classrooms and the students who showed us their learning activities 
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and answered our questions. I would be grateful for all their positive commitments 

to the lively J-CLIL activities. I hope all the people concerned with the Seminar 

will seek for their own sustainable development regarding integrated learning in 

the long term.  

 

In this foreword, I would like to use the Japanese word ‘hashigaki,’ which literarily 

means marginal words in English. I like this Japanese word for the greetings as the 

J-CLIL Teacher Education Seminar coordinator and the president of J-CLIL. 

‘Marginal’ means minor, not important, or not central in English, but ‘hashigaki’ 

can suit my modest attitudes, which most people living in western cultural contexts 

may not evaluate well. In hashigaki, I just make my personal reminders on the 

Seminar as a marginal of the proceedings and want you to read its main body which 

has the whole ideas of the Seminar. I believe this issue of the Seminar proceedings 

will help interact each other by respecting his or her intercultural perspectives 

among CLIL practitioners. Hashigaki is therefore my favorite Japanese word, so I 

will add some of my reflective remarks on the seminar atmosphere to this issue as 

hashigaki. 
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 Nijmegen is a comfortable local city in the Netherlands, one 

hour apart from Amsterdam. The seminar venue is Huize 

Heyendael at Radboud University. The above photos shows 

the participants on the first day of the seminar, taken outside 

the building facing the garden. Onno of Nuffic first spoke 

about the bilingual education in the Netherlands and the 

activities of Nuffic or the Dutch organization for 

internationalization in education. 

Then Hillary and Gonny, who are 

English instructors at Radboud 

University, gave us some 

suggestions of class observations 

starting from the next day. Finally, 

Michelle and Kevin, who are coordinators of this seminar with me, talked about 

their practices. On the first day, I strongly felt CLIL or bilingual education (tto: 

tweetalig onderwijs) in the Netherlands is very natural and necessary for young 

people who need to survive in Europe and beyond Europe. Multilingual contexts 

are very familiar among young Dutch people. English is substantially their second 

language, and on the other hand, I am still afraid people may always consider their 

identities as Dutch. While listening to their talks, I wondered how young people 

should cope with the context of linguistic and cultural diversity.  

 

On the next two days, we visited Kandinsky College (secondary school), De 

Lanteerne (primary school), and OBC (Over Betuwe College) Bemmel (secondary 

school). Each school has its own school culture. I was very impressed with the 

school and classroom activities of both teachers and students. Almost all teachers 

used both two languages, Dutch and English, effectively and in very natural ways. 

What’s most interesting and impressive is, it looks like all teachers and students 

don’t care about languages but think about learning content. It seems that students 

will have to take a matriculation test in the Dutch language even when learning 

subjects in English, but many students apparently don’t worry about it. It is very 

different from the Japanese context. We could not have these school visits last year, 
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so they were really very practical and helpful opportunities for most participants 

to see real teaching and learning situations and talk with teachers and students.  

 

We greatly appreciated Joris, Rob, Jasmina, and other teachers and staff of 

Kandinsky College, who were all very active and generous to us. These positive 

attitudes and actions were also very impressive to me, which could have great 

impact on their students’ knowledge, skills, attitudes and values in the future.  Hedi, 
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a nice primary school teacher at De Lanteerne, also kindly showed us school 

activities, walking around many classrooms with us, and we could see how the 

teachers and students were doing even in a very short time in the morning. Of 

course, some primary students could not speak English so well, but even when 

teachers spoke English, I didn’t have any strange feelings. If necessary, teachers 

used Dutch, which can show also very natural bilingual situations. I then assumed 

many children were learning through these class activities that bilingual contexts 

are basic in their life. In the afternoon, we visited OBC (Over Betuwe College) 

Bemmel, where Natalie coordinated our visit with other teachers and students. 

When we visited classrooms, some nice students always supported us and added 

necessary information to the school activities. I felt their matureness, compared to 

Japanese students of the same age. Student escort systems at school are not very 

popular in Japan, but they are gradually familiar in many schools. The escort OBC 

students seemed to be very independent and proud of their roles. As they did, many 

students looked motivated to study in the classroom and did not worry about 

languages. I saw that translanguaging communication happened in many learning 

situations. It was really interesting to me. In other words,  whether they use Dutch 

or English, although they do not understand everything perfectly, they probably 

know about what they learn and think about the meaning or content of learning. It 

is the very integrated learning of content and language, which is  probably a very 

distinct context from Japan. 

 

On the fourth day, which has the primary sessions in 

this seminar, Rick and Tessa talked, and Rosie and 

Hilary & Gonny had the workshops. Rick first talked 

about Dutch perspectives about CLIL research and 

practice. I believe he is the most appropriate person to 

understand CLIL in the Netherlands. While listening 

to him, I have made sure that language learning can be 

primary even in CLIL. Before Tessa’s talk, we visited Olivier’s class in a short 

time. His class was provided in English and he lectured to some 50 students about 

the history of urban & regional planning.  
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English medium Instruction is 

popular globally, but the learning 

content is diverse. Our visit was 

very short, and we couldn’t see the 

whole ideas in his lecture, but I 

realized these styles of lectures are 

gradually essential in higher 

education in many contexts and listening to lectures and reading texts are still basic. 

Tessa talked about CLIL in teacher education, which is called ‘The World Teachers 

Programme,’ showing the practical data. 

The concept of the program she showed is 

helpful to me because it has lots of global 

views necessary for teachers in Japan as 

well. After lunch, we had Rosie give us a 

nice workshop with plenty of CLIL practice 

ideas. She is really a wonderful CLIL 

teacher educator who has had great impacts 

on us. I was very happy to have her at this 

seminar. I appreciated her wonderful 

workshop. Hilary and Gonny also gave us 

another nice practical workshop on 
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language teacher training courses at 

Radboud University. I am sure the 

Netherlands is a good place for teachers to 

develop their teacher professional 

knowledge and skills. Teachers of English 

should not just go to English-speaking 

countries, such as the US and the UK. The 

Netherlands should be an appropriate place 

to understand ELF or CLIL.  

 

 

On the final day, we had two nice guest teachers from Finland, which would be the 

next venue for the J-CLIL summer seminar. Marika and Ken showed us what they 

are doing at their school in terms of CLIL and bilingual education activities. They 

are trying to develop their appropriate CLIL curriculum. I am very grateful for their 

coming to the seminar and communicating with us. In August 2020, J -CLIL will 

have another type of seminar with them in Seinäjoki. After that, all the participants 

gave their presentations about their practices and reflective feedback on the 

seminar. They are reported on this issue of the Seminar proceedings.  

 

We had thus stayed in Nijmegen for a week in September 2019. The weather was 

not fine all day, but we met nice local people there and had nice food to eat and 

places to visit. It was really a wonderful time for me to coordinate the 2nd seminar 

at Radboud University in Nijmegen. Although I did not have enough time to 

sightsee many places there, I found out several interesting features in town from 
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CLIL viewpoints. First, almost all people were able to speak English, but I 

happened to meet some young people who did not understand English. I might have 

had some stereotypes that Dutch people are all bilingual speakers and English is a 

second language for them. Of course, it is wrong. The fact that most Dutch people 

speak English could probably be due to the achievement of bilingual education 

called tto. We should learn a lot more from Dutch bilingual education practices. 

Secondly, many people are very diligent and sincere, but they should like to take a 

very efficient, simple and compact way to do in their daily working life. For 

example, when I got on a train without checking the gate, the train conductor kindly 

checked the ticket on behalf of me. In addition, the transportation system is very 

simple and convenient, including bicycles. It seems that many people do not care 

about tiny things, so they like straight talk, open-mindedness, generosity and 

resilience. These of my assumptions may not be quite correct just based on my 

personal experiences. However, I always regard it as important that I  see and 

experience myself and think them based on my own knowledge and thought process . 

Many Dutch people can make a decision-making themselves following the social 

and cultural rules, because they need to develop their knowledge, skills, attitudes 

and values to survive in the current society of cultural diversity and global economy.  

 

Accordingly, I have learned a lot in Nijmegen: e.g. CLIL pedagogy, bilingual 

education, multilingual and multicultural situations, intercultural communicative 

competence (ICC), global competence, Dutch education systems, learning needs, 

and Dutch lifestyle. Compared to the 1st J-CLIL Teacher Education Seminar at the 

University of Stirling in Scotland, this seminar has taught me many aspects of 

integrated learning in addition to CLIL theory and practices. That was mainly 

because I did not know much about the Netherlands. In his talk, Rick mentioned 

about CLIL that ‘If learning is about travelling and discovering new territories, 

then language would be the means of transport we can use for this purpose ,’ and 

he compared languages to bicycles, adding ‘Riding a bike is a skill that has to be 

developed, but once you can do it, you won’t unlearn it anymore.’ While traveling 

in the Netherlands, I saw a large number of bicycles. For Dutch people, languages 

may be just vehicles. We, CLIL practitioners in Japan, should think so and the 
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Japanese language is not the only vehicle but other 

languages are also necessary vehicles for enjoying 

traveling in our life.       

 

Dankjewel  Thank you  Arigato 
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2. Schedule of J-CLIL Teacher Education Seminar 2019 
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The 2nd J-CLIL Teacher Education Seminar  
in 2019 

Learning from CLIL or TTO in The Netherlands 
 

September 9 – September 13, 2019 
Radboud University, Nijmegen, The Netherlands 

 
 
 
Day 1 Monday, September 9 
 
 

Word of Welcome  Shigeru Sasajima 
     Toyo Eiwa University,J-CLIL president 
Talk 1 
 (R)evolutions: 30 years of CLIL in the Netherlands 
     Onno van Wilgenburg, Nuffic 
 
Talk 2 
Going into battle 
     Hilary Phillips & Gonny van Hal 
     Radboud University 
 
Talk 3 
From Pagodas to the Polder: Connecting through CLIL at a Dutch University 
     Michelle J. Mellion-Doorewaard 
     Radboud University 
 
Talk 4  
Beyond CLIL: Pluriliteracies Teaching for Deeper Learning (provisional) 
     Kevin Schuck 

    Penta College CSG Jacob van Liesveldt 
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Day 2: Tuesday, September 10 
 

School visit 1  
Kandinsky College  
(secondary) 
 
 
 
 
 
 
 
 
 
 
 
 
 

Day 3: Wednesday, September 11 
 
 
School visit 2 
De Lanteerne 
(primary) 
 
 
 
 
 
 
 
 
School visit 3 
OBC (Over Betuwe College) Bemmel  
(secondary) 
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Day 4: Thursday, September 12 
 

Plenary talk 
Looking back, looking forward:a Dutch perspective on CLIL research and practice 
    Rick de Graaff, University of Utrecht 
 
Classroom observation 
Introduction to the History of Urban & Regional Planning 
    Olivier Kramsch, University of Radboud 
 
Talk 5  
Content and language integrated teaching from the outset: the World Teachers 
Programme 
    Tessa Mearns, University of Leiden 
 
Plenary workshop 
Engaging activities for secondary CLIL  
        Rosie Tanner, Education consultancy 
 
Workshop 
Teaching the Teachers in the field 
        Hilary Phillips & Gonny van Hal, University of Radboud 

 
 
 
 
 

Day 5: Friday, September 13 
 

Talk 6  
CLIL practice in city of Seinäjoki, Finland 
    Ojala Marika & Ken Wakaume 
    City of Seinäjoki, Finaland 
 
Participants’ reflective presentation 
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3. Plenary Speakers’ Presentation Slides 
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Looking back, looking forward: a Dutch perspective on CLIL 

research and practice. 

Rick de GRAAFF, University of Utrecht 

 

CLIL in the Netherlands started as a bottom-up 

initiative from schools that aimed at more challenging 

education. Its implementation and further development have 

been monitored and supported by research, grounded in an 

international CLIL framework. But how CLIL is bilingual 

education in the Netherlands actually? And how CLIL, if at 

all, does it have to be, in order to reach its language goals, 

subject goals and global citizenship goals? This talk will 

place past, actual and future bilingual education practice in 

the Netherlands in an intended and implemented CLIL 

perspective. 
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Engaging activities for secondary CLIL 

Rosie TANNER, Education consultancy 

 

 

During this interactive workshop, I will demonstrate and carry out some engaging CLIL 

activities with the group, aimed at lower secondary students. There will be ample time at the end 

for questions as a result of your school visits. 
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Content and Language integrated teaching from the outset:  

the World Teachers Programme 

Tessa MEARNS, University of Leiden 

 

The majority of teachers in Dutch bilingual secondary 

education learn about CLIL ‘on the job’ once they are 

already teaching in a bilingual stream. In this way, 

CLIL becomes an add-on to their practice at a point 

when they have already developed their own habits and 

routines (van Kampen, Admiraal, & Berry, 2017). A 

small number of teacher education programmes, 

however, aim to prepare teachers for the challenges and 

opportunities posed by bilingual education during their 

initial pre-service teacher education. Leiden University’s World Teachers 

Programme (WTP, www.worldteachers.nl) is one of these programmes. In this 

presentation, you will hear about the principles and beliefs that underpin the WTP 

and see some practical examples of how we work with students on the path to 

becoming World Teachers. 
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CLIL in the Netherlands: 30 years of (R)evolution 

Onno van WILGENBURG, Nuffic 

 
CLIL was introduced in Dutch education in 1989. 

Since then, over 130 schools have set up a CLIL-
department. CLIL in the Netherlands is closely linked to 
the concept op Global Citizenship, providing a strong 
profile for the schools. This introductory presentation 
will briefly outline the history of CLIL in the 
Netherlands in the context of the Dutch educational 
system. A key aspect of CLIL in the Netherlands is the 
quality assurance system, which is co-ordinated by 
Nuffic, the national organization for internationalization 
in education. The second part of the presentation will 
focus on the development of the quality system, which 
has recently undergone a fundamental transformation. 
The delagates are invited to reflect on the merits and the challenges this new 
system will have for the further development of Dutch CLIL. 
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4. Guest Speakers’ Presentation Slides 
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From Pagodas to the Polder: 

Connecting through CLIL at a Dutch University 

Michelle J. MELLION-DOOREWAARD, Radboud University 

 

Each year thousands of Asian students flock to the 
Netherlands as more and more programs are being 
offered in English. Most of these students have not yet 
received English-Medium Instruction (EMI) since their 
learning was geared to passing English proficiency 
exams for entering study programs abroad. In the 
Netherlands, when Asian students first arrive, they often 
struggle with language and culture in student-centered 
classrooms due to their different learning backgrounds. 
CLIL (Content Language Integrated Learning) can be 
used as an approach to encourage students to learn both 
content and language through collaborative and 
communicative interaction in the classroom. In this way, 
for example, their English speaking and writing skills can improve. In Europe, CLIL 
has shown wide applicability across national contexts. In Japan, it is currently being 
implemented with enthusiasm. By using a framework based on the conceptual model 
EMEMUS (English-medium Education in Multilingual University Settings) that was 
developed by Dafouz and Smit (2016), I will refer to the various cultural-contextual 
factors that come into play in the Netherlands and Japan. This will be done using 
the EMEMUS model’s six dimensions, which spell the acronym ‘ROAD-
MAPPING’. I will use this model to compare and reflect on the Japanese and Dutch 
academic contexts and teaching cultures. Moreover, I will explain how CLIL can 
provide an interactional setting to connect the two contexts and cultures. 
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Beyond CLIL: Pluriliteracies Teaching for Deeper Learning 

Kevin SCHUCK  

 

 

Kevin will talk about his CLIL practices, which are 

related to the ECML project: Beyond CLIL: 

Pluriliteracies Teaching for Deeper Learning (Graz 

Group).  Pluriliteracies Teaching for Learning (PTL) 

shows teachers and materials developers ways of 

fostering deep learning by paying attention to the 

development of students’ subject specific literacies as 

well as their conceptual understanding and 

automatization of subject-specific procedures, skills and 

strategies. By communicating about their evolving understanding in increasingly 

sophisticated ways, students internalize these understandings and ways of acting 

and thinking. PTL not only makes the links between content and language learning 

visible, but it also shows how teachers can create learning trajectories taking 

students’ current abilities as a starting point, and tracing their progress along the 

learning pathway.  

https://pluriliteracies.ecml.at 
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Teaching the Teachers in the field 

Hillary PHILLIPS and Gonny van HAL, University of Radboud 

 

A brief history of bilingual education developments in the Netherlands and 

how to support and facilitate teachers in the field. The workshop gives an insight 

into the Classroom English course developed by Radboud in’to Languages, 

which enhances subject teachers’ English language skills and deals with other 

issues faced when teaching their subject in a foreign language. It touches on 

immersion and the importance of creating a natural English speaking environment 

within the bilingual classroom´. 
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Bilingual Education in Seinäjoki, Finland 

Marika OJALA & Ken WAKAUME, City of Seinäjoki, Finland 

 

Marika and Ken, 2 

teachers in  Finland will 

introduce their CLIL practice at 

the local primary school (1st-

6th grade) situated in 

Seinäjoki; one of the fastest 

growing cities in the central 

Finland. The CLIL programme 

extends to the neighbouring 

lower secondary school, and then continues to the English programme at the 

neighbouring upper secondary school. The language of instruction used in the CLIL 

programme is Finnish and English. 
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5. Schools 
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Kandinsky College Nijmegen 

 

https://kandinskycollege.nl/en/ 
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De Lanteerne Elementary School in Nijmegen 

 

https://www.delanteerne.nl 
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Over Betuwe College Bemmel 
https://www.obc-bemmel.nl 
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ESP or CLIL for Hospitality and Tourism Courses 

Reiko FUJITA, Tokai University 

 

An increasing number of universities have been trying to offer content courses 

taught in English in recent years. One of the reasons for this trend is that many universities 

are trying to attract international students to countermeasure the shrinking student 

enrollment. Universities are also responding to the social demand to cultivate human 

resources with high English proficiency to compete in the globalized world. Therefore, 

the need for teaching courses in English will most likely continue to increase, and both 

English teachers and content teachers should be knowledgeable of appropriate 

educational methodologies to deal with this increasing demand.  

There are different types of instruction in English that place emphasis on the 

content of study such as English Mediated Instruction (EMI), Content Based Instruction 

(CBI), English for Specific Purposes (ESP), and Content and Language Integrated 

Learning (CLIL). Both content and language teachers need to consider and select the most 

suitable methodology to use when asked to teach content-focused courses in English. 

Then, how can we select the best methodology and how do we know if the selection was 

appropriate? The purpose of my attending at this CLIL seminar was to find answers to 

this question. 

For the past seven years, I have been teaching “English courses with focus on 

tourism” and “English-taught content courses on tourism”. I had been using the ESP 

approach until CLIL concept was introduced and spread in Japan. I experimented with 

CLIL approach after its introduction, but for some time, the distinction between ESP and 

CLIL was not very clear to me. Only recently, after reading some of the relevant literature 

and acquiring CLIL-like teaching experiences, things became clearer, yet not completely. 

Therefore, through this seminar, I had hoped to reconfirm the differences of ESP and 

CLIL and to determine whether my employment of CLIL strategy had been appropriate.   

First, let me try to clarify the differences between ESP and CLIL at this point. The 

major difference between the two is that ESP focuses more on language. The key concept 

for ESP is a discourse community (Bhatia, Anthony, & Noguchi; 2011). ESP looks at 

language that is used in certain discourse communities and elicits its features. As Yang 

(2016) describes, it focuses on language learning to master content knowledge. In other 
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words, ESP prepares students to learn content in English (see Fig. 1). For identifying the 

characteristics of a specific language, genre analysis and needs analysis are indispensable 

to ESP (Bhatia, 2008; Dudley-Evans, 2002; Swales, 1990).  

Another key point that 

differentiates ESP from CLIL is 

that CLIL emphasizes the four aims 

of education: Communication, 

Cognition, Culture, and Content 

(4Cs). Among the 4Cs, what mainly 

separates CLIL from ESP is its 

emphasis on Cognition skill. CLIL 

utilizes Bloom’s taxonomy that 

classifies learning objectives into 

six levels (Coyle et al., 2010). Bloom’s taxonomy is often expressed in hierarchical order 

and indicates that higher-level learning goals are especially important. CLIL teachers are 

encouraged to use activities for students to engage in higher cognitive skills.  

For my “English for Tourism” course which is categorized as an ESP language 

course, I first conducted genre analysis on the language (Fujita & Tsushima, 2010; Fujita, 

2014) and needs analysis of industry professionals (Fujita, 2011). Genre and needs are 

essential elements in designing a course in terms of language instruction. They also help 

instructors and students to understand the characteristics of the discourse community.  

In designing my English-

taught content course called 

“Special Issues in Tourism”, the 

principle of CLIL helped me 

significantly. In my effort to 

integrate CLIL elements in the 

lessons, the Bloom’s hierarchical 

thinking order was actually 

transferred into the teaching 

order (see Table 1). In the lesson, 

I needed to pay attention to the 

Fig.1. ESP as a bridge to a discourse community 

Table 1. Lesson design in “Special Issues in Tourism” 
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balance of linguistic and cognitive skills. For students who did not have high English 

proficiency, it was difficult to keep up with the activities for higher-level cognitive skills. 

The CLIL matrix indicated here (Fig.2) was helpful in designing each lesson. The first 

few lessons started from Slot 1 (lower left) by introducing activities with low linguistic 

and low cognitive demands. Then, as the course develops, I gradually increased the level 

of demands while using different types of scaffolding. In this way, the CLIL approach 

offers teachers a valuable teaching framework. 

           

    

 

Finally, after attending the seminar, I reconfirmed that CLIL is a beneficial 

approach offering students chance to learn deeply. On the other hand, ESP clarifies the 

language needs of the community where communication takes place. Therefore, ESP 

approach is helpful in complementing the language elements in CLIL. As mentioned at 

the beginning, it is likely that needs for teaching different types of content courses in 

English to various levels of students in Japan will considerably increase in the years to 

come. In order to properly respond to the needs of variety of students, adding ESP 

elements in the language part in CLIL lessons may be a useful methodology to deal with 

such needs in the Japanese context.  
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Reflective Thinking after the J-CLIL Seminar in Nijmegen 

Sayuri HASEGAWA, Meiji Gakuin University 

 

The opportunity to participate in the 2nd J-CLIL Teacher Education Seminar in 

Nijmegen in the Netherlands came at a perfect time. I began teaching a compulsory 

English communication course using the CLIL framework to 3rd year students majoring 

in education and child development in the faculty of psychology from fall, 2018. By the 

time I had heard about the seminar, I had assessed and revised the initial curriculum for a 

new set of students starting spring term, 2019, but areas of concern remained. These 

concerns became concrete by the time I attended the seminar in September. It was an 

opportunity to learn directly from experts leading the field of CLIL as well as to 

understand CLIL in practice through the invaluable occasion of observing Dutch schools. 

In developing the CLIL course, one of my guiding principles was to keep in mind 

the ultimate goal of CLIL as described by Ikeda (2016): to nurture 21st century global 

citizens who could be described as a person who can contribute to society in a particular 

area (content), can communicate effectively with others through a common language 

(communication), has the ability to think logically and flexibly (cognition), and can take 

collaborative action with diverse others on a problem (culture) (p.14). On imagining the 

future of my students, some of whom will be teachers of elementary schools, I wanted to 

choose contents which by learning through CLIL would contribute to equipping them 

with what is necessary for them to tackle the 21st century field of education.  

One content I chose was to have students study iEARN (International Education and 

Resource Network), a non-profit online global educational platform that promotes 

collaborative learning amongst students who participate from different parts of the world 

on specific projects that are aligned with the UN Sustainable Development Goals (SDGs). 

Participation in iEARN projects facilitates students to “learn with the world, not just about 

it” (iEARN, 2019). With a range of projects requiring varying degrees of involvement 

that are guided by teachers and their local needs, iEARN promotes an awareness for other 

cultures, enables communication in various forms (e.g. using words, visual expressions, 

live exchanges), offers opportunities for deeper learning of global issues, and study 

outcomes are often calls to action or are actions themselves. It can be argued that iEARN 

embodies the elements of the 4C’s. Participation in iEARN projects would also be in line 
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with MEXT’s new course of study (MEXT, 2017), and as projects are developed for K-

12 students, knowing about iEARN and being familiar with its structure as well as its 

projects would be useful for future elementary school teachers concerned with nurturing 

children’s global competence. “Byram and Feng (2004:152) note that advances in 

communication technologies have begun to address any perceived deficiencies in 

classroom-based culture learning by enabling intercultural interaction in real time on a 

broad scale” (Belz, 2007, p.158). iEARN could supplement such deficiencies. 

As students were introduced to the concept of iEARN and to the online platform 

itself, they were subsequently divided into groups to select and study a project which they 

later presented to each other to explain the project, its connection to the SDGs, and how 

it contributed to nurturing global competence. For the fall term, when they study one 

specific iEARN project on hunger, students’ task will require higher order thinking in 

order to present ideas on how they would create an actionable plan for their ‘future’ 

Japanese students. At the end of the spring term, however, I was concerned that students 

had not understood the content to the extent that I had expected, and I concluded that 

more language scaffolding would be needed with ways to do so effectively for the 40 

mixed ability students. I was interested in learning how to fill the gap between low 

language level and high cognitive level university students to create an engaging and 

effective CLIL English language course. 

Upon arriving in Nijmegen, I learned that CLIL was an integral part of a structured 

bilingual educational plan. NUFFIC, a non-profit organization that works with the Dutch 

ministries to promote internationalization of education, works to maintain the quality of 

bilingual education or TTO in the Netherlands. Bilingual education is a choice within a 

school, where currently 3.7% or approximately 37,000 students are involved. TTO has 

three dimensions: language development, global citizenship, and personal development. 

CLIL is used for the dimension of language development. The elementary school which 

we visited was a Jenaplan school, and CLIL was implemented to organize the study within 

the Jenaplan philosophy. Where CLIL is implemented may differ, but as one of the 

lecturers, Kevin Schuck, pointed out, participants from Japan have the opportunity to 

develop CLIL for our local needs and perhaps to another level because of the availability 

of past research and experts in the field thus far. The role of J-CLIL will be pivotal in the 

development of CLIL in Japan. 
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In terms of my interest regarding filling the gap between language and cognitive 

levels, I realize it is not a simple one dimensional solution. Multiple factors are 

interconnected involving both planning and implementation of each of the 4C’s. However, 

here I will focus on one fundamental point of CLIL that was highlighted by one of the 

presentation slides. It was the analogy of a see-saw to express the importance of language 

in CLIL, where if language and content were each to be on their respective ends of the 

see-saw, language would be the heavier (Schuck, 2019). It is an image, but my 

understanding prior to the Nijmegen seminar would have produced an equally balanced 

see-saw picture. Here, I reminded myself of Ikeda’s (2016) conceptual diagram, 4C’s of 

CLIL and the Role of Language, which positions Communication at the center, 

emphasizing the role of language as being central to the success of CLIL education, as 

the integrator of all CLIL elements (p.3). On the spectrum of soft-hard CLIL, whether a 

course is more language-oriented or course-oriented, language is equally significant. 

Language support needs to be woven into every task for understanding content, for 

collaboration, and for cognitive engagement. Language is the medium of doing and 

learning, and without it there is no learning, let alone deep learning. As a language teacher, 

it would seem obvious to have language first and foremost in one’s mind, yet the nature 

of my awareness in this aspect has shifted.  

Ikeda (2016) presents five dimensions that constitute language awareness for CLIL 

instructors: counter-balanced approach, content-obligatory language, vertical/horizontal 

discourse or CALP and BICS, dialogic talk, and translanguaging (p.5). These would be 

guides to review. I am especially keen on understanding translanguaging which although 

was not a concept discussed specifically during the Nijmegen seminar, I began to mull 

over the notion of ‘English only’ during one of the lectures as I pondered about ways to 

bridge the gap between levels of language proficiency and cognition. In real life, we 

would be using all language resources to achieve the task at hand, and in fact I allow my 

students to speak Japanese while co-constructing knowledge and preparing their English 

presentations. I also point out the translation function offered on the iEARN website for 

over 100 languages from Afrikaans to Zulu, as this is today’s reality. However, there is 

no theory or guiding principle in place at this point in my class. Another question with 

translanguaging is how L1 should be used by the teacher and how that needs to be 

perceived by the students. Currently, I only use English in class and the importance of 
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language scaffolding has become central as discussed above, but I have never considered 

systematic use of L1. I am eager to know what insights are offered from current studies 

on translanguaging to maximize the benefits of a CLIL course. 

As fall term begins, I am making what adjustments I am able at this point to place 

language at the core and to weave it into the other elements of CLIL. At the seminar, 

Rosie Tanner demonstrated that by carefully using selected familiar language to introduce 

content-obligatory language, content can be introduced through cognitively engaging 

activities (Tanner, 2019). The book she gave us, CLIL Skills (Dale, Van Der Es, & Tanner, 

2011), is filled with classroom activity ideas based on theory, and these will be additional 

guides to put CLIL into practice. For next year’s syllabus I will be stepping back to 

reassess the multiple interconnected factors involved in both planning and implementing 

a CLIL course, with a stronger awareness for the centrality of the role of language. During 

this process, translanguaging will be an area to study and explore.  

Upon reflecting on my learnings from the Nijmegen seminar, I have focused on key 

aspects here. New questions have come up as a result of deepening my understanding for 

CLIL while some previous ‘knowledge’ is making more sense as a result of the lectures, 

classroom observations, and fellow-participant presentations. As challenging as it is, I am 

intrigued by CLIL. I have been given many clues and a wealth of ideas to work on my 

CLIL course, and I would like to take this opportunity to express my gratitude to all at 

the Nijmegen seminar and to J-CLIL. 
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CLIL in Introductory Level Foreign Language Courses: 

Is It Even Possible? 

Yoshimi HIROYASU, Sophia University 

 
1. Introduction 

  Even though CLIL is one of the well-known approaches to teach the English 

language in Japan, it seems that very few people consider applying it to the classes of 

second foreign languages, i.e. languages such as French, German, Spanish, Chinese, 

Korean studies in a university for the first time. In fact, the situation of teaching of English 

and that of other languages are very different. Is it even possible to apply CLIL approach 

in introductory level foreign language courses? In this paper, I would like to show a small 

lesson model of a Spanish CLIL class for beginners to consider its possibility. 

 

2. Issues of second foreign language courses 

  After World War II, in 1947, the universities under the new school education system 

started. At that time, the languages taught as second foreign languages were mainly 

French and German. A few decades later, the number of Spanish and Chinese classes 

increased very rapidly. Although the Amendment of the Standards for the Establishment 

of Universities issued by the Ministry of Education Culture, Sports, Science and 

Technology1 established that the education of second foreign languages would no longer 

be compulsory, most of the universities in Japan decided to keep offering foreign 

language courses in addition to English courses.  

  The objective of foreign language education has also experienced drastic changes 

over time. After World War II, the goal of foreign language teaching was to make students 

capable of obtaining information related to their majors. Therefore, reading and 

translating books or articles was a necessary skill. It was also a part of “ippan kyooyoo 

(general education)”, and it was far from being a practical tool. The opportunities to talk 

with the speakers of those languages were scarce. Nowadays, however, the situation is 

completely different. Every year a large number of tourists from all over the world visit 

Japan. There is an abundance in information provided in different languages, and 

                                                   
1 文部科学省大学設置基準等の大綱化(1991) 
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everybody has access to this information using translating tools on the internet. Moreover, 

it is easy to travel abroad. Now, the goal of learning languages is to be able to use the 

language to communicate with people.  

  However, despite the changes in the objectives, the methodology has been changing 

very slowly. Some instructors still believe that the grammar-translation method is the best, 

and others keep thinking that it is impossible to teach how to communicate in other 

languages. Many people agree on the importance of teaching the culture of the countries 

where the languages are spoken; others believe that one has to choose either culture or 

language because of lack of time.  

 

3. Why CLIL in second foreign language classes? 

  The effectiveness of CLIL approach is proved in many countries, especially in 

Europe. However, it seems to be quite easy to enumerate reasons why CLIL cannot be 

used in the second foreign language. First of all, as it is a language the students learn for 

the first time, the class should start with basic pronunciation rules and alphabet. The 

students’ previous knowledge of that language is null or very limited. The lack of teaching 

time is one of the big problems, too. If the requirement is to obtain 8 credits of a foreign 

language, students take 2 classes a week for 2 years. In many universities or departments, 

the requirement is 4 credits. As it is only a small part of the credits they have to take to 

graduate from university, normally the students’ motivation is not very high. It is also 

tough to choose a “content” that most of the participants in the class can be interested in; 

there are students of economics, psychology, journalism, literature, etc. Besides, the most 

difficult thing may be to teach university level contents together with introductory level 

language. In Europe, many schools are offering CLIL courses in English, but normally 

the introductory level language is learned in a kindergarten or an elementary school. 

Trying to teach high level of content in a second foreign language CLIL course seems to 

be a big challenge. 

  Then why CLIL? CLIL is a “dual-focus educational approach in which an additional 

language is used for the learning and teaching of both content and language” (Coyle et 

al., 2013), and it is an approach for “using languages to learn and learning to use language” 
(Marsh, n.d.). In a typical pair teaching language course, a Japanese instructor is in charge 

of the grammar explanation and practice, and a native instructor is in charge of practicing 
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what they have learned. In this type of courses, there is no opportunity to “use” the 

language as a “tool to do something”. CLIL offers the opportunity to “use” the language 

and learn it at the same time. The problem of the lack of time can be solved by learning 

two things at the same time. Moreover, the contents can motivate the students. In CLIL 

there are many factors that an ordinary language course cannot offer. 

 

4. Spanish CLIL class attempt 

  Here is an attempt to design a Spanish CLIL class.  In the introductory classes held 

before this, the basic rules of pronunciation are expected to be learned. This is the very 

first class that introduces grammar. 

 

 Content: Catholic Monarchs of Spain 

 Grammar: Verb ser (Conjugation, ser + noun)  

 Vocabulary: Relatives and family members 

 Communication: Talking about one’s own family 

 Number and length of classes: 2 classes of 90 minutes each 

 

1.   
Title page 
Teach the meaning of “España” 
(Spain) using a map.  
 
Coat of Arms of the Catholic 
Monarchs. 

   
2.   

Content 1 
Slide to show the meaning of the basic 
vocabulary of this class.  
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3.   

Language 1 
Slide to show the forms of definite 
article (equivalent to the) and simple 
formation of plural of nouns. 

    
4.   

Content 2 
Map of Spain before 1474. 
The students can easily guess the 
meaning of the word reino by analogy 
of rey and reina. 

   
5.   

Content 3 
Family tree of Isabel and Fernando. 
Instead of using a fictitious family, 
authentic information can be used in a 
CLIL class. 

   
6.   

Language 2 
Presentation of basic vocabulary of 
family and relatives. Most of the 
Spanish textbooks for beginners teach 
these words to be able to talk about 
one’s own family members. 

   
7.   Language 3 

Vocabulary practice combined with 
simple grammar practice: the use of es 
(is) form of the verb be. 
Isabel de Castilla is Juan de Castilla’s 
daughter. 
Fernando de Aragón is Juan de 
Aragon’s son. 
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8.   
Content 4 
With the help of pictures and applying 
the simple grammar and vocabulary 
learned with slides 6 and 7, this slide 
explains that Isabel and Fernando got 
married and they became prince and 
princess of both the kingdoms. 

   
9.   

Content 5 
The video is taken from a TV series 
based on history. It shows the wedding 
scene of Isabel and Fernando. 

   
10.   

Content 6 
Isabel is Fernando’s wife. 
Fernando is Isabel’s husband. 

   
11.   

Language 4 
Explanation of simple yes/no question. 
Is Isabel Fernando’s wife? 
Yes, she is Fernando’s wife. 
Is Isabel Fernando’s daughter? 
No, she is not Fernando’s daughter. 

   
12.   

Language 5-1 
In groups or in pairs, students practice 
Language 4 verbally. Some examples 
are shown in the slide, but they can 
make their own questions and 
answers. 
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13.   
Language 5-2 
The same exercise as in slide 12, but 
in the negative form. 
They can also draw their own family 
tree and do the same type of exercise. 
 

   
14.   

Content 7-1 
Using the vocabulary and grammar 
learned, and with the help of a picture, 
this slide teaches that Isabel became the 
queen of Castilla in 1474.  
 

   
15.   

Content 7-2 
The numbers are not introduced yet, 
but the instructor can read them aloud 
several times. In this way, the students 
will get used to hearing the numbers 
before they are instructed to memorize 
numbers in Spanish. 

   
16.   

Content 8, Language 6 
The slide shows that as a consequence 
of their marriage, Spain as a combined 
kingdom was born. The verb form son 
(are) is introduced. 
Isabel and Fernando are queen and 
king of Castilla and Aragon. 

   
17.   

Content 9-1 
This quiz will show the students that 
knowledge of the contents can help to 
fill the lack of language skills. 
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18.   

Content 9-2 
The answer of slide 17. 

   
19.   

Content 10 
Conquistador is one of the words 
which students can be familiar with 
from their high school history class. It 
is not difficult to assume that 
Cristobal Colón is Christopher 
Columbus.  

 
20.   

Content 11-1 
The words here are more complicated. 
They can be used to teach vocabulary 
guessing strategies. 

   
21.   

Content 11-2 
The answer of slide 20. 

 
22.   

Content 12 
The family tree of Isabel and 
Fernando’s descendants.  
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23.   
Grammar 6 
Each student becomes one of the 
members and plays some games using 
sentences such as: 
Are you Fernando? 
No, I am not Fernando. 

     
24.   

Content 13 
The map shows how Carlos, grandson 
of Fernando and Isabel, formed his 
Empire. 

     
5.  Observation 

Mehisto et. al. (2009) points out 6 core features of CLIL methodology: 1) 

Multiple focus, 2) Safe and enriching learning environment, 3) Authenticity, 4) Active 

Learning, 5) Scaffolding, and 6) Co-operation. The Spanish CLIL class presented in 

section 4 is a multi-focus class that teaches introductory level Spanish and history. It is 

easier to obtain safe and enriching learning environment when all the students’ level is 

equal, that is, in this case, almost zero. Original (authentic) texts are too difficult to read 

in class, but pictures, graphics, maps, and videos can be used as information sources. 

Instead of using a fictitious family tree, as we normally do to practice vocabulary of 

family members, in this class, we use real names. Group activities are commonly 

practiced in any type of language classes to exchange simple information, to practice 

grammar, to help to understand or memorize some elements, etc. In CLIL class, it can 

also be put to practice to exchange ideas on the content they have learned. As for 

scaffolding, the instructor should carefully offer the basics of the language. It is necessary 

to know not only the words that the learners know, but also the words whose meaning 

they can guess assuming from the English or from the context in which they are used.  
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6.  Conclusion  

Throughout the years, the methodology of foreign language education has 

undergone numerous changes. A few decades ago, even teachers believed that it was 

impossible to lead our students to be efficient language users, but nowadays we know that 

our students want to learn the language to be able to communicate with people. It is 

absolutely necessary to offer opportunities to “use” the language during the class. CLIL 

is an approach to learn the language by using it, and I am sure that it is the future of our 

introductory level foreign language education. 
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Learning and Expanding What Nijmegen Tells Us About CLIL  
Hirosada IWASAKI, University of Tsukuba 

 

Introduction: CLIL in Japan and EU 

   The need for CLIL varies in Japan. Such situations may come from (a) the need to 

recruit more international students for such projects as G30 Project or Top Global 

University Project in Japan, (b) the need to improve Japanese students’ high-profile 

proficiency test scores such as TOEFL, TOEIC or GTEC which could contribute to 

obtaining better jobs or entering graduate courses, (c) the need to offer mixed classes for 

Japanese and overseas students to improve English and Japanese proficiency levels 

and/or to decrease the number of language classes, and (d) the need to bridge the 

(sometimes wide) gulf between academic studies and global business. 

   This trend has been observed by looking into the increasing number of CLIL/EMI 

(English-medium instruction) undergraduate courses in Japan’s universities. There were 

176 courses in 2005, and it increased to 305 in 2015. 

 

 
        Figure 1. The increase of CLIL/EMI undergraduate courses in Japan;  

*about 40% of Japan’s 785 universities (Bradford, 2019). 

 

However, the above increase is no match for the huge increase of CLIL/EMI courses in 

EU: 55 in 2009 but 2900 in 2017.  

  

 

2017: 
  2009:     2900 

55         
 Figure 2. The increase of CLIL/EMI undergraduate courses in EU  

(Bradford, 2019). 

 

     The modest increase of CLIL courses in Japan when compared with EU may be 

attributed to Japanese academia in which it is still claimed that by adopting CLIL 

courses, teachers would end up teaching considerably less and students learning 

considerably less; also, it may be attributed to the present situation in which each 

2005:

176

2015:

305*
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university is still lacking in teachers who are eligible for CLIL courses in special fields 

of study (Iwasaki, 2019). 

 

Class observation in Nijmegen 

   Various insight has been gained through visiting bilingual primary school, secondary 

school, and tertiary school or university in Nijmegen, the Netherland. For example, De 

Lanteerne Primary School shows that interactive CLIL classes have been implemented 

since early stages. Teachers talked reasonably slowly with specific objects, toys, and 

books. Pupils reacted to the teacher, often helping each other with given instruction. 

Some pupils actually talked with the visitors in English about what they were doing 

without hesitation.  

One of the secondary schools we visited was Kandinsky College and their 

environments gave us informative insight. The school offers a choice between bilingual 

and Dutch language education, and also a choice of higher general continued education 

(hoger algemeen voortgezet onderwijs, HAVO) or pre-vocational secondary education 

(voorbereidend middelbaar beroepsonderwijs, VMBO). When bilingual education is 

chosen, which is the case with 60 to 70% of the students, students learn most of their 

various subjects in English in the first two years. Their website claims that “Those who 

opt for bilingual education not only attain a high level of English, but are also able to 

reach far beyond the boundaries of their own country” 

(https://kandinskycollege.nl/english/).  

In fact, it was students’ fluency as well as teachers’ fluency which impressed us 

visitors. In chemistry class, for example, teachers used some graphic aid (computer 

animation) and minimum explanation for technical terms in Dutch; students had a pair 

or group work for discussing particular topics, often with high-proficiency students 

helping less proficient students. In English classes, students had a group work with their 

smartphone for the internet search, which led to peer reviews with each other’s work on 

human rights, with emphasis on critical thinking. There were no paper English 

dictionaries around, and students, when necessary, used their smartphone dictionary 

apps to clarify meanings of English words. As for bilingual teachers (except native 

speakers of English), they go through a “maintenance” period for their English every 

three years, attending English training courses. Their bilingual secondary education 

classes seem to have attained the English levels which most of Japan’s universities aim 

at, or, probably, dream of having. This seems to have led to the situation in which 

universities such as Radboud University we visited attract many students from EU 

countries for their bilingual CLIL education. 
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“Tailoring” CLIL in Japan 

  There is a lot to learn from CLIL-minded countries with successful results such as the 

Netherland. It should be noted, however, that there are quite a few differences 

concerning CLIL in the Netherland and Japan. For example, the language distance 

between English and their L1 is quite different, and the students’ fluency in both 

countries needs to be taken into consideration accordingly. The geographical 

environment and degrees of need for English are other factors to be considered.  

  However, these differences do not mean lessening the need of CLIL in Japan; instead, 

they mean that putting CLIL into practice in Japan should involve “tailoring” CLIL in 

various aspects. Therefore, I would like to point out the following four aspects. 

   First, not only in language courses but also in any other CLIL courses, 

consciousness raising as a way of motivating students is necessary. This means that to 

overcome the barrier of manipulating English from the start of each class, teachers may 

begin with peer discussion of given challenging but intriguing questions. For example, 

instead of directly beginning the lecture on deadly viruses and preventive methods, the 

class may begin with the following pictures with the question: “How do you think dogs 

would contribute to terminating malaria?”. 

 

           
     Figure 3. Pictures of a dog and malaria as a starter. 

 

It does not matter whether students come up with the right answer or not; it is intended 

to raise consciousness and motivation and to involve students in the topic. In passing, 

the above pictures come from the research in which dogs are trained to find the water 

pool in which immobile mosquito larvae carrying malaria reside, and people go there 

and kill them with insecticide before they fly away (see https://www.ted.com/talks/ 

bart_knols_3_new_ways_to_kill_mosquitoes). 

    Second, paraphrasing or rephrasing of low-frequency words and phrases are 

necessary for Japanese learners of English. The following are some of such examples of 

paraphrasing. 
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  (1) Such bird nests are inaccessible.  Such bird nests are difficult to reach.  

  (2) The vexillology association showed the result.  The association which studies 

flags showed the result.  

      What counts is messages and not the exact wording in the source materials; 

therefore, low-frequency words should be avoided or defined until students feel 

comfortable with them. This paraphrasing is not necessarily easy for Japanese students 

as well as teachers, and therefore, monolingual dictionaries can be used. The following 

is the first definition of inaccessible and after this definition is understood, giving a 

paraphrase as in (1) should not be difficult. 

  (3) An inaccessible place is very difficult or impossible to reach. (COBUILD 

advanced learner’s dictionary, 5th Ed.) 

     The third is another factor for language support, and this is to prepare a 

collocation-based glossary. Many low-frequency words may be paraphrased as shown 

above in the second point, but still many technical terms need to be used. In such a case, 

preparing a glossary for technical terms may come handy, but it should be 

collocation-based. Collocation is a habitual and semantic combination of words, which 

are quite vital when words are put into practical use, especially for productive tasks. The 

following is a contrast between the traditional and collocation-based glossaries. 

   (4) Traditional bilingual glossary (with L1 equivalents) 

      correlation 相関 

   (5) Collocation-based glossary (with verb and adjective collocates)  

      have [show] a high [moderate, low] correlation 高い［中程度の、低い］相関 

を示す  

The word correlation can be difficult to use if learners have no knowledge about what 

verbs or adjectives go with them, especially when they discuss experimental results with 

this word productively. 

   The fourth point for successful CLILL practice is institutional support. This involves 

(a) offering FD workshop on CLIL to teachers concerned, (b) sharing source materials 

(especially English videos) among CLIL-minded teachers, (c) offering bridge courses in 

the curriculum between the language courses and specific study fields, and (d) hiring 

more proficient teachers who can teach CLIL courses.  

 

Conclusion 

The CLIL seminar in the Netherland has provided us with great opportunities to 

observe successful CLIL classes in different environments and gain more insight into 

CLIL. At the same time, in order to make CLILL successful in Japan, it is necessary to 

138



adjust CLIL into our own environments. Along this line, four points have been pointed 

out, and more empirical research is in order to verify these points mentioned in this 

paper.  
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Developing Competences for Democratic Culture: 

A Curriculum Design in CLIL Course 

Hongtao JING, Soka University 
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Some J-CLIL reflections: Implementing CLIL to a linguistics course 

Noriko NAGAI, Ibaraki University 

 

1. Prologue 

 CLIL is a very attractive and promising educational approach for learners to acquire 

21st century competences which enable them to utilize various types of newly acquired 

knowledge to tackle complex issues collaboratively with people from different 

disciplinary and cultural backgrounds using a medium language. Designing CLIL courses 

requires serious consideration and planning to help learners acquire such competences. 

In particular, we need to consider how to integrate content and language in a target lesson. 

Through J-CLIL workshop held in Nijmegen in the Netherlands, I reflected on linguistic 

and English courses I teach, wondering how to implement CLIL to them. This paper first 

overviews a unit of a linguistic course designed using CLIL approach and presents some 

reflections made throughout the workshop.  

 

2. Overview of a CLIL lesson on Japanese and English passives 

 The unit of a linguistic course presented here is about crosslinguistic similarities 

and differences between Japanese and English passives. The aim of the unit is to help 

learners become more aware of the fact that their feelings and thoughts are mediated by 

their mother tongue, Japanese and the mediated expressions may not be directly 

transferrable to English. It also attempts to help learners acquire basic linguistic 

knowledge about passives and analytical skills to make a clear distinction between 

linguistic properties common to both languages and peculiar to one of them. The unit 

consists of three parts. Part I aims at thorough understanding of English passives through 

reading activities. Part II attempts to help learners become more aware of crosslinguistic 

similarities and differences through observing and analyzing passive data in both 

languages. Part III intends to help learners express their feelings and complaints in more 

appropriate ways in English.   

To design and plan the unit, Bloom’s taxonomy (Anderson et al., 2014) and the 

illustrative descriptors in the CEFR Companion Volume with new descriptors (Council 

of Europe, 2018) were consulted. Types of knowledge and cognitive skills necessary for 

each part are identified by using the taxonomy so that appropriate tasks and scaffolding 

152



 

which facilitate the acquisition of them are developed and created. The knowledge and 

cognitive skills aimed at each part is presented in Table 1. 

 

Table 1 Knowledge and cognitive skills planned to be acquired (the taxonomy table adapted 

from Anderson et al., 2014, p. 28) 

The knowledge  

dimension 

The cognitive process dimension 

1. 

Remembe

r 

2. 

Understand 

3. 

Apply 

4. 

Analyze 

5. 

Evaluate 

6.  

Create 

A. Factual  Part I Part I     

B. Conceptual Part I Part I Part III Part II   

C. Procedural    Part II Part II  

D. Meta-

cognitive 

     Part III 

 

To make a clear distinciton between factual and conceptual knowledge is important in 

teaching. For instance, knowing parts of speech such as nouns, verbs, and adjectives is 

factual knowledge but using them as a tool to analyze sentences requires their conceptual 

knowledge: what part of speech constitutes what part in a sentence. When introducing 

parts of speech in Part I, this distinction needs to be taken into consideration and different 

types of tasks should be developed to help learners attain and acquire these two different 

types of knowledge about parts of speech. 

 CEFR illustrative descriptors are utilized for various purposes: to set up concrete 

learning outcomes of each part in the unit, to design tasks and scaffoldings, to prepare 

teaching materials, and to assess learning. The descriptors referred to and adapted are 

listed in Table 2: 
 

Table 2. CEFR/CV illustrative descriptors adapted in each unit 

Unit Illutrative descriptors 

Unit 1 Reading for information and argument (COE , 2018, p.63) 

Processing text in writing (COE, 2018, p.112) 

Streaming a text (COE, 2018, p. 129) 
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Unit 2 Explaining data in writing (COE, 2018, p.10) 

Collaborating to construct meaning (COE, 2018, p.119) 

Linking to previous knowledge (COE, 2018, p. 28) 

Explaining data in speech (COE, 2018, p.109) 

Writing reports and essays (COE ,2018, p.77) 

 

To select a reading material on English passive appropriatie to the proficiency level 

of the learners, the reading for information and argument descriptors are referred to. The 

section of voice in Quirk et al. (1978) was selected because it describes and explains the 

English passive construction concisely in simple terms without reference to a particular 

linguistic theoretical framework. A few lines from the text are excerpted below: 

 

Voice is a grammatical category which makes it possible to view the action of  

a sentence in two ways, without change in the facts reported: 

(a) The butler murdered the detective 

(b) The detective was murdered by the butler 

Sentence (a) is in the active voice, and sentence (b) in the passive voice.  

(Quirk et al., 1978, p.801) 

 

Vocabulary list and study questions are provided with the reading material. Learners are 

expected to learn the vocabulary and work on the study questions before the lesson. In 

the classroom, they will discuss them. The final task in Part I is a short presentation in 

Japanese 1 , explaining the English passive to someone who is unfamiliar with the 

construction and write a reflection note on this task, reflecting on their presentations and 

comments they received from the audiences.  

 The purpose of Part II is to raise learners’ awareness about crosslinguistic 

similarities and differences. Learners are asked to analyze Japanese passive sentences 

while comparing their syntactic and morphological features with those of English 

passives learned in Part 1 and to discuss them in groups. To participate in the discussion 

                                                 
1 This task can be done in English as well. However, it is also important for learners to be able 
explain what they learned in English to those who do not understand English. 
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in the classroom, learners are expected to analyze data individually first based on key 

points for analysis prior to the lesson. The following Japanese active sentences with 

transitive verbs and corresponding passive sentences are given2:  

 

(1) a. John-ga Bill-o   but-ta 

     NOM ACC   hit-PAST 

  “John hit Bill.” 

 b. Bill-ga John-ni but-are-ta 

  NOM      by hit-PASS-PAST 

  “Bill was hit by John.” 

 c. Mary-ga Bill-o John-ni  but-are-ta 

     NOM  ACC    by hit-PASS-PAST 

  “Mary was adversely affected by John’s hitting Bill.” 

(2) a. John-ga konpyuta -o      kowashi-ta 

     NOM computer- ACC  break-PAST 

  “John broke a computer.” 

 b. konpyuta-ga John-ni kowas-are-ta 

  computer-NOM  by break-PASS-PAST 

  “The computer was broken by John.” 

 c. Mary-ga John-ni konpyuta-o  kowas-are-ta 

  NOM    by computer- ACC break-PASS-PAST 

  “Mary had her computer broken by John.” 
 

To facilitate the analysis the following key points are provided: 
 

Key points for analysis 

 Compare and contrast sentences in (1) and (2) and discuss similarities and differences 

concerning the following aspects: verb forms, grammatical roles (subject and object), 

and agentive phrases. 

                                                 
2 Unlike English, Japanese has two types of passives: direct and indirect passives. The direct 
passive is similar to the English passive, raising the object of an active verb to the subject of the 
passive sentence. The indirect passive is unique to Japanese, in that the object of an active verb 
remains as object and even intransitive verbs are passivized. The Japanese data presented in (1) 
through (4) are made to reflect these facts. 
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 Based on the reading in Part I, classify sentences in (1) and (2) into the active and 

passive voice. 

 Compare (b) and (c) sentences in example (1) and (2) discuss similarities and 

differences, concerning the following aspects: verb forms, grammatical roles (subject 

and object), agentive phrases and semantic differences. 

 Discuss how many types of Japanese passives there are and describe properties of 

each type and semantic differences. 

 

Then, passive sentences with intransitive verbs, (3) and (4) are provided and asked to 

compare them with the passive sentences in (1) and (2) following key points for the 

analysis: 
 

(3) Mary-ga pet-ni   shin-are-ta 

   NOM  pet-by  die-PASS-PAST 

 “Mary was adversely affected by her pet’s death.” 

(4) Mary-ga  aka-chan-ni nak-are-ta 

    NOM  baby-by   cry-PASS-PAST 

 “Mary was adversely affected by the baby’s crying.” 
 

Key points for discussion 

 Are verbs in (3) and (4) transitive or intransitive verbs? 

 What are similarities and differences between examples in (3) and (4) on one hand 

and passive examples in (1 b & c) and (2 b & c) on the other? When discussing them, 

make sure to refer to verb forms, grammatical role alternations and semantic 

similarities and differences.  

 Classify Japanese passives and state how many types of passives there are in Japanese. 

Describe features of each type. Finally state similarities and differences between 

Japanese and English passives. 
 

After the discussion, learners are expected to write a short paper in English on 

crosslinguistic similarities and differences between English and Japanese passives3. 

                                                 
3 The instruction on how to write a comparison and contrast paragraph is given prior to this 
task. 
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Finally in Part III, learners first work on the following grammatical judgement task 

to assess their knowledge about English passives4 and then are asked to express some 

complaints they have in their daily life in English.  

 

(5) a. The speech was delivered to the audience. 

 b. John was criticized the lack of his contribution to the group work. 

 c. Bill’s wallet was stolen by someone. 

 d. Mary was cried by a baby. 

 e. The thief was arrested by a police last night. 

 f. Bill was died by his pet. 

 g. Mary was stepped on her foot in a train. 

 

3. Some reflections 

The workshops by Rossie Turner and Hilary Phillips and Gonnny van Hal as well 

as class observations at Kandinsky College and Over Betuwe College Bemmel made me 

ponder the following questions concerning my teaching: 

 

(6)  Are there enough devices to draw learners’ attention to the unit? 

 

The current lesson plan does not have enough tasks to draw learners’ attention to 

linguistics itself. It is necessary to create tasks which make them more interested in 

linguistic analysis and feel its importance. The question is what kinds of tasks. 

 

(7)  Are there enough devices to help them engage in learning? 

 

Tasks are based on how to enable them to analyze words, phrases, and sentences. I need 

to think of different types of devices to help them engaged in tasks. It is necessary to 

create tasks which make learners wonder why they are expressing something the way 

they are in English, which turns out inappropriate.  

 

(8)  Am I forcing learners to analyze data from my own perspective? 

                                                 
4 Examples (b), (d), (f), and (g) are ungrammatical sentences. 
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In the past, some students classified Japanese passives into two types based on the type 

of verbs, transitive vs. intransitive verbs. We did not discuss why this classification was 

not as good as the one I suggested; the distinction based on whether or not the object stays 

in position or not. Using the former classification, a category with transitive verbs must 

further be subcategorized into two, resulting in three categories all together, while the 

latter only demands two categories. It is important to discuss the way learners make 

classification and why. The discussion will lead to a deeper cognitive learning, not just 

getting factual knowledge about Japanese passives.  

Through class observations in Kandinsky College and OBC Bemmel, I wondered 

what factors need to be taken into consideration when creating appropriate scaffoldings. 

They should include at least learners’ proficiency levels of a target language, knowledge 

about the subject, general cognitive abilities, and  

 

(9)  What else? 

 

The talk by Kevin Schuck provided me with a great opportunity to ponder the role 

of language as a cognitive tool. The pluriliteracies approach he introduced drew my 

attention and I looked into their project. Meyer (2015), Meyer et al. (2015), and materials 

and information about the pluriliteracies approach in the ECML site made me to consider  

 

(10)  How to help learners use English as a cognitive tool which enables them to 

understand various linguistic phenomena more deeply? 

 

At the same time, I start to wonder if CLIL is limited to teaching disciplinary 

contents in a language other than the native language. Even when we teach them in the 

native language, it plays a crucial role to mediate learners’ thinking. Language is the key 

factor for deeper learning. Hence, CLIL is a general approach to teaching content in any 

languages including a mother tongue.  
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4. Epilogue 

The issues raised above will constitute my future research. In particular, the role of 

language as a cognitive role needs to be clarified and articulated more transparently. Also 

what competences are included in literacy specific to a discipline, for instance what 

linguistics literacy constitutes? Literacy includes knowledge about the subject as well as 

competencies to be transferred to solve issues encountered. The J-CLIL workshop 

provided me with a great opportunity to raise these research questions. The answers to 

them await rigorous research in the future.  
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CLIL of Physical Education and English in Japan 

Yoshihiro NIGO, Japan Coast Gard Academy 
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Study of success and failure of “international schools” in Japan 

George OKUHARA-CASWELL, International Learning Institute 

 

 My presentation is to show two of the pioneers in bilingual or trilingual or 

immersion education in Japan. A number of international schools have already been 

established and their success and failures in educating L1 and L2 and their effects and 

influence upon the Japanese educational system vary.  I would like to introduce two of 

the schools and to point out the factors contributing to their success. I will also touch 

lightly on the factors behind the failures.   

 Today, international schools have been established rapidly and widely in Japan 

with the rise of globalization and the resultant needs affecting Japanese society as 

companies move outward globally and with the increase in the number of people from 

overseas living and working in Japan. Partially for this reason, and for other reasons as 

argued in Europe by the CLIL group and as presented by Dr. David Marsh, learning 

English or L2 for eight years has not always produced effective and substantial use of the 

language.  

 However, there were already attempts made by a relatively small group of 

educators and educational institutions in Japan, but those attempts were rarely 

acknowledged until CLIL came to be recognized as an effective method for preparing 

students for the four skill university entrance examinations scheduled to start in 2020. I 

will introduce two schools: Gyosei International School in Chiba and Nishimachi 

International in Tokyo, and I will point out few of the reasons some international schools 

succeed and others fail.  

I always believed that Social Science subjects were keys to master the second 

language. In Kandinsky College, Holland, there is a course called ”Global 

Perspectives” .It is not a course in which you will be told what to do or think, but rather 

a course in which you will be encouraged to question. Global perspective means to be 

aware of issues and to think about them. The course helps students to understand the role 

to being independent and of cultivating critical thinking in global communities, to 

perform research and to present the findings from different perspectives. 

 What I saw in Kandinsky College was an impressive and well- programmed 

course.  I knew there were courses similar to these CLIL courses that existed in Japan. I 
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decided to compare them with those I observed in Holland. Two schools known for their 

pioneering work in bilingual education are Nishimachi International School 

(Kindergarten to Grade 9) and Gyosei International School (Kindergarten to Grade 12). 

 At Nishimachi children learn to become responsible for their own knowledge 

from kindergarten on up. They have opportunities to look at studies from a variety of 

points of view so they can make decisions based on educated, independent choices rather 

than relying on personal feelings. They learn to back opinion up with facts. They learn to 

manage time. At the same time the children must learn the educational basics. Reading 

and writing English are essential tools for their other core subjects: math, science, and 

social studies. “Children have to be able to write English fluently, clearly, correctly, if 

they are pursue a high school or university education in an English speaking country, so 

we really have to push the mechanics,” says one teacher (Reflections at Fifty Nishimachi 

International School) The same applies for Japanese language education.  Another teacher 

commented about Nishimachi International School’s educational goal. "As the students 

mature, their thoughts grow, and they must develop more mature sentence structures. 

Grammar and expression must go hand in hand.” (Nishimachi Reflections at Fifty, 25) 

 One student in Nishimachi articulated what is perhaps the most profound lesson 

the children may learn at Nishimachi International School, “We learn to respect rice more. 

It takes a lot of work to grow rice.” (Nishimachi Reflections at Fifty, 27) 

 The children of Nishimachi understand they are different when they leave the 

school environment. However, they acknowledge that being bilingual allows them to be 

more flexible and open-minded.  “I can make myself fit in,” says one student. They 

discovered they can make more than one type of friend because they are accustomed to 

approaching people with other points of view. Another student sums up: “If I only had 

one language, I’d only be able to look at things from one perspective instead of two”. 

Here I can see a great insight of the founder of Nishimachi International School as the 

“first Japanese/English” bilingual school to implement not only a quality English 

education but also a solid grounding in the Japanese language. 

 Gyosei International School is another type of international education with a long 

history and experience in bilingual and international education in Japan dating back to 

1888 when French and American Catholic missionaries that had started a bilingual school 

namely the Gyosei or Ecole de L’Etoile du Matin.  I will concentrate on Gyosei 
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International School that has emerged as an “international” school for mainly Japanese 

students. 

 What I compare the Japan in the 1980’s with the Japan of today, I see many 

commonalities with the importance placed on Japanese globalization and the special 

attention paid to English or “international” education. Many schools have emerged to 

respond to this globalization need with the slogan of “cultivating international minds for 

the 21st century”, but there is no other school, except for Gyosei, that succeeded in 

making the slogan into reality. 

 However, in 1999, Gyosei experienced failure when it tried to open an 

international school in London. In an interview with Father Dominic Tagawa, the founder 

and principal of Gyosei International School, he commented about Gyosei's failure.  

“Japan’s rapid growth in economy in recent years had brought about the 

internationalization of businesses, and as a result more and more Japanese were working 

overseas. They were faced with the severe problem of their children’s education. Gyosei 

International School in Japan accepted returnees from outside Japan since it was opened 

in 1979.  However, we felt it was very important to found a school outside Japan which 

would provide a Japanese education system and give returnees easy access to higher 

education in Japan, so we opened Gyosei International School UK in Milton Keynes in 

1987, supported by the two governments and a number of concerned Japanese firms.” 

(Gyosei Kokusai Gakuen 20 year history) 

However, the Gyosei International School UK soon closed. Part of the blame falls 

on the failure of many Japanese companies to do business in the global community in 

overseas posts. They closed their operations and returned home to Japan. However, 

Gyosei International was one of the few international schools with schools overseas 

which recovered from its overseas disaster and transformed its Japanese based school into 

a CLIL type of bilingual school as many of the teaching staff had bilingual education 

backgrounds. Father Tagawa himself received a trilingual education in Japanese, French 

and English. Together with his teaching staff, they created a course called Anglo-

American. Later the course underwent different name changes.  It became known as an 

international course.  

The Anglo-American Course of high school started in 1988 for those students who 

wished to enter British or American universities. A great deal of emphasis is given to the 
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teaching of English language by British teachers, both in language lessons and in other 

subjects, such as arts, home-economics, etc.  A communicative approach to English 

language teaching is used with the four skills of reading, writing, listening, and speaking 

all given equal importance. Students are encouraged to have a thoughtful and critical 

attitude towards study as well as a desire to share and enjoy the cultures of others.  

 I am now in the process of studying Gyosei International School International 

Course and of seeing how it fits within the CLIL context.  At Radboud University, I saw 

how Dutch were advanced in CLIL and as they seemed to be in other European nations. 

They had apparently succeeded in learning L2 language, namely English, fluently and 

were able to work actively in two languages according to Dr. David Marsh, professor at 

Cambridge University who has done extensive research in the CLIL process. 

 At Nishimachi International School, a champion of bi-lingual education known 

as the Nishimachi International School Language Policy across the Curriculum (LPAC). 

The curriculum promotes a shared mission to implement English and Japanese programs 

at the school.  Comprehensive and school-wide, it includes the twin goals of mastering a 

high-quality academic curriculum and acquiring proficiency in another language for all 

students. The two languages are taught both as subjects and through subject matter 

content. In line with progressive educational thinking, the curriculum is theme-based and 

integrated, with long-term projects involving language arts, science, social studies, math, 

art, music, and other subject areas as the norm.  Art work, research projects, technology 

displays, models, and student writing reflect the information gained, skills acquired, and 

excitement that learning in this environment allows. 

 

A CLIL study in Europe as observed in the Netherlands: In the past few decades 

more and more schools in almost all European countries have adopted innovative 

educational approaches which are meant to prepare young people better for the 

increasingly internationalized world of the 21st century.  One innovation in particular —

Content and Language Integrated Learning (CLIL)—has met with enthusiasm of teachers, 

parents and students are alike and proved its success.  The CLIL approach has become a 

driving force in various types of mainstream education, mostly secondary but also 

primary and vocational schools.  Its dual focus aims to develop proficiency in a 

curriculum subject together with the language through which is taught—nowadays almost 
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invariably English as a Foreign Language (EFL), which is the target language—-a 

foreign language for the learners under discussion.  Achieving this twofold goal requires 

an integrated approach to instruction and learning practice.  In CLIL education the subject 

teacher needs to adapt didactics in order to make both content and L2 comprehensible, so 

that learning takes place in an interconnected way. 

From the notes I took at the Radboud University, I learned: Onno Van Vilgenburg 

of NUFFIC, mentioned that students have a choice to have bilingual education. Bilingual 

education started in 1989 with TTO as a brand name. Most schools adopted the 

Cambridge Examination and sent teachers to England and CLIL was a very important 

teaching tool in the international project and also for a personal development.   

English is taught in 50% to 70% of subjects in the Netherlands and students reached 

the level of B2 after a set number of years.  Every school had at least one native speaker 

instructor with qualifications recognized in many countries. The payment of teachers 

increases at the higher grade levels. Many teachers objected to the different pay scales.   

From the study done by the ministry of education in the Netherlands, they came to 

the conclusion that only CLIL proved to be the successful method; most educational 

change in past failed but the choice of bilingual education was the only one that succeeded. 

A choice of bilingual school students is one where they wanted follow and where they 

had an educational plan. 

Bilingual education is conducted throughout the Netherlands with the exception of 

Dutch language compulsory examination at the very end of secondary school system. 

The overall impression was there was a lesson structure, use of English verbal strategies, 

non-verbal strategies with interactive lessons , pronunciation and fluency with correct and 

clear articulation and pronunciation and no mother-tongue used in classrooms with clear 

comprehensible speech at a suitable pace and correct use of grammar, particularly tenses 

and correct word order and varied sentence construction. 
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Reflections and thoughts generated by the 2019 J-CLIL Teacher 

Education Seminar  

Radboud University, Nijmegen, The Netherlands 
Takaharu SAITO, Ryutsu Keizai University 

 

Unlike the passionate participants of this CLIL seminar, I was an accidental 

teacher, coming to this profession in an unexpected manner.  After completing a first 

BA in economics, I began working at a shipping company in Tokyo as a cargo operator.  

Since I was assigned to work for the department of cargo vessels in Europe, I had to use 

English by telex (no internet service 30 years ago) in order to communicate with foreign 

branches, though I was not proficient at the language.  After a year or so, the shipping 

company fell into financial difficulties and I quit the job without hesitation because, 

through this working experience, I became interested in studying English, and decided 

to transfer to another college to study it.  After completing a second BA, in English 

and American literature, with a teacher’s certificate, I passed an employment 

examination for high school English teachers in Shizuoka Prefecture, and this was the 

start of my life in the teaching profession.  

I experienced many struggles, twists and turns in the profession, but have now 

settled down, teaching English as one of the general subjects at a small college in the 

Kanto Region.  For several years I have been mainly helping repeaters who failed the 

course in English the previous year.  Unfortunately, I have not yet utilized a CLIL 

framework in teaching the repeaters; and I must admit that this is due, in part, to my 

reluctance to prepare CLIL materials for lessons, to meet the specific needs of such 

repeaters.  However, I am a member of J-CLIL because I truly understand the 

importance of integrating communication, content, culture (community), and cognition 

in language teaching, in order to develop learner competencies.  English language 

teaching in Japan, in particular, appears insensitive to the cognitive domain of learning, 

focusing too much on automatic learning of grammar, formulaic phrases, and skills.  I 

am sure that CLIL is one of the best ways to develop learners’ cognitive resources, 

which enable them to think and learn by themselves. 

Though a total beginner in CLIL, I participated in the 2019 J-CLIL Teacher 

Education Seminar in the Netherlands because I wanted to improve my teaching and 

needed a change of pace from my hectic days at the college.  During the seminar, I had 
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an opportunity to hear a number of presentations about CLIL made by invited speakers.  

However, I was not able to understand them well due to my lack of CLIL understanding.  

On the other hand, school visits gave me a wonderful opportunity to consider the 

educational and linguistic differences between the Netherlands and Japan.  At 

Kandinsky College (secondary school), I observed a lower level English class for 

students (13 to 14 years old) who had chosen to take a vocational course.  An 

enthusiastic female teacher was in charge of the class.  The lesson plan was to 

complete a material package through reading a 300 page novel for young students.  

The teacher gave each student a package to complete and a paperback to read.  After 

explaining the 4 week project for completing the package, the teacher asked her 

students to read 70 pages by next week.  First, I was surprised at such a large amount 

of reading for lower level students.  In addition I saw a few mischievous boys being 

scolded by the teacher, who sometimes yelled, “I will send you out!”  In a short while, 

the teacher came to me, saying “They can read 70 pages in 30 minutes.”  To confirm 

this, I asked a few students about the reading assignment and their response was 

“Easy!”   

At another secondary school, I observed PE and geography classes where English 

was used for the medium of instruction.  I recognized that English was spoken quite 

naturally, without confusion or hesitation, between the teachers and students.  At De 

Lanteerne (primary school), I was impressed by education free from pressure, creating a 

comfortable atmosphere with skillful attention to the individual students.  Through 

these observations, first, I became aware of the importance of stress-free school systems 

without the strict school regulations typical of Japan.  Second, I reconfirmed the 

linguistic similarity between Dutch and English within the umbrella of Indo-European 

languages, in contrast to the significant linguistic differences between English and 

Japanese.  It is much easier for the Dutch people to use English, partially due to this 

linguistic similarity.  The natural use of English in the Netherlands also appears to be 

connected with the geographical proximity of England and the Netherlands, with only a 

one-hour flight separating them, in contrast to the massively tiring 12-hour flight 

between England and Japan. 

Through this seminar, I have come to understand that CLIL in the Netherlands 

context cannot be directly applied to the Japanese context, though I can explore 

plurilingual and pluricultural advancement in the Netherlands context.  Thus, the 
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answer appears to lie in learning from CLIL practitioners in the Japanese context.  

Luckily, as a J-CLIL member, I am in continual contact with such practitioners.  

Recently, for example, I was able to visit two Japanese senior high schools to observe 

CLIL classes, and learned a lot from the enthusiastic CLIL teachers.  The students 

developed higher order thinking skills through dialogic discussions with their teachers 

about content; and the CLIL teachers made good use of scaffolding to enable students to 

perform tasks which were beyond their native capacity.  They also made good use of 

translanguaging (the effective use of the first language) to facilitate student group 

activities for understanding difficult concepts.  As a result of this observation, I 

decided to employ a CLIL framework to improve my teaching. 

In terms of my research, I am very interested in language teacher identity (LTI), 

which appears to be gaining increasing attention from researchers in language teacher 

education and development, given the appearance of a comprehensive compilation of 

work on LTI (Barkhuizen, 2017) and at least two top-tier journals featuring special 

issues on LTI (TESOL Quarterly, 2016; Modern Language Journal, 2017).  In this 

respect, I hope to explore the identity constructions of CLIL practitioners, in order to 

understand the lived experience of their teaching practice. 
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Reflecting on the possibility on adapting and adopting CLIL for 
learners of languages other than English in Japan 

Maria Gabriela SCHMIDT, Nihon University 

 

Acknowledgement  

Attending the J-CLIL Seminar in Nijmegen (Netherlands) at Radboud University from 

September 9th to 13th, 2019 was a very special, impressing experience. Especially hearing 

first-hand about the concept, the implementation and the development of CLIL in the 

Netherlands in primary, secondary and tertiary education including the opportunity to 

witness the classroom practice leaves really a deep impression. I want to express my 

gratitude to all who have been involved for making this possible and to the whole group 

of participants for the supportive and kind atmosphere. 

Reflecting and applying this experience to my specific teaching context, teaching German 

as a second foreign language mostly to absolute beginners at tertiary level in Japan and 

looking for a way to apply the CLIL concept to my context, leaves me with quite a few 

questions. One of these questions was chosen as title of this reflection paper: ‘Is it possible 

to adapt / adopt CLIL for adult language beginners’, meaning young Japanese university 

students in Japan.  

 

1. Approaching the CLIL approach 

Coyle, Hood and Marsh (2010) write in their book on Content and Language 

Integrated Learning: “Content and Language Integrated Learning (CLIL) is a dual-

focused educational approach in which an additional language is used for the learning 

and teaching of both content and language.” They stress that CLIL is not a new form of 

language education or subject education. It is an “innovative fusion of both” that is 

basically “content-driven” making it fundamentally different from “the experience 

learning a language”. 

 

1.1 An additional language 

For this report I would like to focus on the first key word introduced as “an additional 

language”, it is explained as a language that “is often a learner’s ‘foreign language’, but 

it may also be a second language or some form of heritage or community language.” and 

they prefer to use the more inclusive term “‘CLIL vehicular language’ to refer to the 

language(s) used in CLIL settings”. In order to apply this to the context not teaching 
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English in English (see for English Caraker 2018 as an example) but another foreign 

language, in my case German, there are actually three different settings, I have 

encountered when teaching German:  

 

1.1.1 The first setting may be called the ordinary case that learners speak Japanese as their 

first language, and they have studied English as their first foreign language. In that case 

German would be at least L3 not taking into account heritage or community languages. 

The additional language used for instruction could be either English (L2) or the target 

language German (L3). In this case English or German could become a CLIL vehicular 

language for instruction. 

 

1.1.2 The second setting would be a class with international students in Japan, as for 

example in international schools or international branches at various universities. Their 

mother tongue may be English (e. g. America, Singapore) or another language with 

English ability as a native speaker (Malaysia, Norway), or other combinations. Japanese 

would be a foreign language, being a L2 or L3, not taking into consideration heritage or 

community languages. Studying German would be at least L3 or L4 or even L4+. Which 

language could be a CLIL vehicular language for instruction, German, Japanese, even 

English, or what language? 

 

1.1.3 Or another case, varying the case before, as encountered in an international school 

in Tokyo. Their mother tongue is Italian, Greek, Arabic or other, the language of 

instruction is French, and their friends talk Japanese. Wouldn’t French be the CLIL 

vehicular language for those students? Isn’t this a total CLIL approach? English is L4 and 

German would be L5. 

 

1.2 Conclusion on the language part in CLIL 

For the CLIL approach, it may be helpful to reduce the languages involved in the 

learning and teaching process to the term “CLIL vehicular language”. CLIL is often used 

in secondary education to teach a subject as history, geography or mathematics. At that 

stage pupils normally study one or two foreign languages, depending on the country. 

CLIL is mainly used in relation to teaching English (see examples Goris (2019), Caraker 

(2018), Lindemann/Hufeisen (2015)). For other languages there are known only a few 

examples and case studies. But in many countries around the world there is a variety of 
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multilingual environments that result in a plurilingual ability of the students and make it 

not easy to decide on the language of instruction or the CLIL vehicular language. 

 

2. German as CLIL vehicular language 

Case studies for German as the CLIL vehicular language are quite rare.  

 

2.1 German as CLIL vehicular language in Europe 

In the Netherlands where we had the opportunity to witness the TTO approach 

(tweetalig onderwijs = bilingual instruction) for English, only one school had chosen to 

use German because the city is close to the border and they hoped to help young people 

to get better job offers. It is called “TTO Duits” (see Hämmerling (no year)). The special 

edition to this topic by Lindemann & Hufeisen (2015) revealed that CLIL is mostly 

related to English language education with only a handful examples with German in the 

Netherland, Hungary, Italy or some other countries.  

In Italy CLIL is a major top down decision by the Italian Ministry of Education. As 

for the Italian example, this has drawn a lot of interest and research from Japanese 

scholars. In March 2017 the main speaker of the JACET language education expo was a 

scholar from Italy, Prof. Carmel Mary Coonan, she explained and illustrated the situation 

on CLIL in Italy. Another group of researchers for the German language, Atsushi Ogawa, 

Kazumi Sakai and Mariko Osawa presented a detailed case study on their research in 

northern Italy in the German speaking South Tyrol area. German is used as CLIL 

vehicular language but along with Italian. Instruction are all bilingual, with a teacher for 

German and one for Italian. (Japan Society for German Philology, Spring conference 

(Gakushuin University) on 30th May 2019).  

 

2.2 German as CLIL vehicular language in Japan 

There is one case study for German as CLIL vehicular language presented at the 

German as a foreign language seminar of the Japan Society of German Philology in 

March 2006 in Hayama by Kerstin Beisswenger, at that time professor at Dokkyo 

University. This presentation was published in 2007.  

Beisswenger argues that teaching topic specific content seminars related to their majors - 

normally for students in their 3rd and 4th year - are sometimes taught by native speaker 

professors. As instruction medium for these content seminars the native speaker teachers 

use sometimes English or German, some would use a mix of Japanese, German and 
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English. She points out that this area of instruction at tertiary level at Japanese universities 

is not well researched because the focus of the research is mainly on the pedagogies of 

foreign language education, linguistic skills, communicative abilities etc. She underlines 

that this is clear content/subject instruction in a foreign language (if German or if English) 

and at the same time language instruction, intertwined and integrated: “Fachunterricht in 

einer Fremdsprache ist auch immer zugleich Sprachunterricht.” (Beisswenger 2007: 133). 

 

3. Research question on CLIL for other languages in Japan  

To summarize the reflections, some suggestions for further research questions are 

made. The CLIL-Seminar in Nijmegen brought back to my mind the conversation on this 

topic more than 12 years before. The second keyword in the book of Coyle, Hood and 

Marsh is ‘contents’ and they stress it: CLIL-classes are ‘content-driven’.   

 

(a) The example of Beisswenger showed that there is an area for languages other than 

English in Japan related to content-oriented teaching which fit the CLIL paradigm. This 

area should be thoroughly researched and evaluated.  

(b) Another research question could be on the contents used for instruction of languages 

other than English for adult beginners in Japan, especially university students who have 

often to study a second foreign language as German, Spanish, Chinese etc.  

(c) One question left on the contents for CLIL classes. If I teach German language classes 

and use English as a vehicular language for instruction, is this EMI or is this CLIL? Is a 

language and the related knowledge, e. g. German, not contents as well? Wouldn’t this 

be a CLIL class? As old Latin language or others? 

 

Coyle, Hood and Marsh are writing that CLIL is fundamentally different from “the 

experience learning a language”? But what is the experience of learning a language? 

Studying German culture or Japanese culture using German or English as a CLIL 

vehicular language would be a fitting content, when it is not related to language 

acquisition? Reading a poem or poetry? Knowledge about the country, the history? Is 

grammar experiencing to learn a language or acquiring knowledge? Grammar is no 

experience.  

 

Limitations - In this reflection paper I didn’t includ the discussion on the four Cs. 

They should be included in any instruction either language, either contents, either 
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language and contents or contents and language. Coyle, Hood and Marsh write that CLIL 

is “a more holistic educational experience for the learner”. This should be true for all 

teaching. The action-oriented approach (handlungsorientiertes Lernen), good teaching, 

good language teaching should always be holistic, involving students, seeing the learner 

at the center. This is the credo of the CEFR and CEFR/CV.  
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The challenges of CLIL implementation in Japanese secondary schools: 

Exploring translanguaging as the communicative classroom norm  

Kana SEKI, Waseda University 

  

 About ten years ago, in 2010, I started my professional career as an English teacher 

at a secondary school in Tokyo. It was just after the New Course of Study – Foreign 

Language & English (2008) declared that teaching in English should be standardized in 

English classes at upper secondary schools in Japan. This new policy emphasized that all 

students need to acquire basic communication abilities to cope with the advance of 

globalization. In the past, English language teaching at Japanese secondary schools had 

often been criticized for focusing too much on the acquisition of correct linguistic forms 

and lack of improving students’ communicative competence. Facing this big national 

curricular reform, I was strongly convinced that CLIL had a potential to change the 

conventional methods of English language teaching in Japanese secondary school 

contexts. Since then, I have been learning about CLIL and trying to adapt its pedagogical 

approach in my English lessons. It has been challenging and quite exciting. CLIL has 

opened up many educational doors for me. However, it has also presented some 

pedagogical issues. One of the biggest issues I faced during my CLIL implementation 

was the selection of materials. At my secondary school, all teachers are required to use 

the government-authorized textbooks, which have been edited based on the grammatical 

syllabus. Therefore, it has not always been easy to use it as a CLIL material. Another issue 

that made me confused was the L1/ L2 balance in the classroom. The basic rationale of 

L2 use in CLIL classrooms is, simply put, “Learn as you use, use as you learn” (Mehisto 

et al., 2008, p.11), and CLIL encourages utilization of various types of students’ cognitive 

skills. However, in my class, I have often faced difficulties in conducting lessons only in 

English for low-proficiency students. It seems to me that such cognitively demanding 

tasks put students under more pressure and eventually they demotivate to participate in 

class activities. How can we adapt government authorized school textbooks as CLIL 

materials? How can I utilize L1 and L2 optimally in the CLIL classroom? These are the 

main questions that I needed to think about during my seminar in Nijmegen, the 

Netherlands.  
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School visit and classroom observation 

 During the September J-CLIL Seminar in Nijmegen, I had a chance to visit one 

primary school and two secondary schools. While visiting these schools, I tried to 

investigate what kinds of materials were used in the CLIL classes and how teachers and 

students used their L1 and L2 in their classrooms by observing their interactions. 

Fortunately, I had some opportunities to interview CLIL teachers and students at each of 

the schools. Each was a wonderful opportunity to know their impression and attitudes 

towards the bilingual education program. 

 

Primary school 

   De Lanteerne is a catholic public primary school in Nijmegen. This is one of the 

Jenaplan schools, which operate under the teaching concept conceived and founded by 

the German pedagogue Peter Peterson. The basic forms of education according to the 

Jenaplan approach are “work, celebration, play, and talk.” At this primary school, children 

aged four to twelve are learning together. There are bilingual and mainstream Dutch 

departments coexisting in one school building. The school facility is fascinating. There 

were different types of spaces, such as skills lab, home economics room, and worldscape, 

other than the normal classrooms. These rooms were used to augment students’ learning. 

What I found very interesting during the class observation was the interaction between 

bilingual teachers and students in the world orientation class. In this class, students of 

various age groups gathered in a circle and were learning about the universe. Firstly, 

students watched a video in English and later the teacher asked them about the contents 

of the video to check their comprehension. When teacher tried to communicate with 

students, she only spoke English, whereas, when students responded to the teacher, they 

mainly used Dutch. In another class for upper level students, I observed an activity for a 

birthday celebration. In this class, students were also sitting in a circle and discussing 

their birthday celebration plan. Interestingly, all the students spoke only in English when 

they communicated with their peers and the teacher. However, the teacher responded only 

in Dutch when he communicated with students in the class. By observing classes at De 

Lanteerne, I noticed that not only English but also their L1, Dutch, was used effectively 

in bilingual classrooms. Depending on the students’ age group, each of the bilingual 

teachers uses different strategies for interaction in their classroom. Their plurilinguistic 
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perspectives and attitudes towards fostering both L1 and L2 gave me an insightful 

message. I was also deeply impressed at the teachers’ respect towards each student, 

treating each individual as a unique and independent person.      

 

Secondary school 

 Secondary schools in the Dutch education system are quite different from those of 

Japan. During our stay in Nijmejen, I visited two secondary schools: Kandinsky College 

and OBC Bemmel. At each school, there were different types of educational courses, such 

as vocational course and academic courses, in bilingual and Dutch streams. Students are 

able to decide their courses depending on their future needs. One of the impressive 

comments that I heard from the teacher at Kandindsky College was that teachers wish 

their students to be “risk-takers.” It seemed that the school provided students with many 

international programs in order to develop their global awareness as world citizens. At 

Kandinsky College, I observed an English class, “Country and Culture,” for the 2nd grade 

students in a vocational course. In this class, students were assigned to read one or two 

chapters of a book every week. Based on the reading assignment, students do their reading 

tasks and check their comprehension in the class. Students were reading a very interesting 

novel, Gangsta Granny” written by David Williams. After the class observation, I had a 

chance to talk with the teacher. She informed me that she always cooperates with other 

CLIL teachers to create their own class materials. During the school visit, I also went to 

the teachers’ room where teachers discuss their lessons and exchange their ideas. I found 

the cooperation between teachers organizing the program and class is essential for 

providing a good educational program to students.  

 

Conclusion 

 My classroom observation of bilingual program in Nijmejen, the Netherlands 

provided me with a lot of insightful hints for when I implement CLIL in my own 

classrooms in a Japanese secondary school. The teachers’ view towards plurilingualism 

underscored for me the importance of enhancing not only students’ L2 but also L1 in the 

CLIL classrooms. Translanguaging in instruction is not random or haphazard but strategic, 

ensuring that bilingual children are educated deeply by leveraging their full language 

repertoire and their bilingual ways of knowing (García & Kleyn, 2016). In the future, I 
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intend to observe my classroom and analyze how translanguaging can be used as a literary 

device effectively in my CLIL lessons. Throughout the J-CLIL seminar, I learned the 

importance of finding an approach to CLIL appropriate to Japan. It is a big challenge for 

teachers to create our own materials for class. However, by cooperating with other subject 

teachers, I intend to develop better course materials. In addition, I learned some 

techniques and ICT skills to create my own materials. Beyond using the assigned textbook, 

I would like use these tools effectively to provide good lessons. The J-CLIL seminar held 

at the Radboud University has offered me a wonderful opportunity to join the professional 

network as a CLIL practitioner. I would like to express my gratitude to Professor Sasajima, 

the presenters, and all my fellow participants. 
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Reflections on the J-CLIL Seminar: 

Education System in the Netherlands for Individually Optimized Learning 

 Mayumi TAKIZAWA, Toyo Gakuen University 

 

Introduction 

I have utilized a CLIL approach mainly for English activity classes in elementary 

schools through my research and practices since 2011, in which I first encountered 

CLIL and got very inspired by the harmonized framework of 4Cs at a public seminar 

held by Prof. Makoto Ikeda of Sophia University. In my reflecting on the J-CLIL 

seminar this time, I have realized that I was more impressed with the whole education 

system in the Netherlands itself rather than only Dutch CLIL practices. And at the same 

time, the word ‘individually optimized learning’, which Ministry of Education, Culture, 

Sports, Science and Technology (MEXT) in Japan started to promote for society 5.0 

(2018), has come to mind as my most important keyword. In my opinion, especially in 

the context of Gardner's Multiple Intelligences (MI) Theory (1983), CLIL can provide 

more motivation, conceptual development, communication skills, and teaching 

efficiencies in a suitable way of encouraging to use each student’s strength at a 

cognitive development stage of each intelligence (Nigo, 2016). Also, because important 

vocabulary and expressions used in a subject content are integrated into foreign 

language learning, the individual’s awareness and understanding of the content and 

language can be more deepened (Bali et al., 2015).  

However, in an ordinary class or school with a wide range of pupils or students in 

Japan, CLIL may not always be able to work effectively and efficiently on the 

individual's MI and academic ability. On the other hand, in the education system in the 

Netherlands, even though CLIL is positioned as one of elements in bilingual education, 

the uniqueness of the whole education system itself more appropriately affects the 

individual's MI and academic ability, and in another sense from MEXT in Japan, 

‘individually optimized learning’ seems to become more possible. Furthermore, after 

introducing an actual case of local education that Japanese young brothers have 

experienced as newcomers to the Netherlands, I would like to give a thought on future 

education in Japan  
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The education system in the Netherlands 

Here I would like to introduce the education system in the Netherlands by 

referring to an explanation in a video clip provided by Nuffic. It is an independent, 

non-profit Dutch organization for internationalization in education and the J-CLIL 

seminar invited a guest speaker from it. At the age of four, children go to primary school 

for eight years. When a pupil finishes primary school, he or she can continue to one of 

three different types of secondary education depending on the pupil’s level; preparatory 

secondary vocational education (VMBO), senior general secondary education (HAVO), 

or pre-university education (VWO). First of all, VMBO is vocationally oriented and 

takes four years. From there on, a student can go on to second vocational education 

(MBO). This prepares students for work or a work-related study program at four levels.     

The second line of education a pupil can follow is called HAVO. This is a 

five-year-long education that prepares him or her for studying in higher professional 

education (HBO). Here comes the part that makes it different from other countries’ 

education systems between preparatory second vocational education and university 

preparatory education. The program is taught at universities of Applied Sciences. This 

means, in addition to theoretical knowledge, the students will get practical hands-on 

experiences through internship’s group work and so on. A completed first year of higher 

professional education also grants access to the 

first year of a bachelor’s program at a research 

university (WO). After a student has received a 

bachelor’s degree, he or she can continue 

studying and obtain a master’s degree together.  

As the third type of secondary education, a 

pupil can also go to VWO. This is a six-year-long 

education track designed to prepare students for 

WO where they can obtain a Bachelor of Arts, 

Science, or Laws. After that, a student can 

continue studying to get a master’s degree and do 

a Ph.D. These eight qualification levels make up 

the Dutch qualification’s framework (See Figure 

1). The binary educational system makes it possible 

Figure 1. Education in the 
Netherlands         
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for students to find a higher program (or sometimes a lower program for making a more 

appropriate career choice among the eight qualification levels) that best suits their skills 

and ability in the flexible way of changing the individual’s course.  

 

An actual case of Japanese young brothers as newcomers to the Netherlands 

   Before I attended the J-CLIL seminar in Nijmegen, I visited my friend and her 

two sons in The Hague. The mother, who had once been a returnee student in Japan, 

hoped to have her children educated abroad and moved there with them from Tokyo, 

Japan in the spring of 2017. I have known her sons since they were small and had this 

opportunity to get to know more about their actual experiences as newcomers in the 

local education, where they had started their new school life respectively at the age of 

12 and 10. At first, they attended an international link class (ISK) for children who have 

only recently been in the Netherlands and who speak little or no Dutch. They mainly 

received Dutch lessons in the class for about two years and then, proceeded to an 

international regular class. Now, the older son is in a HAVO/VWO class called a bridge 

class (brugklas) in secondary education and the younger son is in his last year in 

primary education and has started to receive a preliminary advice from his teacher to 

proceed to secondary education (VMBO/HAVO/VWO). 

  Through these experiences, each of them seemed to have his own view on the 

local education compared with regular education in Japan. The older son, who used to 

struggle in acquiring two languages (Dutch and English), has become the best 

commander of Dutch in his family and is able to code-switch pretty well depending on 

who to talk with. And especially, he has become very aware of cultural diversity 

through learning in his international class where 24 students are from more than 13 

countries to the generous country for immigrants. On the other hand, the younger son 

seemed more sensitive to the local primary education system itself. He said to me, “In 

Japan, everyone has to go to the upper grades together, but here, even at the same age, it 

is not unusual to repeat or skip a grade even in primary schools. I like being able to 

study at my own pace better.” This word impressed me the most as a real voice of a 

Japanese pupil who has experienced the totally different educational contexts in Japan 

and the Netherlands and led me to give a thought on ‘individually optimized learning’ 

as my most important keyword. 
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Conclusion 

As stated above, reflecting on the education system in the Netherlands including 

Dutch CLIL practices in bilingual education and the Japanese young brothers’ 

educational experiences was very insightful to me, especially to think about near-future 

education in Japan featuring ‘individually optimized learning’ for society 5.0 promoted 

by MEXT as well as more potential of CLIL in the MI theory context. Even though we 

cannot avoid the rapid progress of AI technology and Japan’s super-aging society, it can 

be said that pupils and students should benefit from their own country’s education for 

the individual’s growth and happiness. As 

the last inspiring quote, I would like to 

introduce a Finnish teacher, Marika Ojala’s 

work in my activity in the seminar, ‘What 

is CLIL for you?’ (See Figure 2) with her 

permission and hope to attend the J-CLIL 

seminar which will be held in her country 

Finland this summer. －  “by nurturing, 

learning and using CLIL, the students can 

grow and blossom” (Ojala, 2019). 
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Diversity and Individual Choices in Pedagogic Practices in Nijmegen:  

Fostering Agencies of Pupils and Teachers  

Keiko TSUCHIYA, Yokohama City University 

 

This reflective report of the J-CLIL summer seminar in Nimegen first reviews the 

diverse and flexible school systems in the Netherlands breifly, and then hightlights 

practices to enhance agences of pupils and teachers, which were observed in the 

classrooms in Nijmegen. 

 

Diversity and Flexibility in the School System in the Netherlands  

As we learned from the informative lecture by Mr Onno van Wilgenburg from 

Nuffic (the Dutch organisation for internationalisation in education), children in the 

Netherlands have more alternatives than Japanese children when they choose their 

primary and secondary education. The education system has been established based on 

the princple of “the freedom of education” legislated in the Dutch constitution since the 

early 1900s (Nusche, Braun, Halász, & Santiago, 2014, p. 21). It is reported, in 2011 for 

instance, 24% of pupils were enrolled in Protestant schools, 34% in Roman Catholic 

schools, 31% in public schools and 11% in other private schools (e.g., special schools, 

such as Montessori and Jenaplan schools) (ibid.). After the primary education (8 years, 

from 5 to 12 years old), they have another opportunity to choose their secondary education 

from three strands: 

VMBO (Voorbereidend Middelbaar Beroepsonderwijs): pre-vocational education 

 (4 years) 

HAVO (Hoger Algemeen Voortgezet Onderwijs) : general secondary education 

 (5 years) 

VWO (Voorbereidend Wetenschappelijk Onderwijs): pre-university education (6 years) 

(Adapted from: Nuffic, 2011, p. 7) 

In 2017, the percentage of the pupils who completed VWO was 18.8%, that of HAVO 

25.6% and about 55 % of the pupils obtained VMBO certificates (Netherlands 

Inspectorate of Education, 2018, p. 17). Mr van Wilgenburg added an explanation that the 

system is flexible, and pupils can change the strands if they wish in the middle of the 

course.  
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In all the levels, bilingual education, which is called TTO (tweetalig onderwijs), has 

been introduced. One in five secondary schools offer bilingual educaction in Dutch and 

English in most cases (Nuffic, 2013, p. 2), implementing the multilingual policy of the 

EU and reflecting the multilingual/cultural society of the Netherlands, where 21% of the 

total 16.8 million inhabitants are non-native residents (Nusche et al., 2014, p. 18). In the 

lecture, Mr van Wilgenburg summarised three main features of TTO: CLIL, global 

citizenship and personal development. For the quality assurance of the bilingual education, 

the standard policy documents provide detailed guidelines on: language proficiency in 

both languges (e.g., pupils should obtain B2 in CEFR by the end of Year 3 [15 years old] 

in VWO), quality and quantity of language input (e.g., the amount of subjects taught in 

English and those instructed by “native-speaker” teachers) and teaher education (e.g., in-

service teacher education and cross-curricular cooperation are encouraged) (Nuffic, 2012). 

To foster global citizenship, pupils are involved in the “European and International 

Orientation (EIO)” programme, such as school exchanges or international email project 

(Nuffic, 2013, p. 10). The third factor, personal development, is closely related to Mr 

Kevin Shuck’s lecture, the approach of “pluriliteracies”. The model includes aspects of 

students’ commitment and teachers’ monitoring learners’ personal growth in addition to 

communicating and conceptualising for learning (Coyle, 2018). The actual practices in 

the bilingual schools in Nijmegen we observed in summer were briefly described in the 

following secion.  

 

Individual Choices in Pedagogic Practices in Nijmegen 

A noticeable feature in the 

classroom practices in the bilingual 

school in Nijmegen is that pupils are 

often engaged in activities where they 

need to select and initiate actions by 

their own. In Kandinsky College 

(secondary school), for exapmle, I 

observed a music class with about 20 

pupils in Year 1 (13 years old). At the 
Figure 1: A learning space in Kandinsky College 

203



beginning of the class, the teacher first 

reviewed how to read music notes and 

explained the concept of motif in 

music, using ICT (an interactive 

whiteboard and online learning 

appplications). The pupils were then 

asked to choose an instrument they 

were going to play. In the music room, 

there were variety of music 

insruments: a drum set, a grand piano, 

several electric keyboards, gutars and 

xylophones. So, the pupils stood up, walked around the classroom and chose instruments 

to play. The teacher disbributed several different music scores, depending on the 

instruments they chose and gave some time for them to practice individually. The teacher 

knew who could play which instruments, and gave instructions individually to the pupils 

who tried new instruments during the time. When they were ready, the teacher asked 

everyone to play together in an ensemble. Thus, pupils’ individual choices for learning is 

embeded in the classroom practices (also see the learning spcace at Kandinsky College in 

Figure 1). In a music classroom practices in a Japanese school, in contrast, it is common 

that pupils play the same music instrument together (e.g., recorder), and opportunities to 

choose an instrument and a music score to play may not 

be given.  

A similar practice was observed in a science 

class in De Lanteerne (primary school). It is one of the 

Jenaplan schools, where pupils learn through social 

activities, such as play, work and cerebrations, with 

classmates in different grades (Boes, 1998). The class 

we observed was a “work” lesson for the pupils in 

Grades 1 to 3 (5 to 7 years old), and the theme of the 

lesson was the space (see Figure 2). The teacher first 

gave a short introduction of the theme, explaining there 

is no air and pressure in the space by showing several 

Figure 2: The project room in De Lanteerne 

Figure 3: Shelves for tools 
and materials 
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videos about the space and astronauts, e.g., how astronauts drink or sleep in the space. 

After the introduction, the pupils were asked to work on project tasks they chose 

individually, or in groups or pairs. The pupils stood up and went to the shelves where 

materials and tools were stored (see Figure 3). The pupils chose the materials and started 

working on their own projects: some pupils were drawing stars in the sky with crayons, 

another group of pupils were making a model of the solar system with sticks and 

styrofoam, and the others were playing space games on tablets, for instance. We could 

not observe the class till the end, but the teacher told us that some pupils were going to 

presnet their project works in class afterward.     

  

As seen in the education system and the classroom practices above, pupils and 

teachers in the Netherlands have more freedom to make decisions for their learning and 

teaching: the education system enables teachers to implement diversse and flexible 

pedagogies, and the classroom practices provide opportunities for pupils to choose 

environments and activivies for their own learning. Thus, the system and practices could 

foster students’ and teachers’ agencies, which is not an individual’s intention but their 

capability to act and make an influence on the world (Giddens, 1984, p. 9). Although the 

educational situation in Japan is different from the Dutch schools, those systems and 

practices could be useful references to implement deeper learning in school education in 

our context.   
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A Reflection of a J-CLIL Seminar in Nijmegen 2019 

 from Viewpoints of Autonomy and Collaborative Learning 

Hiromi Tsuda, Meiji University, Tokyo 

 

As a novice in the field of CLIL, I joined the J-CLIL Teacher Education seminar 

for the first time this year. We attended several lectures and had discussion with other 

participants at Radboud University and also visited elementary and secondary schools in 

Nijmegen, the Netherlands. Although the schedule was very tight, I had a lot of wonderful 

experiences there. I was able to build good relations with the professors and teachers I 

met during this seminar. Moreover, I learned a lot not only from the teachers in the 

seminar but also from the Dutch students at the schools we visited. I would like to express 

my heartfelt gratitude to you all. 

Now let me tell you my impression of this seminar, reflecting on the schools we 

visited in Nijmegen. First, I was impressed by the students’ positive learning attitude in 

class. When we visited De Lanteerne primary school, teachers were talking about space 

in English in a combined class of several grades and then students watched a You Tube 

video about space in English and seemed to be very curious about the topic. They 

answered the teacher’s questions and expressed their ideas in Dutch and the teacher 

paraphrased these ideas in English. In other words, while students were learning English 

with an ample input of the target language by teachers, the activity allowed them to 

deepen their thoughts in their mother tongue and also reinforced their thoughts with 

output in their mother tongue. It seems to be a very effective way to teach children a 

second language using the mother tongue successfully. In Japan, though the Ministry of 

Education (MEXT) suggests that teachers should teach English in English even at the 

junior high or elementary school levels, I wonder if this might not always be an effective 

way for students to learn a new foreign language. I believe we Japanese teachers should 

learn the Dutch way of teaching the second or foreign language and become more tolerant 

in using our mother tongue to activate learning and to deepen students’ thoughts.  

There are 4Cs in CLIL: community, cognition, communication and content. The 

most important point for students among the 4Cs of CLIL, I believe, is “cognition,” in 

order to foster higher-order thinking (HOT) skills (Dörnyei, 1997), because it is now 

crucial for Japanese students to develop critical thinking skills to be able to get along with 
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others in a “globalizing world.” However, it seems to be very difficult to enable students 

to deepen their thoughts, HOT in particular, by the traditional way of teaching. At De 

Lanteerne primary school, after a teacher finished talking, students started to learn in 

groups with some students who had similar interests. Teachers were moving around the 

room but they never instructed students to do something. They sometimes just gave 

students advice. In short, students were learning very positively: they were allowed to 

choose what to learn based on their own interests, how to learn the topic they chose and 

who to learn with, etc. In other words, Dutch students have a lot of opportunity to learn 

autonomously without teachers’ instruction. Such a way of teaching must be very 

effective in letting students deepen their HOT or developing critical thinking or 

“cognition”. 

The main themes of my research are learner autonomy (LA) and collaborative 

learning (CL), and it is true that principles of CL and CLIL are closely related to each 

other. I always believed that, according to Piaget’s genetic epistemology or 

developmental theory of knowledge (Kanbara & Taketsuna, 2019), elementary school 

students have just begun to learn together with others. However, to my surprise, students 

of different ages at De Lanteerne primary school were working collaboratively to learn 

from each other. On top of this, they seemed to be highly motivated, concentrating on 

their own job in each group and sometimes discussing how to proceed in their learning to 

achieve the goals they had set by themselves. Such a learning attitude is well supported 

by Vygotsky’s Zone of Proximal Development (ZPD) Theory (1962). As the theory says, 

the students in Nijmegen were helping each other to enjoy learning, and in such a learning 

environment both younger (novice) learners and older learners can learn at the same time 

from each other.  

Next, I’d like to reflect on the foreign language learning in Japanese school settings 

from a CLIL perspective. My English listening classes at a university are designed with 

a collaborative approach aiming at fostering autonomous learners. During classes 

students often have time to discuss the listening notes they take to reinforce what they 

learned while listening. They also exchange their ideas within each group to deepen their 

thoughts by getting various viewpoints. All the classes are conducted in English, therefore 

some students would need help from other more proficient classmates. However, by the 

end of the semester, the atmosphere in the class would become friendly enough to make 
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students relaxed and willing to talk with each other. The last activity of each unit is “group 

summary writing.” Students work together to write a summary of about 100-200 words 

in groups of four. They have only twenty minutes to finish writing. They exchange their 

summaries with all other groups, then have three minutes to read other group’s summary 

and to write a brief comment or to give advice. After repeating this process several times, 

they would receive their own summary. Then they revise them in five minutes, reflecting 

on comments from other groups. Finally, one of the group members reads and shares their 

group summary to the class. It takes about 50 minutes to finish all the processes in this 

activity but based on results of the activity, it seems to be well worth the time that it takes. 

At the end of the semester, many students write on the reflection sheet that “writing group 

summaries of the lecture is a very good way to confirm our understanding of the unit 

lecture.” They also say that it may be too difficult for them to write a summary 

individually but collaboratively they can learn how to write a good summary from each 

other. In fact, it is often observed that students gradually improve both their reading skills 

and paraphrasing skills by working together and by seeing the better quality of the 

summary, and at last it takes less than 40 minutes for them to finish the whole activity. It 

is also evident that student athletes, who entered the university on a sports referral, are 

not good at English in April but would develop their English skills by working together. 

Initially, they cannot join the group discussion at all, but in the middle of the semester 

they express their ideas in Japanese during group discussion and then they learn how to 

say it in English from friends. In the end, some of them are able to write a group summary 

getting some help from other group members, or are able to read their group summary in 

front of the class. In this way, at the end of the semester, they get greater self-confidence 

in English and can enjoy English classes with classmates. Such learning attitude can be 

analyzed from a CLIL perspective as follows: they learn by authentic material (content); 

they develop their English reading, listening, writing, and speaking skills as well 

(communication); they work together by sharing their ideas (culture) and deepen their 

critical thinking (cognition).Ultimately, my English classes are designed in the CL style, 

but it is evident that the basic principle of CL is closely related to the CLIL approach, 

especially a hard-CLIL. Moreover, a CL style teaching with the CLIL approach seems to 

be effective to let students learn autonomously. 

At present, there is another project that I have just started using a wider range of 
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collaborative learning, which involves collaboration between university students and 

elementary school students in English learning. Ten volunteer university students and I 

were invited to an elementary school in Tokyo. We visited the school several times in 

November and talked about our personal and actual experiences in English, such as 

learning abroad, traveling abroad, or experience as a host family of a foreign student. The 

university students provided many photos or some drawings while talking. The 

elementary school teacher sometimes helped his students explain unknown words or 

difficult content in simple English or with gestures so that they could enjoy English 

lessons without any worries. In the last fifteen to twenty minutes we enjoyed interviewing 

young learners in small groups. Some of them asked questions, not in English but in 

Japanese, their mother tongue, just like the Dutch students at De Lanteerne primary school 

did, so we tried to answer them in very simple English to make them feel confident by 

“communicating in English.” This kind of volunteer work at an elementary school was 

the first for both my university students and me, but we had a great time with the children 

using English. Through this volunteer work, we had a chance to have a peek into English 

education at an elementary school in Japan and got a positive impression. I believe that 

the CLIL approach in CL style learning could be an effective way to keep young English 

language learners in Japan active in the classroom. To develop a fun way of learning 

English with elementary schools is one of the dreams I want to pursue before retiring 

from my job and my experiences at Nijmegen have surely given me a valuable insight to 

make my dream come true.  

I would like to thank all of you again. 
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How can CLIL be adopted in English classes in Japanese public high 
schools effectively? 

Naomi YONEKAWA, Tokorozawa Shogyo High School 

 
Introduction 

Before retiring in 2018, I had 36 years’ experience teaching English for public high 

schools in Saitama Prefecture, Japan. Although I finished studying TESOL graduate 

course at Temple University Japan in 2012 while I was working full-time, I felt that my 

study was not sufficient and wanted to restudy TESOL in the real world, where people 

used and spoke English in their daily life. I became an MA TESOL student at the 

University of Leeds, UK, starting September of 2018. Having recently finished my study, 

just before graduation in December, I am now back living in Japan and work at a public 

high school as a substitute full-time teacher until March 2020. 

    While I was in the UK, I had a chance to attend the 2nd J-CLIL Teacher Education 

Seminar held in Nijmegen, Netherlands. It gave me a good chance to observe some 

schools adopting CLIL, to know about what CLIL was, and to reflect my own approach 

to teaching English in high school. When self-evaluating my previous approach, I was 

able to realise that although I had adopted methods, such as using images and pair/group 

work, my actual awareness of CLIL approach may have been lacking, due to me not fully 

understanding its aims. 

In this paper, I would like to think about some issues that might occur in adopting 

CLIL in the current Japanese high school system, and I would like to think about how I 

can make my English teaching more effective by making use of some approaches of CLIL. 

 

Issues in adopting CLIL in Japanese high school setting 

CLIL (Content and Language Integrated Learning) can be traced back to the 1990s 

in Europe and its characteristic is that ‘content and a foreign language are learnt together, 

in an integrated way’ (Marsh et al., 2001, cited in Goris, 2019). Core features of CLIL 

include authenticity, students communicating more than teacher, scaffolding and building 

on students’ existing knowledge, cognitive engagement, critical thinking skills, 

cooperative learning, comprehensible input, oral and written output, and the four C’s 

(Content, Communication, Cognition, Culture) + Community (in case of 5C’s) (Bostwick, 

2019). 

When we consider how CLIL approaches can be adapted into Japanese high schools, 

the first issue would be that we need to take the language distance between Japanese and 

English into account. Goris (2019) has noted that CLIL will be adapted more easily to 
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English education in the countries that are English-oriented, compared to the countries 

where English is largely absent in society. According to Goris (2019), CLIL first started 

‘as a highly selective programme in schools preparing the best and most motivated 

students for university’ (p. 12) and it spread gradually to secondary, primary and 

vocational schools. This means that learners having higher-level cognition and motivation 

toward language learning might easily adapt to a CLIL approach, and it seems true of 

Japanese high school students. Furthermore, in the Netherlands, the process of CLIL 

integration seems to have happened relatively easily because Dutch learners felt familiar 

with English language. Therefore, it seems that the CLIL curriculum was easier to be 

adopted in all kinds of schools in the Netherlands, compared to Japanese schools’ setting 

where English is absent in society.  

In addition, Japanese language (L1) and English language (L2) are vastly different 

in many areas including: pronunciation, intonation, stress, grammar and vocabulary. 

Some Japanese people may worry about losing their own culture and language by 

immersion programs, however, most CLIL teachers are bilinguals and L1 is used in 

addition to the target language in the CLIL approach. For example, ‘German CLIL 

teachers usually have a dual qualification, for their subject as well as the language’ (Goris, 

2019, p. 14). Cañado (2018)’s analysis of her research has ascertained that ‘CLIL 

programs are not detrimentally impacting L1 or content learning’ (p. 27).  

The second issue seems to be related to teacher education. First of all, it would be 

important for English teachers to know what CLIL is and why CLIL might be effective 

for learners, however, there are still many teachers regardless of subject that have little 

idea about CLIL in Japanese high school.  

Since CLIL involves content and language teaching together in an integrated way, 

English teachers, while cooperating together with each other, need to cooperate with 

teachers of other subjects for teaching the content deeply in order to activate learners’ 

cognition. In Japanese high schools, we have to use the textbooks authorized by the 

Ministry of Education, Culture, Sports, Science and Technology (MEXT). In teaching the 

subjects of English Communication I, II and III, English teachers have to handle various 

kinds of contents and different themes such as the environmental issues, the history of the 

Buddhist statue (Ashura), life in the Edo period in Japan, the natural circulation of water 

and the irrigation systems, biomimicry (related to Biology), the wonder of the paintings 

of Magritte (related to Art) and others. Sometimes the content itself seems to be very 

difficult to teach, especially in high-level high schools. English teachers usually need to 

prepare for teaching the content by reading books or asking for some information from 

teachers of other subjects such as history, biology, art, earth science or geography because 
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English teachers’ knowledge about the content is not enough although they have 

knowledge about language teaching. However, it is very difficult to bring in other subject 

teachers to English classrooms in the present curriculum system. How staff may teach 

each lesson of the textbook usually depends on individual teachers. Some English 

teachers may conduct the traditional way of teaching vocabulary and grammar before 

translating the English sentences or passages into Japanese, and this way is still in popular. 

From the viewpoint of the above-mentioned core features of CLIL, the traditional way of 

teaching English seems to lack in or pay little attention to students communicating more 

than teacher, fostering critical thinking skills, cooperative learning, and oral and written 

output.  

 

Conclusion 

CLIL covers a wide area of learners’ learning and is extensive in its effects. It is not 

only teaching both content and language together but also aims to strengthen learners’ 

cognition, critical thinking, communicative ability in the target language. Learners will 

be able to get enough comprehensible input and will be encouraged toward oral and 

written output with appropriate scaffolding by teachers if the CLIL approach is adopted 

effectively into high school English classes. 

Some English teachers in Japanese high schools teach the textbook content all in 

English while using some pictures or power-point slides, however, they tend to explain 

the content all by themselves, which means teacher talking much more than students. 

While getting enough comprehensible input, learners need to be pushed toward output. 

In addition, pair or group works will be necessary to encourage and promote students’ 

communication. Sometimes L1 would be necessary to explain grammar or compensate 

for the lack of learners’ understanding of the content, depending on the learners’ levels. 

It would be desirable that more and more Japanese high school students become 

motivated and have good attitude toward learning foreign language(s) for their future 

studies or lives in the global world, however, in the present situation, not so many students 

are motivated toward learning English with an exception of some special private bilingual 

schools. It would be worth exploring the potential for new CLIL applications to English 

education in Japanese high schools as a method of motivating learners for learning foreign 

languages. I believe that CLIL has a potential for students to become good citizens in an 

ever-increasing global society. I now plan to incorporate many of the CLIL approaches 

into my possible future teaching methods, to increase the effectiveness for my students. 
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7. Photo Series of J-CLIL Teacher Education Seminar 2019  

Day 1 

 Lectures 
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Day 2 and Day 3  

School Visits 
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Day 4  

Lectures and Workshops 
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Day 5  

Participants’ Reflective Presentation 
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Gathering Time 
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8. Editors’ Notes 

 

The Proceedings from the Japan CLIL Pedagogy Association (J-CLIL) Teacher Education 

Seminar 2019 is the product of several distinguished guest speakers and its participants 

of the Seminar in Nijmegen, the Netherlands. We hope these proceedings will be a 

valuable memory keepsake for everyone involved.  

 

After the J-CLIL seminar in September, our editorial team started the process to record 

the events of the week. We deeply thank to all the contributors of the proceedings for 

responding to our multiple requests in a timely manner. Although we enjoyed the process, 

we had our own heavy work-related duties during the semester and we were not able to 

do the editing work as fast and efficiently as we had wished. However, good teamwork 

truly helped us to complete this year’s edition without any delay. 

 

We sincerely hope the Proceedings from the Japan CLIL Pedagogy Association (J-CLIL) 

Teacher Education Seminar 2019 will serve to promote the development of CLIL in the 

field of education.  

 

Finally, we wish to express a special thanks to Ms Michelle J. Mellion-Doorewaard for 

her sincere support regarding the seminar venue at Radboud University. She has always 

helped the J-CLIL activities as a honorable member. Without her, the seminar would not 

have been held in the Netherlands. Many thanks indeed. 

  

 

Reiko Fujita, Yoshimi Hiroyasu, and Shigeru Sasajima  

Editorial Team, J-CLIL Teacher Education Seminar 2019 Proceedings 
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