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Abstract 

This thesis investigates the streaming and socialisation of students in two Content and 

Language Integrated Learning (CLIL) strands – Bilingual Section and Bilingual 

Programme – as they transition from primary to secondary in the context of the 

Spanish-English Bilingual Programme of Madrid (hence, BP). The research project 

contributes to the investigation of bilingual provision attained though formal education, 

in which content subject matter is taught through the medium of a language of 

international prestige. Such is the case of CLIL as a form of bilingual education 

instruction in which an additional language – often a foreign language such as English – 

is used as a vehicle of instruction of non-language subjects. The study of streaming in 

CLIL constitutes a research effort in this field by paying attention to the selection 

factors involved in the placement of students into strands that differ in the degree of 

‘intensity’ or ‘exposure’ to CLIL, together with the classroom socialisation patterns 

students engage with in these strands. 

Using a framework that draws on critical perspectives on language, education and 

society, the research project employs an ethnographic approach, which is a form of 

qualitative and interpretivist research that attends to located meanings and interactions 

and their relationship with social processes. A multi-sited research design has been 

developed to follow the streaming process into these strands in contrasting 

socioeconomic areas – School Districts A and B, selecting for this purpose two public 

schools ascribed to each other that correspond to the level of primary and secondary in 

each of the areas (a total of four schools). Two dimensions of social interaction are 

brought together: stakeholders’ stances – primary school leaders, families and 

secondary school teachers – and classroom interactional practices in the CLIL Bilingual 

Section and CLIL Bilingual Programme strands. Juxtaposition of these two dimensions 

inform the ways in which streaming in the BP is implemented in each context: (1) the 

interpretation of the streaming criteria for placement into the CLIL strands; (2) the value 

emerging from the discursive representation of these strands and the students attending 

them; and (3) the teaching practices in these strands. Findings show how discourses and 

ideologies, connected to bilingualism and to English, position CLIL strands and 

students under hierarchical social categories that are mediated by English. Moreover, 
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particular forms of classroom talk identified in the CLIL Bilingual Section strand have 

been interpreted as practices of social distinction, through the identification of a system 

of dispositions or habitus – cognitive, linguistic and gestural – emerging through 

particular classroom socialisation patterns in these spaces that potentially index social 

position.  
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Resumen y conclusiones 

Esta tesis investiga el proceso de streaming o división de los estudiantes en grupos 

según su nivel de aptitud y su socialización en dos modalidades de Aprendizaje 

Integrado de Contenidos y Lenguas Extranjeras (AICLE) – Sección Bilingüe y 

Programa Bilingüe – en su transición de la educación primaria a secundaria en el 

contexto del Programa Bilingüe Español-Inglés (PB) de la Comunidad de Madrid. El 

proyecto de investigación contribuye al estudio de la educación bilingüe en la educación 

reglada, donde las materias se imparten a través de una lengua adicional de prestigio 

internacional. Tal es el caso de AICLE como enfoque de enseñanza bilingüe en el cual 

una lengua adicional – frecuentemente una lengua extranjera como es el inglés – se 

utiliza como vehículo de enseñanza de asignaturas de contenido. La investigación del 

streaming en AICLE constituye un aporte a este campo de investigación mediante la 

atención dedicada a los factores de selección que condicionan tanto la asignación de 

estudiantes en modalidades que difieren en su grado de ‘exposición’ o ‘intensidad’ en 

AICLE, así como los patrones de socialización de los estudiantes dentro de estas 

modalidades.  

La tesis utiliza un marco crítico sobre lenguaje, educación y sociedad para examinar 

cómo las prácticas educativas están sujetas a la legitimidad conferida a las lenguas en el 

orden social. Para ello, el proyecto de investigación se apoya en aspectos teóricos y 

metodológicos de dos líneas en etnografía de larga tradición: la etnografía 

sociolingüística crítica y la etnografía educativa. Una de las aportaciones de la tesis es 

una perspectiva de socialización en la escuela que no solamente abarca la distribución 

de los recursos lingüísticos en diferentes modalidades AICLE, sino que también aborda 

la manera en la que formas ritualizadas de actuar, pensar y hablar en estos espacios 

señala un sistema de disposiciones o habitus que, intencionadamente o no, significa 

posición social. De esta manera, el papel de las lenguas – en particular, el inglés – 

mistifican y justifican un modelo elitista en la educación reglada que se construye 

mediante mecanismos de selección social (por ejemplo, a través de pruebas 

estandarizadas de lengua inglesa) y se articula en la socialización en el aula, mediante 

prácticas de distinción social.   
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A través de un enfoque etnográfico, la tesis atiende al carácter situado de las prácticas 

sociales estudiadas dentro del PB y su vinculación con los discursos e ideologías 

asociadas al bilingüismo y al inglés en la Comunidad de Madrid. El diseño multi-

localizado de la etnografía se basa en el estudio del streaming dentro del PB en áreas de 

diferente nivel socioeconómico – Distritos A y B, seleccionando para ello dos centros 

públicos bilingües adscritos que corresponden a la educación primaria y secundaria en 

cada una de las áreas (un total de cuatro centros). En términos de obtención de datos, la 

tesis utiliza una perspectiva interaccional que imbrica dos fuentes de interacción social: 

entrevistas semiestructuradas con participantes en la comunidad educativa – líderes de 

centros educativos en primaria, familias y profesores en secundaria – así como 

grabaciones en vídeo en el aula que corresponde a las modalidades AICLE Sección 

Bilingüe y AICLE Programa Bilingüe en el primer curso de la Educación Secundaria 

Obligatoria (E.S.O.).  

Los resultados muestran una visión unánime del poder y autoridad conferidos al criterio 

de streaming a las modalidades CLIL Sección Bilingüe y CLIL Programa Bilingüe, que 

consiste en una prueba estandarizada de inglés al concluir la educación primaria. La 

interpretación de la prueba llevada a cabo por participantes entrevistados se realizó a 

través del análisis del ‘stance’ o posicionamiento (véase Du Bois, 2007; Martín Rojo & 

Molina, 2017) durante la práctica social de la entrevista. Los valores que emergen de las 

representaciones discursivas de ambas modalidades y de los estudiantes que participan 

en ellas, también llevada a cabo mediante el ‘stance’, ilustran cómo las ideologías 

asociadas al bilingüismo y al inglés en el PB conforman categorías sociales 

jerarquizadas en base al nivel de inglés. La relación establecida entre la modalidad 

AICLE Sección Bilingüe y los discursos de excelencia en la educación en torno al PB 

atribuyen mayores demandas lingüísticas y académicas a esta modalidad, así como una 

visión comodificada de la misma, es decir, se vincula a mejores oportunidades para 

competir en el mundo laboral global. Asimismo, los resultados del análisis de las 

prácticas interaccionales en el aula en ambas modalidades, mediante la utilización de 

herramientas de análisis sociocultural y social constructivista, concluyen una mayor 

presencia de enseñanza dialógica (véase Alexander, 2008; Llinares, Morton & 

Whittaker, 2012) en el aula que corresponde a la modalidad AICLE Sección Bilingüe 

con respecto a la modalidad AICLE Programa Bilingüe. La interpretación de enseñanza 
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dialógica como una práctica de distinción social realza la posibilidad de que los 

estudiantes en la modaldad de mayor grado de intensidad en inglés – AICLE Sección 

Bilingüe – estén inmersos en formas determinadas de actuar, pensar y hablar que 

pudieran significar posición social.  
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Chapter 1. Introduction 

1.1. Rationale and motivation for the study 

The attention gathered in this thesis towards the study of the impact of streaming on 

students’ socialisation in strands within Content and Language Integrated Learning 

(CLIL) has been motivated by my interest in investigating the selection factors involved 

in students’ access to and participation in bilingual education instruction in a 

second/foreign language that is considered to have high social status (see De Mejía, 

2002). CLIL exemplifies well the prestige of learning through an international, global 

language such as English. CLIL is a bilingual education approach in which a second or 

foreign language is used “as a medium of instruction for learning both academic content 

and language” (Llinares, 2015: 59; Coyle, Hood & Marsh, 2010). A particular case in 

point is the Bilingual Programme (BP, henceforth) of the Madrid region. Endorsed by 

the local authorities as the hallmark of Madrid’s public schools, CLIL has been the 

distinctive feature of this programme. From the onset, the BP has been associated to 

‘linguistic prestige’, through the choice of English as the language of instruction of 

CLIL subject areas, and to ‘high quality’ education based on excellence, equity and 

equal opportunity. Since the initial implementation of this programme in 2004 at the 

primary school level, the proliferation of public schools – primary and secondary – 

taking part in the BP across the region is a sound phenomenon. To this day, roughly half 

of the public schools in the region participate in this programme. 

Streaming (or tracking, as it is also known) is defined as the grouping of students 

according to their ability, linguistic achievement, or “skill level” (Mosteller, Light & 

Sacher, 1996: 799). This educational process raises certain controversial issues: 

advocates claim that streaming helps students learn with others who share similar 

abilities so learning can be achieved at a similar pace. Conversely, critics argue that 

students run the risk of being assigned hierarchical social categories such as ‘high’ or 

‘low’ achiever depending on the school, programme or strand they have been streamed 

into, and this label may stick with them along their academic experience, ultimately 

affecting their confidence as learners. In the context of the BP, students are streamed 

into one of two CLIL strands within the same school as they transition from primary to 
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secondary education: Bilingual Section and Bilingual Programme1. In the CLIL 

Bilingual Section strand, students study a greater number of subject areas through 

English with respect to the CLIL Bilingual Programme groups (slightly more than 

double the amount). Student placement in these strands is decided on the sole basis of 

their performance on a high-stakes standardised English language test – the KET/PET. 

This test is delivered by an external testing institution of international prestige 

(Cambridge Assessment, n.d.). Public primary schools taking part in the BP or in 

another bilingual programme known as the MEC/British Council Bilingual Programme 

prepare this test, which is taken at the end of this educational level, in year 6 (in 

Spanish, 6º de primaria, 10-11 years).  

The separation of students in these strands during the whole school timetable has 

become a topic of dispute among social agents – school communities, grassroots 

movements, platforms of collective action, and even the press, and is reflective of the 

lack of consensus found with respect to the adequateness of having students attend 

different classrooms on the basis of their level of English proficiency. Among the 

aspects that have been subject to debate are the role played by the streaming criteria – 

i.e. the KET/PET – in the placement of students into these strands, the disconnection 

between the institution in charge of implementing these criteria – i.e. a private testing 

institution – and the school curriculum, and the potential segregating effects engendered 

by reason of the division of students in these strands. This debate has motivated the 

interest drawn in this thesis in following the streaming process and its potential impact 

on students’ academic experience in these strands in the transition from primary to 

secondary. An understanding of the social dimension of the topic was central for the 

development of the research project, which necessarily required attending to the 

complexities, ambivalences and contradictions that emerge in the study of streaming as 

a contested process in bilingual education and in CLIL. 

 
1 The terms CLIL Bilingual Section and CLIL Bilingual Programme are translations of the official 
terminology as used by the local authorities (in Spanish, ‘Sección Bilingüe’ and ‘Programa Bilingüe’). 
These terms are consistently used along the thesis to refer to both strands. The term CLIL is also added 
in order to clarify that both strands have CLIL instruction (hence, CLIL Bilingual Section and CLIL Bilingual 
Programme). Other terminology that has been used in the literature is ‘high- and low- intensity’ and 
‘high- and low- exposure’, which takes into consideration the differential degree of intensity or exposure 
of students to English in both strands, with CLIL Bilingual Section students experiencing more hours of 
CLIL instruction with respect to the CLIL Bilingual Programme students (see Somers & Llinares, 2018). 
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1.2. Purpose and scope of the study 

To the researcher’s knowledge, there is scarce literature on streaming into different 

CLIL strands within the same CLIL programme. This is the case of the BP, which is as 

a type of CLIL programme in which students are streamed into one of two CLIL 

strands. This thesis is intended to address this relevant gap in CLIL research, one that 

investigates the streaming of students into one of two CLIL strands – Bilingual Section 

and Bilingual Programme – as they transition from primary to secondary and the 

teaching practices taking place in these strands in the context of the BP. In particular, 

the research project seeks to identify the impact of streaming on the educational 

experience of students attending these strands. By following a path from primary to 

secondary, the present study identifies different aspects related to the streaming criteria 

leading to students’ placement in the CLIL Bilingual Section or CLIL Bilingual 

Programme strands in secondary – i.e. the KET/PET, the value emerging from 

stakeholders’ discursive representations of the CLIL strands and the students attending 

them, in addition to the role of talk across classrooms that correspond these strands. 

The research project is informed by emerging critical voices on CLIL implementation, 

which have brought to the fore selection factors that possibly lead to an elitist model in 

CLIL. A small number of studies in the area of CLIL have pointed out that selection and 

screening processes tend to ‘single out’ those students already in possession of certain 

levels of symbolic capital (e.g. as access to private English classes, study abroad 

programmes, travel, and so forth). These students often experience a high-ability 

environment that emphasises cognitive challenge and gives relevance to their 

“authoritative voice and accountable participation” (Snell & Lefstein, 2018: 73). 

Consequently, students below-average EFL proficiency may be excluded from these 

academic and linguistic goals because they ‘lack’ symbolic capital (e.g. in the form of 

particular forms of knowledge, skills and capacities), and run the risk of being 

positioned as below ability by default (see Bruton, 2011; Mensel et. al., 2019). 

Moreover, CLIL programmes are almost exclusively associated with the learning of 

English as a global, international language, which may entail access to these 

programmes may not be available to students who are learning the national or regional 

language, and do not speak either of the languages of instruction (see Lasagabaster & 

Sierra, 2010). 
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In order to investigate the effects of streaming in the context of the BP, it was necessary 

to gain access to the situated, contextual knowledge that would allow the researcher to 

understand how this educational process occurs and what its potential effects are – i.e. 

the consequences of the grouping of students in these strands on their academic 

experience. For this purpose, this thesis employs an ethnographic approach for the study 

of streaming in the BP, which draws on the theoretical and methodological 

contributions of two relevant strands of ethnographic research: critical sociolinguistic 

ethnography and educational ethnography. Both strands of research attend to issues of 

power and social justice in schools through in-depth, situated explorations of how 

certain “social processes work and why, and what they mean to people and why 

(seeking to both describe and explain), using representative or telling cases to illustrate 

broader processes” (Heller, Pietikäinen & Pujolar, 2018: 2). As will be described in 

further detail in chapter four, the sites chosen for the ethnography correspond to two 

public bilingual schools ascribed to each other that correspond to the level of primary 

and secondary (a total of four schools) in the Madrid region. These schools constitute a 

roadmap between two educational levels – primary and secondary – and are therefore 

representative of streaming in the BP. These sites are located in contrasting social class 

areas of the region: School District A, a primarily working-class area, and School 

District B, an upper-middle class municipality. 

  

1.3. Theoretical perspectives employed in the study 

  Conceptually, this thesis draws on critical perspectives on language, education and 

society, which examine the ways in which secondary institutions such as schools play a 

role in sustaining structural relations of power (Bourdieu & Passeron, 1977; Bowles & 

Gintis, 1976; Collins, 1974; Levitas, 1974). It centers on reproduction theories in 

education, which address the ways in which differences in social relationships among 

learners are reflected in particular socialisation patterns in schools. Relevant aspects of 

the two strands of ethnographic research of long-standing tradition touched on in this 

thesis, that of critical sociolinguistic ethnography and educational ethnography, are 

explained. This is followed by an overview of the theoretical and methodological 

features of the ethnography conducted for the study of streaming in the BP. The two 
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domains of social interaction that are brought together in this thesis, together with the 

theoretical models used for their analysis, are also described.  

Pedagogical practices are interpreted as playing a central role in contributing to the 

(re)production of certain cognitive, linguistic and gestural set of dispositions or habitus 

(Bourdieu, 1991) that potentially index social position. Habitus constitutes an 

epistemological matrix that dynamically mediates agency – i.e. the ‘micro’2 situated 

practices – and the ‘macro’ social structure. This relationship is introduced in Figure 

1.1. 

 micro                     macro 

 

 

Figure 1.1. Framework of habitus formation in schools. 

From this perspective, a pedagogy of classroom talk that has come to be known as 

dialogic teaching (Alexander, 2008) inculcates a set of dispositions and predispositions 

– i.e. cognitive, linguistic and gestural – that typically lead to students’ agency and self-

confidence in learning: first, this teaching approach has a powerful cognitive component 

in that it allows students to ‘try out’ new ideas and ways of thinking, allowing them to 

build on one another’s ideas; second, it rewards agency by giving students more control 

over what they are doing; third, it typically involves ‘language through learning’ 

(Coyle, Hood & Marsh, 2010) in that it provides a rich context for language 

development (see Llinares, Morton & Whittaker, 2012). Coyle, Hood and Marsh (2010) 

claim that CLIL is closely linked to particular forms of language use that stretches 

students’ thinking by allowing them to “express meanings related to the content” 

(Llinares, Morton & Whittaker, 2012: 9). CLIL is therefore associated to effective 

practices that tap into students’ dispositions by “creating rich and authentic settings 

 
2 The distinction between the ‘micro’ and ‘macro’ levels of social life is conceptualised in this thesis 
beyond the ‘small’ to ‘large’ dichotomy. As Heller (2011) argues, this dichotomy implies the existence of 
two separate realms and that linkages should be “approached with different methods and understood 
on different terms” (Heller, 2011: 34; see Heller, 2001). Bourdieu’s notion of habitus proposes thinking 
in terms of human action and social structure in ways which allow them to be in a dialectical 
relationship with each other. This view is also shared by Giddens (1982), who states that the properties 
of social structures constitute and are constituted in the observable patterns of situated social action.  
 

Classroom interaction 

dynamics 

Cognitive, linguistic 

and gestural set of 

dispositions or habitus 

Social structure 
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facilitating (sub-)conscious, incidental, and deep learning in conjunction with the 

development of learner autonomy, content-, language-, strategy-, and culture-related 

competences” (Rumlich, 2017: 111).  

Participation in these practices, however, may not be available to all students. 

Mechanisms of social selection allow the schooling system to preserve, justify and 

legitimate students’ unequal access to certain bodies of knowledge, language varieties 

and communication styles (Bourdieu & Passeron, 1977; see Martín Rojo, 2013; Alcalá 

Recuerda, 2011; Mijares & Relaño Pastor, 2011; Patiños Santos, 2011). Testing is said 

to provide a “hidden service” that conceals “social selection under the guise of technical 

selection” (Bourdieu & Passeron, 1977: 153). Tests serve as ‘hidden criteria’ for 

determining the opportunities for entry and success into certain linguistic schools, 

programmes and strands. Additionally, testing often creates opposition between those 

who pass and those who fail, which may contribute to the construction social categories 

such as ‘high’ or ‘low’ ability. These categories tend to be reaffirmed by a meritocratic 

logic that establish that only those with certain ‘talents’ or ‘gifts’ should be rewarded.  

An ethnography of the BP has been conceptualised as a useful means of gaining in-

depth explorations of how streaming in the BP works and why, what it means to 

stakeholders and whether it carries consequences are for students’ socialisation in the 

CLIL Bilingual Section and CLIL Bilingual Programme strands – i.e. through the 

potential lasting habitus inculcated in these spaces. Ethnographic research attends to the 

ways in which local meanings are socially and discursively constructed in the 

dimension of communicative interaction (see Giddens, 1982). The ethnography 

conducted touches on two strands of ethnographic research of long-standing tradition: 

critical sociolinguistic ethnography and educational ethnography. These strands share in 

common the perspective that local practices, including discourses produced in the 

institution in which the ethnographic research is situated, “reproduce and, in some 

cases, justify such socio-economic orders” (Codó & Patiño Santos, 2018: 483). Drawing 

on these two traditions, the ethnography employed brings to the fore questions of access 

and participation relevant to the construction of streaming in the BP, through the linking 

of the situated action of language use with the wider social processes.  
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The ethnography brings together two domains of social interaction: stakeholders’ 

stances and pedagogical practices. In order to better understand actors’ stances on 

streaming in the BP – i.e. the streaming criteria for placement into the CLIL strands and 

the values assigned to these strands (and hence, the students) – it was necessary to 

capture what the speaker says about themselves and their worldview. ‘Stance’ (Du Bois, 

2007; Márquez Reiter, 2018; Martín Rojo & Molina, 2017) is used as a tool that 

effectively captures how speakers orient themselves towards “the physical, social and 

mental referents and their discursive representations” (Jaworski & Thurlow, 2009: 221). 

The analysis of stance-taking draws on the approach developed by Martín Rojo and 

Molina (2017), who follow a discourse analytic model (drawing, mainly, from the field 

of sociolinguistic ethnography) that highlights the role of local complexities in 

interactional activities. In the act of stance-taking, participants evaluate objects, position 

themselves and align or disalign with other interlocutors. As stance objects are 

negotiated and co-constructed in interaction, the act of stance-taking also activates 

sociocultural and ideological elements (here understood as being a shared system of 

values and beliefs).  

The analysis of pedagogical practices follows a social approach to the study of 

classrooms that correspond to the CLIL Bilingual Section and CLIL Bilingual 

Programme strands in particular sequences of classroom talk. The analysis draws on the 

framework used for the analysis of classroom interaction in CLIL as developed by 

Llinares, Morton and Whittaker (2012). These authors draw on a range of approaches 

CLIL, including systemic functional linguistics (SFL) and sociocultural psychological 

theory, and on models developed in second language acquisition (SLA) and science 

teaching (Mortimer & Scott, 2003). Findings in the interactional patterns identified are 

then incorporated into an critical framework that names how the potential lasting 

cognitive, linguistic and gestural set of dispositions or habitus that is inculcated in these 

spaces may be “filled with historically configured symbolic power features” 

(Blommaert, 2015: 10) in such way that they “index of social positions within a given 

social status quo” (Blommaert, 2015: 10; see Bakhtin, 1981).  
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1.4. Research context and participants 

The context of the research project are two Districts in the region of Madrid: School 

District A and School District B. School District A is a primarily working-class area and 

is located southeast of the city of Madrid. This area holds a larger population diversity 

than other areas of Madrid as its foreign registered population is 15%. This population 

is predominantly from Latin America and the Caribbean, followed by other European 

Union and North African countries – mainly Morocco. District B is an upper-middle 

class municipality just outside of the city of Madrid and is situated west of the city. The 

population of this district is more homogeneous than in School District A, as 

approximately 9% of its residents are from a foreign country. The district has a very 

small migrant population, mainly from Latin America. The sites that were chosen for 

the ethnographic fieldwork consist of four schools – two primary and to secondary, all 

bilingual. In School Distict A, the sites correspond to Las Esfinges primary school and 

its ascribed secondary school El Campamento. In school District B, the sites are 

Promesas primary school and its ascribed secondary school Luna. All these schools 

implement the BP with the exception of Las Esfinges school, which takes part in a 

different bilingual programme, the MEC/British Council bilingual programme, as will 

be explained in further detail in chapter two.  

The participants in the research project consist of key stakeholders in the school 

community, who agreed to be interviewed: (1) three primary school leaders; (2) four 

families; and (3) three secondary school teachers whose classrooms in the CLIL 

Bilingual Section and CLIL Bilingual Programme strand were observed and recorded. 

Students in these classrooms are also considered participants, in this case as learners in 

the classroom practices chosen as data sources. The three primary school leaders are the 

headmaster at Las Esfinges primary school, situated in School District A, and the 

headmaster and head of studies at Promesas primary school, located in School District 

B. Their administrative role at the school was a key factor in their selection as 

participants. These actors not only shared relevant information and documentation on 

students’ performance and results in the high-stakes standardised English language test 

KET/PET, but also provided their insight into different aspects related to the test. The 

four families consist of three mothers and one couple (a mother and father) together 

with their daughter. Their perspectives add an overlapping frame of interpretation of the 
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streaming process by sharing their children’s trajectories from primary to secondary. 

The criteria for selecting these participants consisted in ensuring that their children had 

attended one of the primary schools chosen for the fieldwork – Las Esfinges or 

Promesas – and were enrolled in either the CLIL Bilingual Section or CLIL Bilingual 

Programme strands in one of the two ascribed secondary schools – El Campamento or 

Luna.  

The three secondary school teachers are Natural Science teachers in the CLIL Bilingual 

Section and CLIL Bilingual Programme strands at El Campamento and Luna secondary 

school. As classroom observations and video recordings were conducted in these 

teachers’ classrooms in the first year of compulsory secondary education (in Spanish, 

primero de la E.S.O., here referred to as year 7), their perspectives were considered 

central to the interpretive process of understanding how students attending these strands 

are perceived by these actors, as well as how they orient their teaching practices in these 

strands. At El Campamento secondary school, there was a different Natural Science 

teacher in the CLIL Bilingual Section and CLIL Bilingual Programme strand (hence, 

two teachers). At Luna secondary school, there was one Natural Science teacher for 

both CLIL strands (hence, one teacher). Interviews with these teachers were carried out 

once the classroom observations and video recordings had concluded.  

 

1.5. Research questions and methodology 

Having provided an overview of the relevant literature that informs the theoretical 

orientation of the research project, as well as having laid out the context and participants 

involved, I now proceed to present the research questions that drove forward the 

ethnography. The four blocks of research questions displayed below correspond to the 

perspectives on streaming and selection as well as the role of talk in classroom 

discourse introduced in this chapter. The research questions, then, are: 

1. What constitutes the streaming criteria for placement into the CLIL Bilingual 

Section and CLIL Bilingual Programme strands in students’ transition from primary 

to secondary? How are these criteria interpreted by the stakeholders in the school 
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community – primary school leaders, families and secondary school teachers – in 

two different socio-economic areas (School District A & B)? 

2. How are both strands and the students attending these strands represented in two 

socioeconomic areas chosen and what is the value emerging from these discourses 

of the educational community?  

3. What is the dynamic relationship between pedagogical purposes and the types of 

communication systems employed in the CLIL Bilingual Section (CLIL BS) and 

non-CLIL Bilingual Programme (non-CLIL BP) classroom in two socioeconomic 

areas (A and B)? 

4. How do these two dimensions – stakeholders’ stances on streaming and the 

pedagogical practices in both CLIL strands – interplay? 

The four blocks of research questions address relevant aspects involved in the streaming 

of students within the BP. In terms of the research design and procedures, it was 

important to create a roadmap that would ultimately enable an adequate description of 

“what is going on, and explain why that, why there, why then, why those participants” 

(Heller, Pietikäinen & Pujolar, 201: 46). The ability to follow the path that connects the 

level of primary to secondary, the streaming decisions that are carried out and the 

meanings and values associated to the CLIL Bilingual Section and CLIL Bilingual 

Programme strand across socioeconomic contexts required moving beyond the concept 

of single-sited research. A multi-sited research design was employed, one that is 

conceived “around chains, paths, threads, conjunctions, or juxtapositions of locations… 

with an explicit, posited logic of association or connection among sites that in fact 

defines the argument of the ethnography” (Marcus, 1998: as cited in Weis, Fine & 

Dimitriadis, 2009: 441).  

The approach to the field, thus, required placing the complexity and connectivity at the 

centre of the phenomena under study (Heller, Pietikäinen & Pujolar, 2018: 15) by 

following different forms of communicative action, “in situated conditions, and how 

they relate to each other” (Heller, Pietikäinen & Pujolar, 2018: 57). The research 

enterprise thereby consisted in gaining access to relevant data on how streaming in the 

BP occurs, what it means to different stakeholders and what its effects are on students’ 

educational experience in the CLIL Bilingual Section and CLIL Bilingual Programme 
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strands in two socioeconomic areas of Madrid. To this end, two sources of interactional 

data – stakeholder interviews and classroom interactional practices – were gathered. 

Interviews are understood as situated events in which meaning is negotiated between 

the interviewer and the interviewee. Interview practices, as social activities (see Talmy, 

2010), provided rich contextual knowledge regarding stakeholders’ interpretation of the 

criteria of access to the CLIL strands (research question one) and the value emerging in 

the participants’ discourses with respect to these strands, through the emerging 

representations of these and the students (research question two). Semi-structured 

interviews with key actors in the school community – primary school leaders, families 

and secondary school teachers – were carried out in different phases of the research 

project. Interviews were audio recorded and relevant themes or topic were selected for 

transcription and subsequent analysis.  

Classroom practices were considered telling or representative cases that illustrate what 

teachers and students typically do in the CLIL strands. In particular, classroom practices 

allowed for observation of the dynamic relationship between pedagogical purposes and 

the types of communication systems used in classrooms that correspond to the CLIL 

strands (research question three). Classroom observations correspond to the subject of 

Natural Science, which is taught through CLIL in the CLIL Bilingual Section strand 

(hence, CLIL BS) and non-CLIL or Spanish in the CLIL Bilingual Programme strand 

(hence, non-CLIL). A total of four classrooms were video recorded, transcribed and 

afterwards analysed in year 7: two correspond to El Campamento secondary school (a 

CLIL BS and a non-CLIL BP Natural Science classroom); and two correspond to Luna 

secondary school (a CLIL BS and a non-CLIL BP Natural Science classroom). 

Classroom observation and video recordings took place in the academic year 2014/15 at 

El Campamento secondary school and in 2015/16 at Luna secondary school. 

These two sources of interactiona data – stakeholder interviews and classroom 

interactional practices would then be related to each other (research question four) as a 

way of addressing how streaming is implemented in each school area – Districts A and 

B. As Heller, Pietikäinen and Pujolar (2018) note, having different types of data on the 

same issue may result in information that can be ‘compatible, contradictory or 

ambivalent’, and the exercise of explaining the way in which they interplay is likely to 

be especially productive as they deal with conflicting accounts, which “are likely to 
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express contesting social and political stances on the issue studied” (Heller, Pietikäinen 

& Pujolar, 2018: 57). This applies to the study of steaming as a contested process in 

bilingual education and CLIL.  

 

1.6. Overview of the thesis 

This thesis is divided into eight chapters. Chapter two situates the thesis in the context 

of Madrid’s BP, which is framed within the wider social, political and economic context 

of bi/multilingualism in Europe. In the first part of the chapter, specific features of the 

two bilingual education programmes that are implemented in public schools in Madrid 

are explained. These correspond to the BP and the MEC/British Council bilingual 

programme. This is followed by a description of the transition from primary to 

secondary and the role of the high-stakes standardised English language test KET/PET 

in the streaming of students into the CLIL Bilingual Section and CLIL Bilingual 

Programme strands in secondary. The second part of the chapter provides an overview 

of CLIL and of the research carried out on selection factors in CLIL, and situates the 

thesis in terms of its contribution to the current state-of-the-art. The chapter ends with a 

description of the features of standardised testing in contemporary society.  

Chapter three provides an overview of the theoretical traditions that layout the baseline 

of this thesis, centring on the relevant literature on reproduction theories in education, 

which draw on critical perspectives on the relationship between language, education and 

society. Habitus is described as a system of dispositions – i.e. cognitive, linguistic and 

gestural – that is inculcated through students’ socialisation in school. This is followed 

by the description of the role of (language) tests as mechanisms of selection and 

streaming of students into particular linguistic schools, programmes and strands. The 

naturalisation of linguistic value hierarchies by means of a meritocratic logic is 

explained. The chapter addresses the main features of the ethnography conducted in this 

thesis, which touches on two relevant strands of ethnographic research. The 

ethnography incorporates an interactional and discursive perspective, one that brings 

together the situated action of language use (e.g. classroom practices, interviews) with 

the wider social processes. This is followed by a description of the two main domains of 
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social interaction that are gathered in this thesis – stakeholders’ stances and classroom 

practices, and lays out the conceptual and analytical tools used for their analysis.  

Chapter four lays out the research questions and the multi-sited research design of the 

ethnography. This leads into a description of the sites, the participants and the data 

collection techniques and procedures. This is followed by the findings chapters 

(chapters five and six). Chapter five centres on the analysis of stakeholders’– primary 

school leaders, families, secondary school teachers – stance-taking (Martín Rojo & 

Molina, 2017; see Du Bois, 2007), which is defined as an act of evaluation of a specific 

object. Data from semi-structured interviews are used to show how the streaming 

criteria for placement into the CLIL strands – i.e. the KET/PET – are interpreted by the 

school community (research question one), and the values emerging from the discursive 

representations of the strands and the students attending them (research question two). 

In the following chapter (chapter six), classroom interactional data are used for the 

analysis of classroom talk conducted in this thesis. Specifically, the analysis centres on 

the relationship between pedagogical purposes and communicative systems in the 

classroom interactional practices analysed that correspond to the year 7 CLIL BS and 

non-CLIL classroom (research question three). Classroom interaction extracts are used 

to show how the teacher moves the students along the dialogic/authoritative continuum 

in different stages that correspond to the introduction of a new topic (Llinares, Morton 

& Whittaker, 2012; see Mortimer & Scott, 2003).  

Chapters seven and eight centre on the discussion and conclusion chapters respectively. 

Chapter seven draws together the findings presented in chapters five and six, through 

the crossing of the two dimensions of social interaction – stakeholders’ stances and 

classroom practices –  in order to provide an explanation of how streaming in the BP is 

implemented in these two areas, School District A and B (research question four). 

Beginning with the transition from primary to secondary, the chapter discusses the 

social and historical conditions leading to students’ placement in the CLIL strands in 

secondary and the central role of the high-stakes standardised English language test 

KET/PET in this process. A linkage is established between this dimension of 

stakeholders’ perceptions and the findings in the classroom practices, through the 

interplay established between the values and representations emerging from the actors’ 

discourses and the types of communication systems identified in the interactional 
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practices analysed in the CLIL BS and non-CLIL BP classroom. This process of 

juxtaposition brings forward a discussion of the role of streaming of students into the 

CLIL strands and its consequences for students’ educational experience in these strands 

across socioeconomic areas of Madrid, through the potential lasting habitus inculcated 

in these classrooms. Chapter eight defines some of the challenges and limitations of the 

ethnography, provides suggestions for further research, and concludes with a series of 

remarks regarding the research project as a whole.  

 

1.7. Chapter summary and conclusion 

The purpose of this introductory chapter was to layout the overall aims of the thesis and 

to orient the reader with respect to the content and organisation of the text. It began by 

setting out the purpose of the research project, and continued on to explain the 

theoretical frameworks that inform the critical perspective adopted in the study of 

streaming in the BP. Features of the ethnography conducted were addressed. The two 

main domains of social interaction – participants’ stances and classroom practices – 

were explained. A description of the context and participants involved was provided. 

This was followed by the layout of the research questions, the multi-sited research 

design employed and relevant methodological aspects of the ethnography. The chapter 

concluded with an overview of the thesis. In the next chapter, I set out to situate the 

thesis in terms of its contribution to the current state-of-the-art. The chapter begins by 

locating bilingual education and CLIL in the social, political and economic context of 

bi/multilingualism in Europe. Specific features of the two bilingual education 

programmes that are implemented in public schools in the Madrid region are explained, 

which correspond to the BP and the MEC/British Council bilingual Programme. An 

overview of CLIL as a European approach to bilingual education will be provided, in 

addition to a general review of the literature on selection factors in CLIL.  
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Chapter 2. Bilingual Education and CLIL in the context of 

bi/multilingualism in Europe 

2.1.  Introduction 

The present chapter has the overall purpose of situating the study of streaming in the BP 

in the social, political and economic context of bi/multilingualism in Europe, which has 

seen the emergence of bilingual education instruction in at least one international, 

global foreign language in countries seeking to improve their status and influence in the 

world economy. In the first part of the chapter, specific features of the two bilingual 

education programmes that are implemented in public schools Madrid are explained, 

which correspond to the BP and the MEC/British Council bilingual Programme. This is 

followed by a description of the transition from primary to secondary and the role of the 

high-stakes standardised English language test KET/PET in the streaming of students in 

one of the two CLIL strands – Bilingual Section and Bilingual Programme – as they 

transition from primary to secondary in the context of the BP. The second part of the 

chapter underpins the main features of CLIL as a European approach to bilingual 

education. This is followed by a general review of the literature on streaming in CLIL, 

situating the thesis in terms of its contribution to the current state-of-the-art. The chapter 

ends with a description of the features of standardised testing in contemporary society.   

 

2.2.   Situating bilingual education in Madrid in the context of  

bi/multilingualism in Europe: The role of English  

Heller (2010) argues that countries traditionally concentrated on building their own 

monolingual nation-state now “explore a variety of ways of promoting multilingualism, 

whether for ease of navigation across national boundaries in supranational policies and 

markets such as the European Union or simply to compete on global markets” (Heller, 

2010: 107). Additionally, Blommaert (2006) notes that the position that each country 

holds in the global economy is likely to inform its linguistic policy. Peripheral countries 

– i.e. those which hold a periphery position in the world economy, invest more in 
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international language development as a way of changing their position in the system 

than do core countries (i.e. those with political and economic control) (Blommaert, 

2006: 241). A similar point is made by Sunyol (2019), who argues that the ‘frenzy’ for 

enhancing one’s multilingual repertoire is “especially salient in areas where the national 

economies are less developed, or where speakers see less potential for national 

development” (Sunyol, 2019: 78). In these contexts, languages gain status by reason of 

their exclusivity.  

Spain exemplifies well the adjustment to supranational policies and global markets for 

greater status and influence in the world economy. From the 1980s onwards, the 

nation’s membership in the European Union put an end to the political isolation 

experienced during the period of Franco’s regime. In times of democracy, Martín Rojo 

(2019) argues that “languages have occupied a significant place in education” (Martín 

Rojo, 2019: 165) as a way to seek integration in a globalised society, characterised by 

new and complex forms of mobility across the globe, and driven by economic 

delocalisation and technological innovation. In metropolitan cities such as Madrid, a 

socio-politically constructed monolingual region, French was gradually replaced by 

English as the main foreign language of instruction by reason of the status of this 

language as a global international language. Pérez-Milans and Patiño Santos (2014) 

note that in this region, a close association became established “between Spanish-

English language education programmes and elite schools” (Pérez-Milans & Patiño 

Santos, 2014: 452). This means that students attending these schools have been said to 

develop bi/multilingual repertoires “which are widely spoken by the international 

community” (De Mejía, 2002: 48) and are in a position of forging “a new global 

identity” (De Mejía, 2002: 51). Good language skills in combination with factors such 

as competitiveness, mobility, flexibility and the ability to establish national and 

transnational relationships have been the signs of distinction of this bi/multilingual 

global elite.  

Under such conditions of internationalisation and globalisation, mastery in two 

languages (one of them being English) is not only considered to be an “added value 

entity”, but also becomes “marker of social prestige” (Holborow, 2015: 67). English, 

thus, becomes a “source of symbolic added value” (Heller & Duchêne, 2012:10) in that 

it “holds out the promise of social and economic development to all those who learn it” 
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(Pennycook, 2007; as cited in Block, 2014: 133). Scholars in applied linguistics and 

sociolinguistics have adopted the term ‘commodity’ to address the value assigned to 

language as a marketable skill to compete in the global job market (Block, 2014; Heller 

& Duchêne, 2012; Martín Rojo, 2018; Relaño Pastor, 2015). International languages 

(mainly English, but also Modern Standard Chinese, and former colonial languages 

such as Spanish and French) are seen as global resources and the reasons to promote 

them are more closely linked to the theories of ‘human capital’, where language skills 

are considered “aspects of productive labour with market value” (Urciuoli, 2008: 224).  

It goes without saying that in contexts where only perceived high status languages (or 

dominant, in terms of their influence, prestige and power in the global economy) are 

included in the school curricula, bilingualism and bilinguals tend to be presented in a 

favourable light (Mehisto, 2012: 1). In addition, being proficient in at least one 

international language is associated with “accomplishment of positive feelings” (De 

Mejía, 2002: 40). Holborow (2012) draws on Phillipson (2003) in order to make the 

case that “English is not just an imposition… but also experiences ‘bottom-up’ 

popularity” (Holborow, 2012: 27). New models of mass consumption have shaped 

global trends in consumerism, such as popular music, films, sport, dance, or computers. 

These bottom-up interests heighten the popularity of English and tend to occur hand in 

hand with “top-down pressures in professional life, education and the workplace” 

(Phillipson, 2003: 89). English, thus, taps into different fields of identification through a 

series of interconnected factors – global economic, political and cultural – that 

strengthen “this synergy between top-down and bottom-up processes” (Phillipson, 

2003: 89).  

Across Europe, bi/multilingualism was gradually declared as a long-term goal. 

Recommendations of the Council of Europe in the 1990s included education and 

training systems as the path towards multilingualism, which became central to the 

European project. Since then, effective multilingualism policies and initiatives have 

been envisioned as the way to foster intra-EU mobility and promote “mutual 

understanding and a shared sense of European identity” (Linguistic Diversity, n.d.). The 

development of descriptive schemes and scaled descriptions of L2 proficiency with 

respect to the processes of planning, learning, teaching and assessing have also become 

a priority. Among these guidelines, the Common European Framework of Reference for 
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Languages: Learning, Teaching, Assessment (CEFR) experiences wide-spread approval. 

In addition, the shifting needs and priorities of member states have required 

developments in language education policy not only with respect to language learning, 

but also through specific actions that have sought to “secure and strengthen linguistic 

diversity, and language rights, deepen mutual understanding, consolidate democratic 

citizenship, and sustain social cohesion’’ (Language Education Policy, n.d.). 

Among the paradoxes and tensions surrounding these policies is the greater status that 

has been endowed to English as a lingua franca across Europe. As a number of scholars 

have noted, English has become the language of “international relations, intellectual 

production, mass technology and so on” (Macedo, Dendrinos & Gounari, 2003: 46; see 

Blommaert, 2010; Flores, 2013; Heller, 2010; Holborow, 2015). The effects of a 

linguistic homogenising paradigm have been addressed by Macedo, Dendrinos & 

Gounari (2003), who claim that the dominance of English in Europe “has been assisted 

in the past by language education planning and is aided at present by curricular practices 

in European schools of both the Center and the Periphery” (Macedo, Dendrinos & 

Gounari, 2003: 45). In addition, Holborow (2012) draws on Phillipson (2008), who 

describes how “European Union higher educational initiatives, Bologna process, 

facilitate ‘linguistic capital accumulation’ in favour of English” (Holborow, 2012: 36). 

In the case of European bilingual education/CLIL programmes, English has been 

introduced as a medium of instruction in the majority of settings. In the following 

section, I address the implementation of two bilingual education programmes in 

Madrid’s public school system. 

 

2.3.   Bilingual Education in Madrid 

2.3.1. The Regional Education Government’s Spanish-English Bilingual 

Programme (BP) 

In the academic year 2004/05, the Regional Educational Government of the 

conservative Popular Party (PP) launched the Spanish/English Bilingual Programme 

(BP) in a total of twenty-six public primary schools in the Madrid region. This top-

down initiative was endorsed as an ambitious attempt on behalf of the local authorities 
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to comply with European Union language policies, in which a stated goal was for EU 

citizens to communicate in two foreign languages in addition to their mother tongue. 

Since the initial implementation of this programme, the exponential proliferation of 

schools taking part in this educational initiative has been unprecedented. In 2007, 

charter (in Spanish concertada) schools were also incorporated. Some years later, in 

2010/11, this programme was also introduced in thirty-two public secondary schools. In 

the 2019/20 school year, over five hundred and eighty-six public schools (three hundred 

and ninety-nine primary and one hundred and eighty-seven secondary) have introduced 

the BP in their school programme. These numbers represent roughly fifty percent of the 

public schools in the Madrid region.  

From the onset, the BP was presented in terms of ‘linguistic prestige’ through the choice 

of English the language of instruction of the core curriculum, along with Spanish. A 

small number of schools taking part in the BP, however, have chosen another foreign 

language as the medium of instruction or an additional foreign language in addition to 

English3. At the same time, this programme was promoted under discourses of equity 

and equal opportunity in public schooling, thereby following regional, national and 

supranational guidelines of social justice. Upon the economic downturn in 2008, when 

unemployment hit high records in the region, bilingualism and English were endowed 

with a ‘high exchange value’ in the global labour market. From then on, the discourses, 

policies and ideologies connected to the BP have placed a greater focus on language as 

a commodity (or set of skills that will in turn grant access to social and material gain in 

a global competitive job market). The following document developed by the Regional 

Education Government encompasses the main features of the BP’s trajectory.  

Over the last decade, Bilingual Education has become a hallmark of Madrid´s 

state schools, raising the overall calibre of the education provided in the region, 

and fostering equal opportunities in state schooling. The Government of the 

Community of Madrid believes that mastery of the English language is a 

 
3 There are a total of fifteen secondary schools that include French linguistic sections and four that offer 

German linguistic sections. Moreover, a total of fourty-eight schools (twenty-nine in primary and 
nineteen in secondary) now implement a trilingual programme in Spanish/English and the choice of an 
additional language, French or German. 
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necessary tool for its students to compete successfully in a job market 

characterised by the globalization of information and communication 

technology. 

     (Regional Education Government, 2016: 46) 

These discourses affirm that the BP represents the means of access to and mobility 

within the job market, whereby language – i.e. English – is the indispensable medium 

for it. Social and economic advancements are said to go hand in hand with equal 

opportunity. Combined with the promotion of the BP a source of ‘profit’ is its exaltation 

as a signature feature or object of ‘pride’ (see Heller & Duchêne, 2012), which has 

turned this programme into an identity sign of Madrid’s public schools, enhanced by 

reason of slogans such as Madrid, Comunidad Bilingüe (Madrid, a Bilingual 

Community) and, more recently, Madrid, Comunidad Multilingüe (Madrid, a 

Multilingual Community). This slogan, as Relaño Pastor (2015) notes, proves 

ideologically effective for the commodification of English as a language which 

guarantees “social cohesion and labour escalation in a competitive, multilingual 

Europe” (Relaño Pastor, 2015: 136).   

One important benefit of the BP is that it was perceived by educational institutions as a 

strategic way “to keep students and staff in times of declining enrolment” (Mehisto, 

2012: 8). This programme was envisioned a means to attract more affluent students and 

their families, many of whom had transferred to private and charter schools in the 

1990s, as the region of Madrid received one of the largest waves of migration. 

Throughout that decade, the regional public school system had registered an unparallel 

account of migrant students, shaping a new demographic landscape. In addition, the 

financial crisis in 2008 confronted public schools with budget cuts and were thus 

compelled to “compete over students and resources” (Martín Rojo, 2018: 551-552). 

This competition scenario has been increasingly promoted in a context of parental 

choice in the region, as schools have increasingly been required to engage in projects 

and programmes that experience popularity to attract students and their families 

(Hidalgo McCabe & Fernández-González, 2019; see Prieto & Villamor, 2012: 2016). 

As educational goals go, a close association became established between the BP and 

high-quality education, linked to notions of ‘excellence’ in teaching and learning. 
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Dissatisfaction with the results of traditional foreign language teaching in the region led 

to the introduction of a bilingual education approach in which the academic content “is 

combined with the use and learning of a foreign language” (Llinares, Morton & 

Whittaker, 2012: 1). This approach is known as Content and Language Integrated 

Learning (CLIL). From the onset, CLIL has been promoted as a being modern, 

innovative, efficient and forward-looking (Dalton-Puffer, Nikula & Smit, 2010: 3) and 

has been characterised by having “high expectations for students and teachers” 

(Mehisto, 2012: 48). In addition, standardised English language testing has added 

another dimension of ‘excellence’ that is closely tied to external factors such as 

students’ demonstrated performance in English. As will be detailed further on in this 

chapter, the results obtained in the English language test KET/PET determines students’ 

access to and participation in one of two CLIL strands – Bilingual Section and Bilingual 

Programme – as they transition from primary to secondary in the context of the BP.  

An ethnography of the BP was conducted to investigate whether, in the transition from 

primary to secondary, a process of social selection occurs on the basis of new language 

demands and requirements that potentially lead to a different type of socialisation of 

students as they are streamed in two CLIL strands in secondary. As will be explained in 

chapter four, the fieldwork sites correspond to two primary and two secondary schools 

that are representative of how streaming is effected in students’ transition from primary 

to secondary located in contrasting social class areas of Madrid: School District A, a 

primarily working- class area, and School District B, an upper-middle class 

municipality. Three of the four sites selected for the fieldwork take part in the BP. 

These correspond to one primary school –Promesas4 – and two secondary schools – El 

Campamento and Luna. The remaining site – Esfinges – is a bilingual primary school 

that participates in a different bilingual education programme called the MEC/British 

Council bilingual programme, which is outlined in the following section. 

  

 
4 The names of all four schools are pseudonyms. 
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2.3.2.   The MEC/British Council bilingual programme 

In 1996, the Spanish Ministry of Education and Science signed an agreement with the 

British Council with the objective of implementing a bilingual programme in Spanish 

public primary and secondary schools that would adopt an integrated British-Spanish 

curriculum nation-wide. The Ministry of Education and Science and the British Council 

bilingual programme (MEC/British Council bilingual programme) was launched in 

1996. Nowadays, this programme reaches a total of eighty-nine primary schools and 

fifty-six secondary schools in ten autonomous communities in Spain. The MEC/British 

Council bilingual programme follows a Spanish-English integrated curriculum, which 

takes a different approach from the traditional EFL classroom by studying areas of the 

primary curriculum through CLIL. The objectives of this programme are to encourage 

students’ awareness of the diversity of the British and Spanish cultures, to facilitate the 

exchange of teachers and students, and “to encourage the use of modern technologies in 

learning other languages” (Spanish/English primary integrated curriculum. Language 

and literacy, n.d.). 

Morton (2012) explains that it was decided from the outset “that schools involved in the 

project would represent a range of socio-economic circumstances” (Morton, 2012: 34). 

This is a common feature that is shared between the MEC/British Council bilingual 

programme and the BP, as both programmes run in public schools located in different 

socioeconomic areas of the Madrid region. There are, however, some differences 

between these two educational initiatives. The MEC/British Council bilingual 

programme places greater emphasis on literacy, with children “being taught to read and 

write in English from an early age” (Morton, 2012: 34; see Llinares & Dafouz, 2010). 

In addition, so-called ‘linguistic advisors’ are, for the most part, native language 

teachers that have been chosen by the British Council to teach content subjects of the 

integrated curriculum along with local teachers. This is not the case of the BP, as it 

appoints only regionally trained (Spanish) teachers with a certain level of fluency in 

English – the entry level for teachers is currently set at a C1 level of the Common 

European Framework of Reference for Languages (CEFR). This programme does 

include ‘native language assistants’, who main role consists in assisting content teachers 

in the development of students’ conversational skills.  
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In the Madrid region, ten primary and ten secondary public schools participated in the 

MEC/British Council bilingual programme at the beginning. One of the two primary 

schools selected as a field site in this study, Las Esfinges primary school, takes part in 

this programme. To this day, all primary schools – including Las Esfinges – continue to 

implement this programme. At the secondary level, however, this programme no longer 

runs as the schools have been incorporated to the BP. These schools experienced a 

transitioning period of two years and in 2013/14, the MEC/British Council bilingual 

programme was fully replaced by the BP at the secondary level. This is the case of the 

two secondary schools chosen as field sites in this study, El Campamento and Luna, as 

both schools had implemented the MEC/British Council bilingual programme prior to 

introducing the BP. Moreover, from the academic year 2011/12 onwards, primary 

schools taking part in the MEC/British Council Bilingual Programme have been 

required to meet the English language examination criteria of the BP in addition to the 

requirements of the integrated curriculum. In the following section, key aspects of the 

transition from primary to secondary in the context of the BP are explained, with a 

focus on the criteria for students’ placement into one of two CLIL strands – Bilingual 

Section and Bilingual Programme.   

 

2.3.3.  Tracing a path from primary to secondary in the context of the BP 

By end of year 6 of compulsory education (in Spanish 6º de primaria, 10-11 years), 

students have completed primary education in Spain. In primary schools taking part in a 

bilingual education programme in the Madrid region – whether it is the BP or the 

MEC/British Council bilingual programme, students receive the same amount of CLIL 

instruction assigned to each educational level within the school (approximately one 

third of the school hours). In secondary schools that take part in the BP, however, 

students are streamed into one of two CLIL strands, which offer a different degree of 

exposure or intensity to CLIL. These strands are called CLIL Bilingual Section and 

CLIL Bilingual Programme. In the CLIL Bilingual Section strand, students study a 

greater number of CLIL subject areas with respect to the CLIL Bilingual Programme 

strand. Students attending the CLIL Bilingual Section strand in year 7 study subjects 

such as Social Science, History and Geography, and Natural Sciences through CLIL, in 
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addition to one of more of the following subjects: Arts and Crafts, Music, Physical 

Education and/or Technology. These students also receive five hours per week of 

English language instruction under the so-called “Advanced English” curriculum 

(Regional Education Government, 2017). Students in the CLIL Bilingual Programme 

strand, also in year 7, study at least one of the following subjects through CLIL: Arts 

and Crafts, Music, Physical Education and/or Technology. These students also receive 

five hours of subject English per week. In some schools, students attending the CLIL 

Bilingual Programme strand will also be classified into further groups according to their 

English proficiency level on the basis of the criteria decided by the school. Students 

attending this strand, thus, may receive different degrees of CLIL instruction, depending 

on the level they are placed in. This situation typically occurs in schools that hold a 

greater number of CLIL Bilingual Programme groups.  

From 2010 to 2013, it was the school leadership team in secondary that decided whether 

a student should attend the CLIL Bilingual Section or CLIL Bilingual Programme 

strand. The criteria were based on student’s academic record in combination with a 

knowledge and skills test (in Spanish Conocimientos y Destrezas Indispensables) and 

the results of an English language test that is delivered in year 6. From the academic 

year 2013/14 onwards, this English language test has become the only benchmark for 

classifying students in either CLIL strand in secondary (Regional Education 

Government, 2017). In year 6 (10-11 years), students attending a bilingual primary 

school – whether it is the BP or the MEC/British Council bilingual programme – 

prepare this test, which is delivered by an external commercial institution of 

international prestige (Cambridge Assessment, n.d.). Students are required to reach a 

minimum of an A2 level of English, according to the Common European Framework of 

Reference for Languages (CEFR), in order to access the CLIL Bilingual Section strand. 

Students who have not attended a bilingual primary school are required to be in 

possession of an English certificate demonstrating four skills (listening, speaking, 

reading and writing), which should be equivalent to a B1 level of the CEFR if they wish 

to attend the CLIL Bilingual Section strand. This certificate must be issued by an 

institution of recognised prestige.  

In primary schools participating in the BP or the MEC/British Council bilingual 

programme, this test is normally prepared from year 5 onwards and is taken at towards 
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the end of year 6. Two levels of the test are normally prepared: the Key English Test for 

Schools (KET) and the Preliminary English Test for Schools (PET). The KET targets an 

A2 level of the CEFR and the PET, a B1 (A2 Key for Schools, n.d.; B1 Preliminary for 

Schools, n.d.). Both tests measure students’ listening, speaking, reading and writing 

skills. Table 2.1. shows what students are expected to demonstrate when reaching either 

level.  

Table 2.1. Expected student performance in the KET and PET.  

An A2 Key for Schools qualification 

shows that a student can  

A B1 Preliminary for Schools 

qualification shows that a student can 

 

• understand and use basic phrases and 

expressions  

• understand simple written English  

• introduce themselves and answer 

basic questions about themselves  

• interact with English speakers at a 

basic level. 

 

• read simple textbooks and articles in 

English  

• write letters and emails on everyday 

subjects  

• understand factual information  

• show awareness of opinions and 

mood in spoken and written English. 

 

   (A2 Key for Schools, n.d.; B1 Preliminary for Schools, n.d.) 

The fact that the English language test is delivered on a large-scale basis within the 

bilingual education system and uses the same grading system, allows for its definition 

as standardised. Additionally, as consequences are attached to the results of these tests 

in the form of streaming decisions, it is said to be high-stakes. In primary bilingual 

schools, the criteria for determining if a student should take the KET or the PET have 

been inconsistent. In 2012/13, a placement test decided the level of the test (KET or 

PET) students were to take. Since the academic year 2013/14, however, it is the primary 

school teachers who sort students according to their demonstrated performance in 

English. In some situations, the school administration may decide to prepare one level 

of the test – generally the lowest level – if most students are performing at one of the 

levels. Students who are extent from taking this test tend to be students with special 

needs and students under particular circumstances who do not perform at the expected 
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level of English proficiency, such as those who have enrolled in a bilingual primary 

school at a later stage.   

 

2.4. CLIL: A European approach to bilingual education 

CLIL gained popularity in Europe in the 1990s by reason of the support received by 

national and supranational policies (e.g. European Union) seeking to enhance foreign 

language acquisition as well as bi/multilingualism. In countries such as Spain and Italy, 

top-down initiatives on behalf of the regional authorities favoured the introduction of 

CLIL provision in the compulsory school system (Nikula, 2016: 3; see Lasagabaster & 

Ruiz de Zarobe, 2010; Di Martino & Di Sabato, 2012). Madrid’s BP is one chief 

example of the wide implementation of CLIL, with approximately half of the public 

primary and secondary schools in the region taking part in this programme. The 

popularity of CLIL has also been experienced in other autonomous regions of Spain 

such as Andalusia (Lorenzo, Casal & Moore, 2009). In the context of the European 

Union, CLIL has at times been promoted by government agencies and other times 

implemented in schools at the grass-root level. In the Netherlands, for example, CLIL is 

a “highly institutionalised approach” (Kampen, Admiraal & Berry, 2018: 223) and is 

aimed at “upgrading’ top level schools” (Breidbach & Viebrock, 2012; as cited in 

Nikula, 2016: 4). In other countries such as Austria and Finland, CLIL has been 

endorsed at rather small-scale effects, very likely due to “the lack of strict nation-level 

policy guidelines and perceived lack of concerted support from educational authorities” 

(Nikula, 2016: 4; see Nikula & Järvinen, 2013; Dalton-Puffer, Faistauer & Vetter, 

2011). 

Ever since CLIL was first sponsored at the national and supranational level, the need for 

a distinctive term can be said to have occurred as a way to discern European approaches 

to bilingual education with other initiatives, in particular “immersion and bilingual 

movements in the USA and Canada” (Coyle, 2007; as cited in Cenoz, Genesee & 

Gorter, 2014: 243). Whilst both CLIL and immersion are content and language 

integrated approaches to bilingual education (see Mehisto, 2012), in immersion 

contexts, it is the regional minority or heritage language that is typically used as a 

medium of instruction. It may also be an official language, as is the case of Canadan 
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immersion programmes. In CLIL, the language of instruction is generally a foreign 

language, which, unlike immersion contexts, does not have a presence in the students’ 

local communities (Lasagabaster & Sierra, 2010; see Llinares, Morton & Whittaker, 

2012). Furthermore, it is the case in CLIL that one or more languages are perceived as 

having high status. In these situations, Mehisto (2012) argues that “bilinguals and 

bilingualism are usually presented in a positive light” (Mehisto, 2012: 1) with respect to 

other contexts in with one of the languages may be perceived as having a low status. 

The distinction between immersion and CLIL, however, is not as clear-cut. Llinares 

(2015) draws on Cammarata and Tedick (2012) in order to point out that one-way 

(second/foreign language) immersion programmes in Canada would match the 

definition given for CLIL given that these programmes “are designed for English-

speaking students speaking the English majority language” (Llinares, 2015: 59). 

Moreover, Mehisto (2012) argues, immersion and in CLIL share similar goals that 

“stress the additive nature of bilingual education” (Mehisto, 2012: 11). By “additive”, 

what is conveyed is that bilingual education “has the potential to help students not only 

to become bilingual during their school years, but to develop the skills and habits 

required for lifelong learning and use” (Mehisto, 2012: viii). Without going in further 

detail about this dispute, it seems that within the CLIL research community there is a 

lack of consensus over the relationship between CLIL and other forms of bilingual 

education, especially immersion (e.g. Cenoz, Genesee & Gorter, 2014; see Lasagabaster 

& Sierra, 2010; Nikula & Mård-Miettinen, 2014).  

The view of CLIL as an approach that uses an ‘additional’ language – whether a foreign 

language, a L2 or a minority language – was shared by those who first studied CLIL 

“and coined the term CLIL in the first place… and is also expounded by the Eurydice 

(2006) report on CLIL” (Cenoz, Genesee & Gorter, 2014: 245; see Coyle, 2008; Marsh, 

2002). According to this report, CLIL had become “a fast developing phenomena across 

Europe” (Eurydice, 2006; as cited in Llinares, Morton & Whittaker, 2012: 1). Nikula 

(2016) argues that “the competitive edge gained by CLIL, for schools or for society at 

large, has been a driving force” (Nikula, 2016: 4). Moreover, over time CLIL has spread 

beyond Europe to contexts such as Australia (see Cross, 2012; Turner, 2013) and Asia 

(see Robertson & Adamson, 2013), where “CLIL intersects with post-colonial and 

modernisation agendas” (Codó & Patiño Santos, 2018: 481), triggering countless 
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research interests. Cenoz, Genesee and Gorter (2014) argue that, in time, CLIL has been 

identified almost exclusively with English-medium instruction “because it has had an 

especially significant impact on scholars, teacher trainers, and teachers who work in 

English-as-a-second or foreign language contexts” (Cenoz, Genesee & Gorter, 2014: 

245; see Dalton-Puffer, Nikula & Smit, 2010). In the context of Spain, for instance, 

Relaño Pastor and Mijares (2011) contend that CLIL programmes are “explicitly 

connected with the prestige associated with learning a global language such as English” 

(Relaño Pastor & Mijares, 2011: 748). The Madrid region is one paramount example of 

how the status of English explains its choice as a medium of instruction in CLIL in 

almost all the schools that participate in the BP. The following section situates this 

study within the CLIL literature by addressing a relevant research gap in CLIL research, 

one that this thesis aims to address. 

 

2.5. Situating the study: Research on selection factors in CLIL  

The appearance of this thesis is a proof of the renewed interest in addressing the 

selection factors involved in students’ access to and participation in CLIL. The research 

project undertaken is informed by the incipient call for a more rigorous and ‘critical’ 

approach to the study of CLIL, one that problematises the dominant view that CLIL “is 

open to all learners, including those from less privileged backgrounds, and is thus in 

principle more egalitarian than other types of bilingual education such as those provided 

in private schools” (Mensel et. al., 2019: 2; see Bruton, 2011; Coyle, Hood, & Marsh, 

2010; Hüttner & Smit, 2014; Lorenzo, Casal, & Moore, 2009). In addition, to the 

researcher’s knowledge, there is to this day a dearth of literature on the effects of 

streaming into different strands of the same CLIL programme. This is the case of the BP 

as a type of CLIL programme, with students being streamed into one of two CLIL 

strands on the basis of their performance on the KET/PET. 

So far, literature comparing the pedagogical practices in the CLIL and non-CLIL 

classroom have centred mainly on two main groups of students: those who participate in 

CLIL programmes with those who take part in mainstream or monolingual programmes, 

whether it is in the same school (e.g. comparing a CLIL programme with an L1 

programme) or in different schools. Results of these studies tend to support that CLIL 
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groups outperform the non-CLIL students in language and competence performance, in 

a variety subject areas (see Llinares & Morton, 2017). These studies also tend to reach 

conclusions on the intrinsic benefits associated to CLIL, overlooking aspects such as 

selection for CLIL programmes (e.g. through entrance examinations) which, in many 

cases, add yet “another layer to other already existing national selection levels” (Mensel 

et. al., 2019: 2; see Apsel, 2012; Broca, 2016; Rumlich, 2014). Other factors that tend to 

be dismissed are the categories of the students’ families (e.g. their investment in 

schooling, their confidence in the academic success of their children, etc.), as well as the 

characteristics and context of the school or programme (ideologies, beliefs and values 

emerging from the school community, socioeconomic context, school location, etc.). 

This thesis addresses a relevant gap in CLIL research, one that deals with streaming in 

CLIL, and is informed by emerging research that has drawn attention to selection 

processes regarding CLIL enrolment when comparing the learning outcomes of CLIL 

groups with non-CLIL groups. In the context of Germany, Rumlich (2017) argues that 

there is a selective aspect regarding CLIL enrolment that has not been taken sufficiently 

into account when comparing the learning outcomes of CLIL and non-CLIL students. 

The study, which focuses on the effects of CLIL on language proficiency and self-

concept, compared three groups: students attending a CLIL strand, students attending a 

non-CLIL strand within the same CLIL school and students attending a school without 

CLIL, also called a ‘regular’ school. Results showed that CLIL students displayed more 

favourable language learning characteristics in comparison to both regular and non-

CLIL students. These differences, as Rumlich argues, cannot be attributed to CLIL, but 

rather to the “high-ability environment of CLIL streams” (Rumlich, 2017: 129), which 

are a direct consequence of selection, teaching and the “positive effects potentially 

induced by the prestige of CLIL” (Rumlich, 2017: 129).  

Critical voices have also drawn attention to the socioeconomic factors involved in the 

selection of students into CLIL programmes. Bruton (2011) re-evaluates relevant 

research on CLIL in Spain in order to make the case that, despite claims that CLIL is 

egalitarian, there is a selection for these programmes of “students who will be 

academically motivated to succeed in the FL, as well as in other subjects” (Bruton, 

2011: 524; see also Lasagabaster & Ruiz de Zarobe, 2010). For Bruton, a key element 

that is absent in the research is that success factors conceal an implicit selection of 
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middle-class students, who choose CLIL because their parents believe that “their 

children will be with other motivated students” (Bruton, 2011: 529). A similar point is 

made by Mensel et. al. (2019), whose study of CLIL and non-CLIL groups in the 

context of Francophone Belgium concludes that, although admission is a priori open to 

anyone, CLIL (and particularly Dutch CLIL) is particularly attractive to socially 

privileged families. These results would support the idea of CLIL as “not simply a 

selective but even elitist education model, since it clearly attracts pupils from better-off 

families albeit not pupils that are necessarily ‘brighter’ ” (Mensel et. al., 2019: 10). 

The symbolic added value tied to English – i.e. associated with social position – has 

been also pointed out by some scholars, who raise awareness of the fact that CLIL 

programmes may not available for all students (Lasagabaster & Sierra, 2010; Bruton, 

2011). As Block (2014) suggests, bilingual education (and by the same token, CLIL) 

may become “a form of elite education” (Block, 2014: 134) if educational goals only 

benefit those students who are in possession of certain levels of symbolic capital and 

mobility (e.g., access to private English classes, study abroad programmes, travel). And 

there are also issues related to students who are still learning the majority national 

language. As Lasagabaster and Sierra (2010) point out, CLIL programmes run the risk 

of being elitist if students who are still learning the national or regional language are not 

given access to these programmes.  

In the context of the BP, streaming is said to intensify the role of language – English, 

as it establishes a foreign language proficiency benchmark in the selection and 

streaming of students into the CLIL strands in secondary. As will be detailed in the 

subsequent chapters, the ethnographic approach employed has overall purpose of 

examining the contested issues around this process in the transition from primary to 

secondary together with its effects on the types of teaching practices taking place in 

these strands. The fieldwork sites correspond to four schools – two primary and two 

secondary – that are representative of the path that links these two educational levels – 

primary to secondary. These schools are located in contrasting socioeconomic areas – 

School District A and B. The ethnography conducted in these spaces has been 

designed to make visible the meanings and values emerging from the discursive 

representations of these strands on behalf of key stakeholders in the educational 

community– primary school leaders, families and secondary school teachers – and 
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provides a detailed account of the ways in which students socialise in these strands. 

The following section addresses the rise in standardised language testing and, in 

particular, the role of language tests in strengthening institutional processes of 

streaming and selection.  

 

2.6. Standardised testing and high-stakes decisions: The role of 

language tests 

From the turn of the 21st century, the public sector has been under increasing pressure to 

demonstrate that its agencies are held accountable for their performance. Emphasis on 

efficiency is part of a performance-based accountability movement in which central 

authorities require that public institutions “routinely identify measurable performance 

targets, report on their performance, and possibly earn rewards or face penalties for 

performance” (Mcdermott, 2011: 2). In public education, attempts to measure and 

evaluate school performance “has taken the form of policies that hold schools and 

school districts accountable for their students’ performance on standardised tests” 

(Mcdermott, 2011: 11). Under these conditions, standardised testing has become a 

familiar tool for the purpose of evaluating schools, districts and students, especially in 

“countries that have centralised educational systems, where the curriculum is controlled 

by central agencies” (Shohamy, 1993: 5).  

Standardised tests are large-scale state-level assessment systems that measure “the 

achievement of a large number of students in a cost-effective manner” (Roach & Frank, 

2007: 15). These tests “follow strict development trialling and revision procedures to 

ensure that they are reliable (i.e. give consistent results) and valid (i.e. measure what 

they are supposed to measure)” (Richards, 2015: 668). Consequences are often attached 

to the performance in these tests in the form of rewards and sanctions. Students might 

be denied entry in a particular programme or school if they score low or, conversely, 

obtain a special recognition if they score high. Schools and districts may also be 

rewarded for demonstrating good performance, or “subject to penalties and state 

interventions if their students perform poorly” (Mcdermott, 2011: 4). These sanctions 
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are “what make standards-based reform and testing ‘high-stakes’” (Mcdermott, 2011: 

4).  

According to Baker (2012), many policy makers at the state and federal level see 

“higher standards at the cornerstone of educational reform efforts, and tests as their 

operational implementation” (Baker, 2012: 4). In these contexts, standardised tests 

require minor adjustments in the educational system and eliminate the need for radical 

restructuration and reform, which often creates confusion among the public by 

introducing ideas and concepts that may be difficult to understand (Baker, 2012). In 

fact, the costs of these tests are relatively small “compared to options such as adding 

teachers or investigating heavily in staff development to update teachers’ content 

knowledge and pedagogical skills” (Baker, 2012: 4-5). Another reason why testing has 

gradually attracted policymakers is because these “are in turn supported by a well-

connected commercial testing industry” (Baker, 2012: 4). One paramount example is 

the worldwide English language testing enterprise, which “has established itself as ‘a 

commercial condominium trading in a specific knowledge product, the standardised 

EFL proficiency test” (Templer, 2004; as cited in Dendrinos, 2013: 33). It is estimated 

that the “revenues of the Educational Testing Service alone (an organisation which 

markets the well-known TOEFL and IELTS exams) range from 700 to 800 million 

dollars each fiscal year” (Dendrinos, 2013: 34).  

Beyond the commercial focus of international language testing, it is important to 

highlight that the tests developed by these agencies have evolved from being indicators 

of language proficiency to becoming policy instruments (see Baker, 2012). Although 

language testing institutions take into consideration “international research findings and 

abide by supranational structures such as the CEFR [the Common European Framework 

of Reference for Languages]” (Dendrinos, 2013: 48), these tests often operate in high-

stakes contexts. Consequently, test takers are left in the hands of test makers because 

they have “no say about the content of tests and about the decisions made based on their 

results” (Shohamy, 2001a: 375) and are “forced to comply with the demands of tests by 

changing their behaviour in order to succeed on them” (Shohamy, 2001a: 375).  

According to Shohamy (2006), language tests have the ability to manipulate language 

behaviors, “especially in terms of deciding the priority of specific languages in society 
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and education” (Shohamy, 2006: 94). Language tests determine the status and power of 

certain languages in society (and the implicit rejection of others), as is the case of the 

English language. This perspective role of tests is brought forward by Shohamy (2006) 

in the following paragraph: 

In the case of English, language tests drive forward, perpetuate and reaffirm the 

status of English. Further, English tests, act as mediators between politics and 

education. The process is unending as the teaching and learning of English affect 

and perpetuate one another and together affect its power; at that point, it is not 

clear what is the chicken and what is the egg. 

        (Shohamy, 2006: 95) 

The main idea put forward is that English language tests reinforce the power of English, 

which nowadays is connected to status and prestige in the global world. This cycle is 

much seen in countries where English is not the national or major language, given that, 

in Shohamy’s terms, English or any other powerful regional language “serves as a class 

marker for entrance groups in terms of education, society and others such as universities 

and the labour market” (Shohamy, 2006: 147). For instance, international tests such as 

the TOEFL (Test of English as a Foreign Language) and IELTS (International English 

Language Testing System) decide the entrance to specific schools and universities, 

perpetuating de facto language policies that measure “knowledge by numerical scores 

and is preoccupied by numerical performance on choice items, requiring certifiable 

demonstration of language skills of these tests” (Dendrinos, 2013: 52). Language tests 

strengthen institutional processes of streaming, selection and competition and have a 

powerful effect on normalising these categories in that they construct language as “a 

technical skill, decoupled from authenticity” (Heller & Duchêne, 2012: 10). 

Consequently, categories can be used by subjects in their understanding of themselves – 

for example, in terms of “their levels of achievement set by standardised tests” (Martín 

Rojo, 2018: 560), such as “I have an A2”.  

In the context of Madrid, the high-stakes standardised English language test KET/PET 

determines streaming into the CLIL Bilingual Section or CLIL Bilingual Programme 

strand. Bilingual schools taking part in the BP or the MEC/British Council bilingual 

programme prepare this test, which is delivered by Cambridge Assessment, an external 
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private institution of international prestige (Cambridge Assessment, n.d.). This 

institution, which has its head office in the UK, reaches millions of learners each year. 

According to an annual review, from August 2018 to July 2019, the revenue of 

Cambridge Assessment was of more than five hundred and sixty-six million euros (four 

hundred and eighty-five pounds). As will be explained in chapter four, semi-structured 

interviews with key stakeholders in the school community  – primary school leaders and 

families – constitute a relevant source of information on how the criterion for placement 

into the CLIL strands – i.e. the KET/PET – is interpreted by the school community. 

Engaging these actors’ ‘stance’ – i.e. views, attitudes and orientations – is central to 

understanding how the streaming into these strands if effected in students’ transition 

from primary to secondary in two school areas, School Districts A and B.  

 

2.7.  Chapter summary and conclusion  

The present chapter has situated the study of streaming in the BP in the social and 

political and economic context of bi/multilingualism in Europe. In the first part of the 

chapter, specific features of the two bilingual education programmes that are 

implemented in public schools in Madrid have been explained, which correspond to the 

BP and the MEC/British Council bilingual Programme. A description of the transition 

from primary to secondary and the role of the high-stakes standardised English 

language test KET/PET in the streaming of students in one of two CLIL strands – 

Bilingual Section and Bilingual Programme – has been provided. The second part of the 

chapter has addressed the main features of CLIL as a European approach to bilingual 

education. Once specific features of CLIL research and practice have been addressed, an 

overview of the research carried out on the role of social selection in configuring an 

elitist education model in CLIL has been outlined. This thesis has been said to 

contribute to addressing a relevant gap in the CLIL literature, one that deals with 

streaming in CLIL. In the following chapter, conceptual and theoretical traditions that 

inform the baseline of this thesis are provided, in addition to a description of the 

research tools used for the analysis of the data gathered for the research project.  
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Chapter 3. Theoretical perspectives 

3.1. Introduction 

 Chapter two completed the overall social, political and economic context of Madrid’s 

BP, situating the interest gathered in this thesis in the study of streaming in CLIL. It 

also provided an overview of CLIL practice and research and of the literature on the 

selection factors in CLIL. The purpose of this chapter is to introduce the theoretical 

framework that underpins the present study and is divided into three parts. The first part 

of the chapter presents relevant critical approaches to language, education and society, 

with a focus on reproduction theories. Habitus articulates the ways in which differences 

in social relationships among students are reflected in particular socialisation patterns in 

schools. Specific mechanisms through which social selection is enacted in educational 

institutions are described. Attention is drawn to the role of tests – with a particular focus 

on language tests – as ‘hidden criteria’ for deciding the opportunities for entry and 

success into particular linguistic schools, programmes and strands. The naturalisation of 

social and linguistic hierarchies by means of a meritocratic logic is also explained. The 

second part of the chapter describes the ethnography conducted in this thesis, which 

touches on two strands of ethnographic research of long-standing tradition, that of 

critical sociolinguistic ethnography and educational ethnography. An interactional and 

discursive approach links the analyses of the workings of the discursive spaces that are 

relevant to the construction of streaming in the BP in two socioeconomic areas of 

Madrid, School Districts A and B. A layout of the two dimensions of social interaction 

employed – stakeholders’ stances and classroom practices – is also provided.  

The third part of the chapter deals with the conceptual tools used for the analysis of 

these two domains of social interaction. The study of stance-taking centres on 

stakeholders’ positioning – i.e. viewpoint, feelings and evaluation – with the purpose of 

gathering their interpretation of the criteria for placement into the CLIL Bilingual 

Section and CLIL Bilingual Programme strands in Districts A and B (research question 

one) in addition to their representations of these strands and the students attending them, 

with the objective of constructing the value emerging from these discourses of the 

educational community in the two areas (research question two) . The analysis of 

stance-taking draws on the approach developed by Martín Rojo and Molina (2017), who 
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follow a model of discourse analysis (drawing, mainly, from the field of sociolinguistic 

ethnography) that emphasises the role of local complexities in interactional activities. 

This is followed by a layout of the approach used for the study of the relationship 

between pedagogical purposes and the types of communication systems employed in the 

CLIL BS and non-CLIL BP classroom (research question three). The approach follows 

the models used for the analysis of classroom interaction in CLIL as developed by 

Llinares, Morton and Whittaker (2012), who draw on a range of theoretical 

perspectives, in particular those of systemic functional linguistics (SFL) and 

sociocultural psychological theory, and on frameworks developed in second language 

acquisition (SLA) and science teaching (Mortimer & Scott, 2003). This approach is 

incorporated into a ‘critical’ framework of habitus formation.  

 

3.2. Critical approaches to the study of language, education and 

society: An insight into reproduction theories  

The ‘critical’ turn in many areas of the social sciences has been carried out from the 

1960s onwards, contributing to bridging the gap “between real language phenomena 

and the workings of power in society” (Breeze, 2011: 520). Theorisations around issues 

of language, power and social change have raised important questions with respect to 

ideology, class, race, gender and nation and their intersection with language and social 

justice issues. Scholars such as Bakhtin (1981, 1986), Bourdieu (1984, 1991), Foucault 

(1971) and Voloshinov (1973) have been notably influential in thinking about language 

in relation to society. Their insights have provided a greater understanding of the 

dimensions of power, authority and status, posing a genuine way to analyse language in 

relation to shifting conditions of society and economy. These authors would also 

recognise schools as “a product of the larger society of inequities and struggles” 

(Leistyna, 1999: 12). As social institutions, schools cannot be disentangled from 

language, which, “in all of its aspects, can by no means be either neutral or innocent. It 

is a social as well as a cultural marker” (Macedo, Dendrinos & Gounari, 2003: 32). 

Reproduction theories have pointed to the role played by educational institutions in 

perpetuating social class relations (see Bourdieu & Passeron, 1977; Bowles & Gintis, 

1976; Collins, 1974; Levitas, 1974). These theories draw, mainly, on political economy 
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and the sociology of knowledge, which have centred on social class and social class 

issues by engaging with the “material base of human existence and the social relations 

emerging from this material base” (Block, 2014: 70; see Marx, 1904; Durkheim, 1964; 

Weber, 1968). Acting as an instrument of society, the educational system is said to fulfil 

a conservative process of perpetuating existing class structures based on the socio-

linguistic competence that (upper) middle-class students bring to school (Villegas, 

1988: 260). As sites of cultural reproduction, schools actively construct the social order, 

rather than simply mirror the existing social class relations. Furthermore, students’ 

progress in the educational system is gradually being measured by their performance in 

standardised tests, which, according to Villegas (1988), “have been shown to favor 

those who come to school with middle-class language varieties” (Villegas, 1988: 260; 

see Cole, 1977; Abrahams & Gay, 1972; Scarr, 1981; Shohamy, 2001b). 

Bernstein’s theory of social class and language is largely influenced by these traditions. 

Bernstein (1975, 1996) was a sociologist and linguist who investigated the social 

structures in connection with social class in societies that were socioeconomically 

stratified. In his study of pre-school children, Bernstein developed a classification of 

two types of families: ‘person oriented’ and ‘position oriented’ families. Children of 

‘person oriented’ families experienced a more liberal parenting that is prototypical of 

(upper) middle-class families, whose value system and behaviors related more closely 

to curricular, pedagogical and evaluative school patterns. Although authority was 

clearly present, these children experienced more ‘dialogue leading decisions’ through 

the “development of independent play and abstract thought” (Block, 2014: 81) with 

respect to the children of ‘position oriented’ families, who tended to live “according to 

stricter rules about who has authority and a general rigidness of roles across individuals 

and activities in the family structure” (Block, 2014: 81). These children were 

prototypically working-class.  

In addition to his efforts to explain how the socialisation of children in different family 

types articulates class positions in society, Bernstein examined  how “particular 

language practices not only contribute to the constitution of these structures, but they 

also mediate the maintenance, reproduction and strengthening of them” (Block, 2014: 

81). Bernstein’s key concepts of ‘elaborated code’ and ‘restricted code’ establish a 

contrast between the ways of using language of middle-class families and their children, 
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closely linked to the institutionalised discourses in education and that of working-class 

families and their children, which lack this affiliation.  

A similar interest in the study of the relationship between language use and social class 

was taken by Bourdieu, who was a sociologist, anthropologist, philosopher and 

intellectual. Bourdieu shared in common with Bernstein the perspective that class “must 

be conceptualised not only in terms of traditional indexes of income, occupation and 

education, but also as status and range of social practices” (Block, 2014: 52). For 

Bourdieu, the value ascribed to different languages accounts for their status in the social 

order. This standpoint entails that all uses of language are measured against the 

legitimate use – i.e. of those who are dominant. According to Bourdieu, the dominant 

usage of any language requires that it be “socially recognised as legitimate, and not only 

by those who are dominant” (Bourdieu, 1991: 53). Bourdieu’s criticism of Bernstein’s 

theory centres on the failure to treat the ‘elaborate code’ its socially ascribed legitimacy 

and the arbitrariness of the symbolic imposition – i.e. the privileging of arbitrary 

cultural forms that are reflective of the interests of the dominant class. In point of fact, 

the dichotomies established under the categories ‘elaborate’ and ‘restricted’ have been 

extensively critiqued as being associated with deficit theories that stigmatise working-

class language and culture. Along his academic career, however, Bernstein denied any 

rejection of difference and deficit implicit in his framing of discourse and codes.  

Bourdieu would nonetheless agree with Bernstein on the ways in which secondary 

socialisation (e.g. in social institutions such as the school) extends students’ inherited 

cultural capital from the family. Schools were seen by Bernstein as exerting “far more 

influence on the child than the family” (Block, 2014: 81) because they convey what he 

refers to as ‘three main message systems’ that structure most activity: curriculum, 

pedagogy and evaluation. For Bourdieu, the authority of the educational system lies in 

its power to impose meanings and to legitimate the ‘cultural arbitrary’ of the dominant 

classes. As will be explained in the following section, Bourdieu conceived symbolic 

domination as being accomplished not through declared freedom or constraint, but ‘in 

the routines of everyday life’, which inculcate a set of dispositions (e.g. styles of 

speaking, acting, dressing) that involve a slow process of acquisition. This set of 

dispositions or habitus is thus conformed by principles capable of generating practices 
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“beyond any express regulation or any explicit reminding of the rule” (Bourdieu & 

Passeron, 1977: 36).  

Along with Bourdieu and Bernstein, a number of scholars have argued that students in 

different social classes access different types of educational experience and curriculum 

knowledge (see Anyon, 1980; Apple, 1990; Au & Jordan, 1981). Bowles and Gintis 

(1976), for example, claim that differences in social relationships among students are 

reflected in particular socialisation patterns in schools: some students will tend to 

experience more “rule-following and close supervision” (Bowles & Gintis, 1976: 132), 

whilst others will experience a more open atmosphere that favours “greater 

participation, less direct supervision… and, in general, a value system stressing 

internalized standards of control” (Bowles & Gintis, 1976: 132). These patterns do not 

arise by accident, but rather reflect different objectives and expectations for these 

students on the basis of their social background and their likely future economic 

positions: working-class schools orient students towards lower level jobs in the 

production hierarchy that “emphasize followership and behavioral control” (Bowles & 

Gintis, 1976:134) whereas elite schools tend to follow an agenda that stresses the need 

to develop leadership and motivational self-concepts (Bowles & Gintis, 1976: 134).  

This section has presented the theories that inform the ways in which different forms of 

language use are part of the process of stratification taking place in educational 

institutions “by which value is assigned to linguistic varieties and communicative 

varieties” (Martín Rojo, 2010: 67). A key aspect that has been highlighted is that 

language practices taking place in schools play an essential role in social processes, 

such as the building and rebuilding of unequal relations, their naturalisation and 

legitimation. The following section centres on the ways in which the schooling system 

is said to perpetuate the structure of different uses of language and their expressive 

styles through a set of actions and reactions in every-day interactions (Bourdieu, 1991: 

64). Habitus is described as a system of dispositions of linguistic, cognitive and gestural 

behavior that underlie the production of all practices.  
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3.2.1.  Habitus and classroom pedagogy 

According to Bourdieu, the authority of social institutions such as the school, through 

successive reinforcement or refutations, has “constituted in each one of us a certain 

sense of social value of linguistic usages” (Bourdieu, 1991: 82). Every speech act is a 

form of action that carries a certain propensity to speak a certain way and say certain 

things, whilst these actions are continuously subject to particular sanctions and 

censorships. Social interaction articulates social and historically configured “positions” 

from which people speak (Blommaert, 2015). These positions are defined by a ‘market’ 

of symbolic capital – i.e. of recognition that is derived from a group or institution – in 

which “resources are circulated and unevenly distributed” (Blommaert, 2015: 5). This 

historical frame is articulated in Reproduction (1977), whereby Bourdieu, along with his 

colleague Passeron, argues that pedagogic action (also referred to as pedagogic 

communication) within educational institutions plays a role in reproducing the structural 

relations of power.  

Habitus (Bourdieu, 1991) refers to an internalised set of dispositions and 

predispositions that “are prolonged in an action of continuous inculcation” (Bourdieu & 

Passeron, 1977: 32). For Bourdieu, habitus formation is transmitted not through 

language and consciousness, but through “suggestions inscribed in the most apparently 

insignificant aspect of things, situations and practices of everyday life” (Bourdieu, 

1991: 51). Bourdieu elaborates on this view in the following extract: 

The power of suggestion which is exerted through things and persons and which, 

instead of telling the child what he must do, tells him what he is, and thus leads 

him to become durably what he has to be, is the condition for the effectiveness 

of all kinds of symbolic power that will subsequently be able to operate on a 

habitus predisposed to respond to them. 

         (Bourdieu, 1991: 52) 

Bourdieu argues that, once learned, durable identities have an effect on behavior that 

does not necessarily have to be self-conscious. Symbolic violence (Bourdieu, 1991), 

that is, the power which “manages to impose meanings and to impose them as 

legitimate by concealing the power relations which are the basis of its force” (Bourdieu 
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& Passeron, 1977: 4), is accomplished not through explicit freedom and constraint but 

by virtue of dispositions which can only “be exterted on a person predisposed (in his 

habitus) to feel it, whereas others will ignore it” (Bourdieu, 1991: 51). These 

dispositions are inscribed in a practical state and “impalpably inculcated, through a long 

and slow process of acquisition” (Bourdieu, 1991: 51). Habitus, thus, encompasses 

“modalities of practices, the ways of looking, sitting, standing, keeping silent, or even 

speaking” (Bourdieu, 1991: 51) or, in Gee’s terms, ‘ways of being’ (Gee, 1990) that 

“are full of injunctions that are powerful and hard to resist precisely because they are 

silent and insidious, insistent and insinuating” (Bourdieu, 1991: 51).  

Thus, we can think of habitus as a system of dispositions or incorporated signs of 

behavior that underlie the production of all practices aimed, intentionally or not, at 

“signifying social position” (Bourdieu, 1991: 124). These dispositions are said to be 

durable – i.e. perpetuate themselves – and transposable (that is, they function under the 

same principles in different fields). Hence, to speak appropriately is socially 

conditioned by “expressive styles already constituted in and through usage and 

objectively marked by their position in a hierarchy of styles which expresses the 

hierarchies of corresponding social groups” (Bourdieu, 1991: 54). From this 

perspective, schools, as social institutions that serve an important societal function, play 

a relevant role in students’ socialisation experience. Habitus formation in these spaces 

can therefore be interpreted through the dynamic relationship established between the 

‘micro’ situated practices – i.e. the classroom interaction dynamics – and the ‘macro’ 

social structure. This relationship is introduced in Figure 3.1. 

 micro              macro 

 

 

Figure 3.1. Framework of habitus formation in schools. 

The communicative patterns of classroom interaction are seen as “empirical aspects of 

habitus formation and development” (Blommaert, 2015: 11). These dispositions – i.e. 

cognitive, linguistic and gestural – involve a process of inculcation that allows for 

internalisation of “schemes of perception, thought, appreciation and action” (Bourdieu 
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& Passeron, 1977: 35). These patterns signify social position and relations to symbolic 

capital, that is, to social power and regard (see Anyon, 1980; Apple, 1990; Au & 

Jordan, 1981; Bourdieu & Passeron, 1977; Bowles & Gintis, 1976).  

As will be explained later in this chapter, ‘dialogic teaching’ is a pedagogical approach 

that rewards particular ways of acting, thinking and speaking that facilitate academic 

achievement of those who engage in this type of practice. These dispositions could 

signal social status and position, given that students are imbued in the culture of 

autonomy, self-definition and social relatedness, which characterise liberal or 

“bourgeois” backgrounds of individuals from traditionally middle-class professional, 

entrepreneurial and technical backgrounds (Bowles & Gintis, 1976: 217). CLIL has the 

potential to fit into the category of a dialogic approach that fosters a rich environment 

for content and language development (see Llinares, Morton and Whittaker, 2012). 

CLIL has been closely linked to particular forms of language use that stretch students’ 

deep thinking and reasoning processes (Llinares, Morton and Whittaker, 2012: 9). 

Through meaningful and authentic language input and language use, CLIL could have a 

positive impact students’ interest in learning by fostering student-centred learning and 

learner autonomy through setting “demanding intellectual standards” (Rumlich, 2017: 

118).  

Participation in these practices, however, may not be available to all students by reason 

of educational processes such as streaming, which tend to bring forward a differential 

value assigned to the linguistic varieties and communication styles that students bring to 

school. Selection mechanisms play a vital role in rewarding the students who are in 

possession of the cultural capital needed to able to succeed in schools (e.g. through 

securing their access to the kinds of capital that index status and position), whilst 

sanctioning those who ‘lack’ such capital, thereby leading to their “resigned expectation 

of failure or exclusion” (Bourdieu & Passeron, 1977: 205). In the following section, 

attention is drawn to the role of tests – and, specifically, language tests – as specific 

mechanisms through which social selection is enacted. 
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3.2.2.   Mechanisms of social selection: The role of tests 

In Reproduction, Bourdieu and Passeron (1977) argue that the schooling system acts “as 

an agency of selection, elimination and concealment of elimination” (Bourdieu & 

Passeron, 1977: 154). The rationale behind such selection is provided in the following 

passage: 

The combination of the educational chances of the different classes and the 

chances of subsequent success attached to the different sections and types of 

schools constitutes a mechanism of deferred selection which transmutes social 

inequality into a specifically educational inequality, i.e. an inequality of ‘level’ 

or success, concealing and academically consecrating an inequality of chances 

of access to the highest level of education. 

        (Bourdieu & Passeron, 1977: 158) 

The main argument put forward in this extract is that the organisation and the 

functioning of the schooling system retranslate social inequalities into academic 

inequalities. By ‘deferred elimination’, what is meant is that time is needed for the 

educational system to “give itself the means of obtaining recognition of the legitimacy 

of its sanctions and their social effects” (Borudieu and Passeron, 1977: 210). When 

exclusion no longer is sufficient per se, it is necessary to resort to a ‘soft approach’, 

which requires persuading the excluded “of the legitimacy of their exclusion” (Bordieu 

and Passeron, 1977: 209).  

In order to carry out this function of ‘social conservation’, the schooling system must 

establish ‘hidden criteria’ for determining the opportunities of entry and success. Tests 

are considered powerful instruments because they are used by central authorities as 

“tools for imposing what will be learned in schools, how it will be learned, who is 

eligible to learn and to continue learning and what the criteria for correctness will be” 

(Shohamy, 2006: 105). Tests are considered ‘rites of institution’ (Bourdieu, 1991) or 

proofs of recognition that institute, give a social definition, an identity, by imposing 

boundaries (Bourdieu, 1991: 120). The solemnity attached to tests is what recognises 

them as legitimate – i.e. presenting them as the ‘moment of truth’ (Bourdieu & 

Passeron, 1977: 159). Foucault (1979) explains that tests combine techniques that act as 

a “normalizing gaze, a surveillance that makes it possible to qualify, to classify and to 
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punish” (Foucault, 1979; as cited in Shohamy, 1993: 5). The reward and sanction 

system attributed to tests explains why their contents often say “This is important! Pay 

attention!” (Baker, 2012: 4). These techniques grant tests their disciplinary role in 

society and prescribe the behavior of “those who are affected by their results – 

administrators, teachers and students” (Foucault, 1979; as cited in Shohamy, 1993: 5).  

Societal ascriptions to tests stem from the ways in which policymakers present them as 

important measurement techniques that are scientifically and objectively based, even if 

this perceived importance “may turn out to be independent of how effective tests 

actually are in improving educational quality” (Baker, 2012: 4). This model contrasts 

with more ‘democratic’ forms of assessment, based on principles of shared power and 

collaboration in which local groups – test-takers, teachers, students and schools – 

develop their own assessments and use multiple assessment procedures (portfolios, self-

assessment, projects, observations and tests) (Shohamy, 2001a: 379). Formative 

assessment systems such as ‘assessment for learning’, which are dynamic forms of 

assessment, have the purpose of helping “the learners improve their performance” 

(Llinares, Morton & Whittaker, 2012: 19). Research interest in this area within the past 

15-20 years has searched for ways to support learners in reaching learning outcomes 

that “can feed back into instruction” (Llinares, Morton & Whittaker, 2012: 281). The 

emergence of numerous publications have introduced a dimension of shared power by 

bridging assessment with learning (e.g. Gardner, 2006; Harlen, 2007; Marzano, 2010; 

Popham, 2008). Assessment systems are thus integrated to the goals of the educational 

system, rather than used in isolation.  

The reality, however, is that tests are often introduced ways that may not be very 

democratic, enforcing policy agendas. Shohamy (2001a) claims that tests tend to “lie in 

the hands of powerful organizations that control and define knowledge in their own 

terms, often without any form of consultation with pedagogical experts and negating 

existing knowledge as expressed in curricula” (Shohamy, 2001a: 375). The 

consequences of such uses of tests, rather than guide subsequent learning, often provide 

a narrow and “reductive redefinition of existing knowledge” (Shohamy, 2001a: 374). As 

argued in the previous chapter, standardised tests have been introduced as a mechanism 

that “promises to demonstrate how schools can be made more efficient” (Baker, 2012: 

4). Consequences are often attached to students’ performance in these tests in the form 
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of access or to particular schools, programmes or strands. In the context of the BP, the 

high-stakes standardised English language test KET/PET is the only benchmark in the 

selection and streaming of students into the CLIL strands in secondary. This test is 

delivered by an external institution of international prestige that has its headquarters in 

the UK (Cambridge Assessment, n.d.). 

 

3.2.3.  Naturalising the ‘good’ and ‘deficit’ student through a system of 

merit 

Having described the specific mechanisms of social selection in schools and the ways in 

which linguistic value hierarchies are inscribed in the practices of everyday life – 

through the habitus that is inculcated in educational spaces, this section focuses on how 

such hierarchical logic is naturalised under meritocratic views of student success. As 

argued in the preceding sections, the main tenet of reproduction theories is that the 

differences in valuation among the abilities, knowledge and language of students “is 

rooted in the value systems of the social classes and cultural groups” (Martín Rojo, 

2015: 492). Meritocracy shifts the responsibility for success, or lack thereof, on the 

individual, rather than on the social conditions that explain why certain groups succeed 

in schools and others fail to do so. A system of merit conceives the schooling system as 

a vehicle of equal opportunities and social mobility that demands “everyone pull 

themselves up by their bootstraps” (Leistyna, 1999: 148). This logic establishes that 

those with distinguished talent and effort should be rewarded, and is often used to 

justify students’ academic success or failure: those students who succeed academically 

are seen as ‘talented’ or ‘gifted’ whilst who are perceived as academically weak tend to 

be placed under an invisible norm that positions them as ‘lacking’ the necessary capital 

to navigate the “language and bodies of knowledge” (Leistyna, 1999: 3) of the school. 

According to Heller and Duchêne (2012), maintaining control over defining what 

counts as legitimate language has become “an important means for securing access to, 

and maintaining, positions of power within modern nation-states” (Heller & Duchêne, 

2012: 5). Under these conditions, liberal democracies are able to “mistify and justify 

social stratification, by setting up linguistic value hierarchies that are in principle 

democratically accessible” (Heller & Duchêne, 2012: 4). These hierarchies are 
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“constructed through mechanisms of social selection, legitimized by discourses which 

locate failure at mastery in the moral fiber or physical characteristics of the excluded, 

rather than in the desire of the powerful to remain so” (Heller & Duchêne, 2012: 4). A 

system of merit allows elites to secure their advantage by being given access to 

communication technologies and to the languages that “offer shortcuts to globalisation” 

(Blommaert, 2010: 3), meanwhile the so-called ‘different’ students (i.e. those who may 

not participate in the goals of mainstream education and experience unequal access to 

elite programmes) are positioned under an invisible norm that works from a ‘deficit’ 

orientation that positions them “in need of fixing (if we could only find the right 

recipe!), or, at worst, culturally and genetically deficient and beyond fixing)” 

(Bartolomé, 1994; as cited in Leistyna, 1999: 12). These students consequentially run 

the risk of being “reduced to a second-class status, at least as far as language instruction 

is concerned” (Cummins, 2013: 8).  

These social representations may “influence teachers’ expectations and communicative 

practices” (Snell & Lefstein, 2018: 50). Social actors are owners of these perceptions, 

which are conformed by images and understandings that are shaped by and interact with 

the unequal valuation of linguistic varieties of students from different social classes or 

ethnic backgrounds (Martín Rojo, 2015: 503). These perceptions often lead to a virtuous 

or vicious cycle: teachers who implicitly communicate their high expectations to 

perceived high ability students will afford these student “communicative rights that 

highlighted their role as legitimate participants in the classroom” (Snell & Lefstein, 

2018: 45). In turn, students will respond by becoming more interested in classroom 

activities, which reinforces their teachers’ perceptions of their ability or willingness to 

learn. By contrast, students who are positioned as academically weak may become 

discouraged by the teacher’s low expectations, “switch off from learning (replacing 

active participation with a passive shrug or one-word response), and thus continue to 

fulfil the identity of low achiever attributed to them” (Snell & Lefstein, 2018: 73; see 

Black, 2004; Martín Rojo, 2010; Rist, 1970).  

Teacher expectations, however, may not always replicate existing social hierarchies, 

and could challenge or oppose them being reproduced. Martín Rojo (2015) draws on 

Pérez-Milan’s analysis (2013), stating that teachers, as social agents, can explore 

alternative approaches in which languages and students previously excluded “are not 
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only included in educational process, but are the agents of their own inclusion” (Martín 

Rojo, 2015: 503). Additionally, Ball (1997) argues that teachers are not one-

dimensional characters that are “either ‘conservative and narrow-minded’ passive 

implementers of official educational policy or ‘romantic resisters’” (Ball, 1977; as cited 

in Jaspers, 2018: 195). Alternately, teachers are working under complex circumstances 

that require careful attention to negotiation of a “complex, stratified society that does 

not for the moment promise to change its language policy soon” (Jaspers, 2018: 208). 

As stratification and inequity are hardly impossible to avoid, teachers are often 

“negotiating an impossible situation that individually they can do little to improve 

without risking negative career sanctions” (Reay et. al. 2007; as cited in Jaspers, 2018: 

207-8).  

As argued in this thesis, among the most contested aspects involved in the streaming 

process within the BP is the role of language – English – in legitimating the placement 

of students into the CLIL Bilingual Section and CLIL Bilingual Programme strands, and 

the consequential division of students attending these strands during the whole school 

timetable. The configuration of the schooling system as a space for equal opportunity – 

otherwise its goals would be undemocratic – encounters the tensions involved by reason 

of the language demands introduced alongside the streaming process, which could 

assign a differential value to the CLIL strands – and, by the same token, the students 

attending them. For this purpose, an ethnography was employed, one that effectively 

gathers in-depth descriptions and explanations which can capture complexities, 

contradictions, and consequences related to streaming in the BP in two socioeconomic 

areas of Madrid. Relevant theoretical and methodological underpinnings of the 

ethnography are explained in the following sections.  

 

3.3. Critical sociolinguistic ethnography and educational 

ethnography as a backdrop 

Ethnography is a form of qualitative and interpretivist research that draws interest 

towards the ways in which social practices are “connected to the very real conditions of 

people’s lives” (Heller, 2008: 250). Drawing on Heller (2011), Pietikäinen (2016) 
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highlights that ethnography is “a powerful way to examine how what happens locally is 

not distinct from wider patterns of social organization or from the ways in which 

categorization is used to reproduce or challenge social inequality” (Pietikäinen, 2016: 

272). Ethnography conceives context not as “stereotypical, neutral and self-contained” 

(Blommaert, 2005: 19), but rather as complex and contradictory. Locality is central to 

ethnography and requires attending to the “singularity of each situation” (Heller, 

Pietikäinen & Pujolar, 2018: 6) in which the processes under study unfold. 

Ethnographic research, thus, contributes to the understanding of how social practices are 

situated in particular circumstances of social life and how they both reflect and add 

meaning and action to those circumstances (Schiffrin, 1996: 307).  

This thesis touches on two relevant strands of ethnographic research: critical 

sociolinguistic ethnography and educational ethnography. These strands share in 

common the perspective that social hierarchies of different ethnic and national groups 

shape and are shaped in the practices taking place in educational institutions. Moreover, 

these fields of ethnographic research have gradually shifted attention from fixed 

locations towards an interest in flows or “sites differentially situated with respect to 

connecting processes” (Heller & Duchêne, 2012; 14). Interest in the study of social 

phenomena in more than one site is motivated by the work of anthropologists such as 

Appadurai (1996), Hannerz (1996) and Marcus (1995), who anticipated the challenges 

that the paradigms of globalisation posed to the understanding of patterns such as the 

circulation of communities and networks. The essence of a multi-sited research design 

is to follow “people, connections, associations and relationships” (Falzon, 2009: 2) as a 

useful way to approach social action as a “complex and unfolding process” (Heller & 

Duchêne, 2012: 15). Concepts such as scale (Blommaert, 2010), flows and circulation 

(Heller, 2011), and trajectories and chains (Agha & Wortham, 2005) foreground current 

emphasis on time-space aspects, together with the focus on connections – often beyond 

a single site (Pietikäinen, 2016: 264).  

Contemporary critical sociolinguistic ethnographies have drawn attention to the ways in 

which educational institutions are being transformed in the current context of 

globalisation (Garrido & Codó, 2017; Heller 2006; Martín Rojo, 2010; Pérez-Milans, 

2013; Rampton, 2006). A critical perspective centres on the interactional practices 

taking place in educational spaces to investigate the processes “through which the 
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construction of inequality takes place” (Martín Rojo, 2010: 57). (see Codó & Patiño-

Santos, 2018; Martín Rojo, 2013; Relaño Pastor, 2015). Martín Rojo’s article (De) 

capitalising5 students through linguistic practices. A comparative analysis of new 

educational programmes in a global era (2013) addresses the inequities engendered 

upon the introduction of new language demands and requirements in schools in Madrid. 

The article provides a detailed sociolinguistic ethnographic account of the coexistence 

between two linguistic programmes, the BP, which uses a CLIL approach, and the 

Bridging Programme, which aims to teach Spanish to descendants of non-Spanish-

speaking migrants. The study focuses on the ways in which the commodification of 

languages – i.e. of English – is creating programme hierarchies that reinforce social 

stratification and produce a social selection process. Pérez-Milans and Patiño Santos 

(2014) also provide a detailed ethnographic exploration of the hierarchies resulting from 

the polarisation of students and teachers in these programmes (Pérez-Milans & Patiño 

Santos, 2014: 452; see Martín Rojo & Alcalá, 2010; Mijares & Relaño Pastor 2011). 

Critical sociolinguistic ethnographies carried out in educational institutions, thus, have 

centered on the intensified role of language and how it is discursively constituted, 

negotiated or contested in a variety of contexts and institutions in the wake of wider 

social transformations. Educational ethnographies have placed a greater emphasis on the 

classroom behaviours that guide the academic experience of high- and low-ability 

groups (Anyon, 1980; Burgess, 1983; Gamoran, 1992; Page, 1987; Schwartz, 1981). A 

well-known ethnographic study conducted in the context of the United States is 

gathered in Anyon’s seminal article Social class and the hidden curriculum of work 

(1980). The article provides illustrative examples of differences in the types of student 

work in five schools that represent different social classes that range from elite to low-

income schools. As observed by Anyon, the school experience differed by social class 

and so did the development of students’ potential relationships to symbolic capital. 

Findings in Anyon’s study offer tentative empirical support for the ways in which 

schools emphasise different skills – cognitive and behavioral – through a set of 

curricular, pedagogical and student evaluation practices. According to this author, these 

 
5 Capitalisation/decapitalisation (Martín Rojo, 2010) are understood to be the result of the management 
of symbolic capital, and are defined as acts of bestowing or withholding symbolic capital such as “access 
to language learning, which can be converted into economic capital” (Martín Rojo, 2018: 550). 
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differences contribute to reproduce the system of relations in society by reason of the 

“complex but not readily apparent connection between everyday activity in schools and 

classrooms and the unequal structure of economic relationships in which we work and 

live” (Anyon, 1980: 12). This study would influence subsequent educational 

ethnographies. 

 

3.3.1. Features of an ethnography of the BP 

The ethnography employed in the present study builds on the frame of critical 

sociolinguistic ethnography developed, mainly, by Martín Rojo (2010) and Heller 

(1999; 2002; 2011) and on the educational ethnography by Anyon (1980). Specifically, 

the ethnographic research undertaken attends to the values and meanings ascribed to 

particular linguistic varieties in the process of streaming in the BP, but also delves into 

the ways in which such values and meanings are articulated in everyday social practices, 

through the habitus or system of dispositions – cognitive, linguistic and gestural – that 

emerges in the communication practices taking place in the CLIL Bilingual Section and 

CLIL Bilingual Programme strands. A critical approach acknowledges the ways in 

which discourse shapes and is shaped by social practices (Chouliaraki & Fairclough 

1999: 37; Martín Rojo, 2010: 90-93). Moreover, as will be argued in the following 

chapter, a multi-sited research design consisted in tracing the path from primary to 

secondary across two socioeconomic areas of Madrid, which necessarily involved the 

selection of multiple educational sites – two primary and two secondary schools. 

The ethnography, thus, moves between levels as an “attempt to combine close analysis 

of fine details of behavior and meaning in everyday social interaction with analysis of 

the wider societal context” (Erickson, 1990; as cited in Martin-Jones, Blackledge & 

Creese, 2012: 12). Drawing on Erickson (1990), Martin-Jones, Blackledge and Creese 

(2012) argue that ethnographic research is necessary as a way of making visible the 

connections between societal influences and the “slippery phenomena of everyday 

interaction” (Erickson, 1990; as cited in Martin-Jones, Blackledge & Creese, 2012: 12). 

Here, it is worth highlight the relevance of agency in practice, which involves a sense of 

possibility or judgement, rather than a mere focus on practice as repeated action or 

iterative process that involves ongoing repetitions of the same things (see Pennycook, 
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2010a). Actors are in constant tension by reason of the ambivalences between different 

behavioural expectations, the opposition in the constrictions that they are subject to and 

the ideals that are proclaimed, as well as by the distance that requires the present 

situations and the schemes in which people have been socialised in the past (Martín 

Criado, 2014: 127). 

Street (2012) argues that reflexivity involves awareness, that is, recognising that the 

researcher is bringing assumptions “to bear on the local accounts and questioning how 

far these are appropriate and how they might need to be changed” (Street, 2012: 75). 

Bearing in mind that meanings and categories such as ‘bilingual education’ and ‘CLIL’ 

are ongoing and dynamic social constructs that need to be “described and interpreted as 

an element of the social and cultural practices of sets of speakers” (Heller, 2008: 249), 

the researcher’s position, or stance, may “generate particular affordances and blind 

spots” (Heller, Pietikäinen and Pujolar, 2018: 30). Reflexivity, in these terms, demands 

careful examination of the engagement of our (i.e. the researcher’s) changing and 

complex involvements with others, as relates “representations of power, our linguistic 

and social practices, our emotions (reactions and discernments), our biases, and 

constructions of difference throughout the research process” (Clark & Dervin, 2014: 

26).  

The research project follows an interactional and discursive approach, one that provides 

the linking of analyses of the workings of the discursive spaces, that is, spaces where 

discourses connected to streaming in the BP are produced (see Heller, 2008). These 

spaces allow for, but also constrain, the production and circulation of discourses and 

ideologies (see Heller, 2012). Hence, the discursive aspects of the communicative 

practices are a vital entry point in the understanding of how schools that take part in the 

goals of the BP – and key stakeholders who interact within them – regulate and are 

affected by the educational processes legitimated under this programme – streaming 

being one exemplary case. Situated productions and performances allow the researcher 

to attend to different manifestations of interactional data, which may be complex, 

ambivalent and contradictory because they involve different manifestations of action, 

positionalities as well as frames of interpretation, value and representations, under 

situated conditions. These manifestations are embedded in two domains of social 
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interaction – stakeholders’ stances and classroom practices, which are described in the 

following sections.  

 

3.4. A discourse analytic approach to the study of stakeholders’ 

stances 

The analysis of stakeholders’ – primary school teachers, families and secondary school 

teachers – stances conducted in this thesis has the purpose of gathering their views, 

beliefs, attitudes, and orientations on specific aspects of the streaming into the CLIL 

Bilingual Section and CLIL Bilingual Programme strand: the ways in which the criteria 

for placement into these strands are interpreted by key stakeholders in the school 

community in two socioeconomic areas of Madrid (research question one) and the 

values that emerge from these participants’ representations of these strands and the 

students attending them (research question two). It draws on the approach developed by 

Martín Rojo and Molina (2017), who follow a discourse analytic model of analysis 

(drawing, mainly, from the field of sociolinguistic ethnography) that emphasises the 

role of local complexities in interactional activities (Martín Rojo & Molina, 2017: 674). 

Above all, this viewpoint means “not relying on forms of textual analysis alone, but 

instead making ethnography central” (Pennycook, 2010b: 80), and requires a 

“perspective on language as intrinsically tied to context and to human activity” 

(Blommaert, 2005; as cited in Pennycook, 2010b: 80).  

The analytical framework provided below has the purpose of bringing forward any 

controversies arising from streaming in the BP, which are identified through the tracing 

of indexical meanings identified in stakeholders’ dialogic negotiation of stance. In the 

following sub-section, a description of stance-taking as an act of evaluation is provided. 

This is followed by a layout of the role of face negotiation in stance-taking. An 

overview of the three factors that have proven central within the co-construction of the 

stance object are provided, which correspond to contextualisation, inferencing and 

stance accretion. Tools from Critical Discourse Analysis (CDA) employed for the 

analysis of the representation of social actors are also explained.  
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3.4.1. Stance-taking as an act of evaluation 

Stance is a complex term that has received attention among a wide range of disciplines 

studying language and social interaction. Jaffe (2009) argues that stance has important 

implications for sociolinguistic ethnographic research: first, stance is connected to 

subject positions as well as interpersonal and social relationships; and second, stance 

acts enter the sociocultural field by playing an important role addressing “social (and 

sociolinguistic) reproduction and change” (Jaffe, 2009: 4). Jaworski and Thurlow 

(2009) suggest that stance-taking is ‘the primary discursive mechanism’ that articulates 

a system of values and beliefs, which are no other than systems of representation that 

are deployed by social classes and other groups “in order to make sense, figure out and 

render intelligible the way society works” (Jaworski & Thurlow, 2009: 221). Du Bois 

(2007) came up with an elaborated approach to the understanding of stance by 

addressing its role within the broader social dimension. Stance, in Du Bois’ terms, is 

described as a discursive mechanism that consists of a social act of “evaluation owned 

by a social actor” (Du Bois, 2007: 175). In the process of evaluating the objects, 

participants position themselves – align or disalign – with other subjects (see Jaffe, 

2009). Three nodes – evaluation, positioning and alignment – are consequential to the 

stance act. Du Bois (2007) provides the following definition that addresses these 

elements as integral to the stance act, which is described as: 

A public act by a social actor, achieved dialogically through overt 

communicative means (language, gestures and other symbolic forms), through 

which social actors evaluate objects, position subjects (them-selves and others), 

and align with other subjects, with respect to any salient dimensions of the 

sociocultural field.  

(Du Bois, 2007: 163) 

The stance object refers not just to the material, but in fact “salient dimensions of the 

sociocultural field” (Du Bois, 2007: 163) or, in Jaworski and Thurlow’s (2009) terms, 

“a thing, a person, an event, a behavior or an idea” (Jaworski & Thurlow, 2009: 219). It 

is therefore framed within a system of constructed values and beliefs that carry 

sociocultural and ideological elements. For these authors, the relationship between 

stance-taking and ideology is dialectical in that the former activates the latter. Even 
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though stances express “multiple and ambiguous meanings” (Jaffe, 2009: 4), their 

analysis make it possible to identify them as “instances of activating or actualizing 

particular aspects of ideology” (Jaworsky & Thurlow, 2009: 221).   

Martín Rojo and Molina (2017) draw on Du Bois’ framework in their study of an 

informal event involving students from Spain and China and lecturers. According to 

these authors, the choice of stance-taking as a conceptual tool of analysis lies in its 

relevant and usefulness for analysing naturally situated interaction (see Martín Rojo & 

Molina, 2017; see Márquez Reiter, 2018). In their analysis of stance-taking, the stance 

objects are “negotiated and gradually co-constructed within interaction” (Martín Rojo & 

Molina, 2017: 685), rathern than static. Thus, the stance objects are framed and 

reframed, defined and redefined (see Martín Rojo & Molina, 2017). Sociocultural 

values and ideologies are always evoked “to reframe and redefine the object of stance, 

which is therefore not a static and automatically shared entity, but an object of 

collision” (Martín Rojo & Molina, 2017: 675). This wavering of objects and meanings 

ascribed to them account for the dialogic dimension of stance, which “is achieved and 

emergent in interaction, co-constructed with one’s interlocutors” (Jaffe, 2009: 8; see Du 

Bois, 2007).  

The fact that stance is constructed and negotiated by the coparticipants in the 

communicative act necessarily requires attention to the social relationships that are 

entailed in the “sociocognitive relations which organise language use” (Du Bois, 2007: 

141). These relationships take us to the intersubjective dimension, which is calibrated 

through alignment, working on two levels: (1) through structural alignment, that is, 

when participants “cooperate in creating and maintaining the interaction” (Márquez 

Reiter, 2018: 5) and (2) within the domain of constructed values that are evoked by the 

stance objects, which informs how intersubjectivity is “ideological in nature” (Martín 

Rojo & Molina, 2017: 683). Within this terrain of constructed values, alignment occurs 

when agreement among belief systems is shared with respect to the stance. By contrast, 

disalignment involves communicative actions characterised by a clash among stances. 

Realigning actions, in turn, are intended to “restore or assure meaningful interaction” 

(Márquez Reiter, 2018: 5) by reason of problematic situations emerging from different 

value systems.  
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Here, it is important to highlight that the term ‘intersubjective’ reminds us that “a 

person’s identity must always be understood in relational terms” (Norton, 2010: 350). 

Identity, according to Cashman (2008), refers to ‘brought-along’ social identity 

categories or ‘who people are’, “such as racial or ethnic group, institutional identity, 

social role, or occupation, and sex, gender, or sexuality” (Cashman, 2008: 293). 

Additionally, identity is constructed in interaction. Linguistic elements “are seen as 

resources for both indexing social identities and constructing them” (Cashman, 2008: 

293). 

 

3.4.2. Negotiation of face in stance-taking 

In the act of stance-taking, participants’ face (Goffman, 1967) is also negotiated. Face, 

according to Goffman, is “the positive social value a person effectively claims for 

himself [or herself]… in terms of approved social attributes” (Goffman, 1972; as cited 

in Penman, 1994: 15). The social dimension of face implies that participants are 

constantly negotiating their image and the meaning of their actions within the 

communicative event, rather than offer exact or objective descriptions of these (Martín 

Criado, 2014: 122). The visibility of the acts and the social pressure  – in the form of 

social acceptance or rejection – compels individuals to be strategic in the ways they 

manage discourses on the basis of social categories and symbolic schemes, and to be 

aware of the constrictions that lie upon their actions (Martín Criado, 2014). In 

negotiating face, participants co-construct their identities whilst “many stances and 

responses within interaction have a sense of it being ‘the right thing to say’ ” (Martín 

Rojo & Molina, 2017: 693). This negotiation informs the desire to save our own face, 

which requires us “to monitor our actions carefully” or to ‘save’ the face of others, 

leading to tactful behavior. Face, thus, is an interactional rather than a personal 

construct and has its roots in sociocultural values.  

The negotiation of face is one component of the analysis of stance-taking in this thesis. 

Brown and Levinson (1987) draw on Goffman (1967) to explain that face, as something 

that is emotionally invested, “can be lost, maintained, or enhanced” (Brown & 

Levinson, 1987: 61). When reinforced, participants ‘build face’ through the ratification 

and maintenance of a positive image. The assumption here is that individuals generally 
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“have an interest in maintaining each other’s face” (Locher, 2004: 66). However, “some 

actions are intrinsically threatening to face” (Kendall, 2011: 117), which might cause 

individuals to “lose face” (e.g. through acts that make a person feel shame or 

embarrassment). Acts that threaten the hearer’s self-image (or positive face) or freedom 

of action (or negative face) include complaints, interruptions, criticisms, disagreements, 

strong expressions of emotion, requests for personal information, the raising of taboo 

topics, orders, advises, threats and warnings (see Brown & Levinson, 1987). 

 

3.4.3. Inferencing, contextualisation and stance accretion 

Martín Rojo and Molina (2017) pose that, within the co-construction of the stance 

object and the process of stance alignment, three factors have proven central: 

inferencing, contextualisation and stance accretion (Martín Rojo & Molina, 2017: 685). 

Gumperz (1982) describes conversational inference as a “situated or context-bound 

process of interpretation, by means of which participants in an exchange assess others’ 

intentions, and on which they base their responses” (Gumperz, 1982: 153). 

Conversational inference allows the speakers to obtain information on what is 

presupposed about the degree of knowledge of any given object and the value system of 

their interlocutors (Díaz Ordaz, 2009: 377). Thus, conversational inference evokes “the 

cultural background and social expectations necessary to interpret speech” (Gumperz, 

1992a: 229) whereby participants in an exchange assess the intentions of the other 

participants and upon which they base their own responses (Gumperz & Cook-

Gumperz, 1982).  

The inferencing work that speakers engage in not only depends on understanding the 

context, but also on being involved in the “contextualisation” of talk (Roberts, 2014: 

199; see Gumperz, 1992a, 1992b). Contextualisation cues provide the signaling cues 

that channel these “interpretations in one direction or another” (Gumperz & Cook-

Gumperz, 1982: 18). Linguistic and paralinguistic signs actively invoke “objects, ideas 

and contexts, including the context which it is constructing” (Roberts, 2014: 199). 

These cues serve as indexical signs that construct the contextual ground that underlie 

participants’ situated interpretation, affecting how messages are understood (Roberts, 

2014). Contextual cues include prosodic features (intonation, emphasis, tone, rhythm, 
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etc.); paralinguistic features (tempo, pauses, laughs, vacilations, overlap of speech turns, 

etc.); the choice of code (alternating languages or registers, the election of phonetic, 

phonological or morphosyntactic features); and the selection of syntactic forms 

(routines of opening and closing, metaphoric expressions, etc.) (Díaz Ordaz, 2009: 378). 

Through contextualisation and negotiation of the stance objects, participants “interpret 

the positioning of others” (Martín Rojo & Molina, 2017: 692). Stance accretion consists 

in the “gradual accumulation of repeatedly taken stances in the run of conversation ends 

up making for reinforced, enduring positionings and identity structures” (Martín Rojo & 

Molina, 2017: 680; see Du Bois, 2007; Rauniomaa, 2003). The cumulative effects of 

acts of stance-taking are an important “resource for the production and interpretation of 

speech” (Jaffe, 2009: 13). That is, stance accretion dynamically shapes the interpretation 

of individual acts of positioning and the underpinning ideologies that connect what 

people say with the social world (Jaffe, 2009).  

 

3.4.4. Representations in discourse: Using tools from Critical Discourse 

Analysis (CDA) 

Social actors are owners of images and understandings, which “subsequently guide 

people in their communicative behaviour and lead to practices that mostly reproduce 

these images and understandings, which then again channel subsequent action” (Jaspers, 

2010: 193; see Calvet (2006). For instance, if an educational programme is understood 

in terms of social prestige, the practices taking place will be closely fit the category of 

high status (e.g. through the choice of a language of instruction of prestige, more 

sophisticated use of communication patterns, etc.). As already explained, teachers’ 

perceptions of his or her students as ‘high achievers’ also relates to their being 

positioned as high performing or competent. These images and understandings are 

“shaped by and interact with ideologised representations of language and society that 

legitimise the existing social order” (Jaspers, 2010: 193). Such representations are said 

to be inserted in the speaker’s “attitude or stance towards, viewpoint on, or feelings 

about the entities or propositions that he or she is talking about” (Johnstone, 2009: 31).  
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In order to access these representations, the analysis employs tools from Critical 

Discourse Analysis (CDA), which aims to make transparent and visible “the ways in 

which discourse acts as an instrument of power in contemporary societies” (Blackledge, 

2008: 298; see Fairclough, 1995; Laclau & Mouffe, 1985/2001). The point here is that 

CDA is a valuable tool for examining how participants of social practices can be 

represented in discourse, which plays a significant part in the work of many critical 

linguists (e.g., van Leeuwen, 2008; Fairclough, 1989; Fowler et. al., 1979; Kress & 

Hodge, 1979; van Dijk, 1991). Discursive representations, thus, constitute a relevant 

feature in understanding how “existing representations of differentiated groups in 

society come to constitute dominant ideologies” (Blackledge, 2008: 203). Analysis of 

the representations used by social actors and the categories employed by these proves 

useful for the identification of particular relationships established among groups (e.g. 

opposition, polarisation), which are connected to processes such as the stratification of 

groups in society (Martín Rojo, 2003: 166).  

The analysis addresses forms of designation and attributes commonly used to categorise 

the CLIL Bilingual Section and CLIL Bilingual Programme strand and the students 

attending these strands. Specific representation that are incorporated to the analysis are 

forms of categorisation – i.e. how social actors are represented in terms of “the identities 

and functions they share with others” (van Leeuwen, 2008: 40). These include forms of 

designation and attributes used to designate groups such as generalised categorisations, 

the assignation of positive or negative attributes and describing actors in terms of their 

actions. These forms of categorisation are relevant elements in the analysis of the 

discursive practices taking place in any given context in order to gain insight into the 

activities people engage in, including habits, customs and things that are done in a 

general sense (Pennycook, 2010a: 21).  

 

3.5. A social approach to the study of classroom interaction in 

the CLIL and non-CLIL classroom 

As explained in the above sections, the analysis of stance-taking in this thesis addresses 

stakeholders’ – primary school teachers, families and secondary school teachers – 
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views, beliefs, attitudes, and orientations towards the criteria for placement into these 

strands together with the sociocultural values and ideologies that emerge from these 

participants’ representations of these strands and the students. Moving from the level of 

perceptions – i.e. of the values and frames of interpretation emerging from stakeholders’ 

discourses – to the level of classroom practices was a necessary step for the 

investigation of the effects of streaming on students’ socialisation in the CLIL strands in 

the context of the BP. Classroom interactional practices, thus, constitute another 

relevant source of data, adding another dimension to the discourses, ideologies, values 

and representations that have been evoked in the process of stance-taking. The purpose 

of the analysis is to address the dynamic relationship between pedagogical purposes and 

the types of communication systems employed in the classrooms that belong to the 

CLIL strands in two socioeconomic areas of Madrid (research question three).  

The approach to classroom interaction in this thesis draws on the models used for the 

analysis of classroom interaction in CLIL by Llinares, Morton and Whittaker (2012), 

who draw on a range of theoretical perspectives, in particular those of systemic 

functional linguistics (SFL) and sociocultural psychological theory, and on frameworks 

developed in second language acquisition (SLA) and science teaching (Mortimer & 

Scott, 2003). Findings are incorporated into a critical perspective that names how 

“different practices, behaviors, forms of language, and meaning are ideologically 

produced and hierarchically valued in society” (Leistyna, 1999: 10; see Bourdieu & 

Passeron, 1977). Habitus is employed as a lens for interpreting the “general patterns of 

classroom behavior” (Gibbons, 2006: 84) identified and articulated in the processes of 

teaching and learning in educational spaces, together with their potential indexing of 

social position within the status quo (Blommaert, 2015; see Bakhtin, 1981).  

In the following section, I address the theories and perspectives that inform dialogic 

teaching as a pedagogy that exploits the power of talk in learning. What follows is a 

description of the potential of CLIL practice in fitting a dialogic teaching framework, 

through the use of ‘language through learning’ (Coyle, Hood and Marsh, 2010). This 

leads into a description of the ‘critical’ perspective adopted towards the study of 

dialogic teaching adopted in this thesis. The remaining sub-sections deal with the 

specific theoretical models used for the analysis of pedagogical practices in this thesis.  
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3.5.1. The role of talk in shaping students’ thinking in classroom 

interaction: Emerging pedagogies 

Interest in new approaches that focus on what teachers can do to influence learning have 

grown rapidly from the 1970s onwards, particularly in the field of teacher education. 

Improving the effectiveness and efficiency of classroom pedagogy experienced an 

increasing number of classroom studies that use qualitative methods to analyze 

classroom talk. For example, researchers such as Douglas Barnes have analysed “the 

nature of group work and the way that teacher questioning affected pupil response” 

(Grenfell, 2012: 61; see Barnes, 1976/1992, and Barnes & Todd, 1977). Sinclair and 

Coulthard (1975) also noticed that talk between a teacher and students was frequently 

organised into patterns of pedagogic language that structure classroom discourse (see 

also Mehan, 1979). In recent years, attention has been drawn to talk-intensive or 

dialogic pedagogies, which centre on the relevance of classroom talk in shaping 

“student thinking and to secure their engagement, learning and understanding in 

classroom study” (Hardman, 2008: 132). Talk-intensive pedagogies place greater 

emphasis on students playing an active part in their learning process by being given the 

opportunity to “assume greater control over own learning by initiating ideas and 

responses” (Hardman, 2008: 134).  

Among these pedagogies, one that has come to be known as dialogic teaching (see 

Alexander, 2008) exploits the power of talk in shaping students’ thinking as a means to 

secure their engagement. This teaching and learning approach has experienced wide 

popularity in the UK, where it has been appropriated by official agencies such as the 

Qualifications and Curriculum Authority (QCA) (Alexander, 2008: 112). The reason 

behind the momentum gathered is that dialogic teaching has been notably influential in 

the development of ideas and viewpoints that move forward/away from traditional 

models of classroom discourse structures. According to Alexander (2008), dialogic 

teaching has the following characteristics: 

- Collective: teachers and children address the learning tasks together, whether as 

a group or as a class; 

- Reciprocal: teachers and children listen to each other, share ideas and consider 

alternative viewpoints; 
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- Supportive: children articulate their ideas freely, without fear of embarrassment 

over ‘wrong’ answers [or language errors]; and they help each other to reach a 

common understanding; 

- Cumulative: teachers and children build on their own and each other’s ideas and 

chain them into coherent lines of thinking and enquiry;  

- Purposeful: teachers plan and steer the classroom talk with specific educational 

[and language development] goals in view.  

(Alexander, 2008: 105) 

Considered a ‘cognitively potent’ (see Alexander, 2008) element in a teacher’s 

communication system repertoire, dialogic teaching rewards particular classroom 

behaviours such as student agency by allowing students to ‘try out’ new ideas and ways 

of thinking (Solomon & Black, 2008: 75). Dialogic teaching has been adapted to a 

variety learning contexts such as secondary science classrooms and CLIL classrooms 

(see Llinares, Morton & Whittaker, 2012; Mortimer & Scott, 2003). The notion of 

scaffolding is central to dialogic teaching and broadly refers to “the ways in which more 

expert others intervene temporarily to enable learners to achieve learning goals” 

(Llinares, Morton & Whittaker, 2012: 11). This concept draws on Vygotsky’s notion of 

ZPD (Zone of Proximal Development) – the zone between what a learner can do 

without assistance, but also what the learner might achieve with the assistance of a 

teacher or some other more ‘expert’ person – and brings together “the progress in 

learning of the individual student with the key role of the teacher in assisting that 

learning” (Mortimer & Scott, 2003: 20).  

Dialogic teaching draws extensively on sociocultural psychological theory and social 

constructivism. A main tenet of sociocultural psychological theory is that, if one wishes 

to investigate the way people think about the world, the place to start is “to investigate 

the ways in which they talk and communicate about the world” (Mortimer & Scott, 

2003: 10). This intimate relationship between thinking and talking is based on the 

understanding that learning involves a transition from the social to individual 

understanding, whereby the “social tools for communication become internalised and 

provide the means for individual thinking” (Mortimer & Scott, 2003: 10). Vygotsky’s 

perspective is at the heart of sociocultural theory. Vygotsky (1978, 1986) was a 
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psychologist and one of the first in this discipline to “acknowledge the role of talk in 

organizing learners’ understanding of the world” (Hardman, 2008: 134). For Vygotsky, 

language use “is the essential mediating tool in our cognitive development” (Llinares, 

Morton & Whittaker, 2012: 11). Learning, from a Vygotskian perspective, is seen “as 

moving from assisted to unassisted performance” (Mortimer & Scott, 2003: 21). 

Ultimately, the aim of such assistance if for the learner to be able to self-regulate, which 

typically happens when they “monitor their learning against learning goals, they apply 

learning strategies and tactics when engaged in tasks, and they make adaptations to their 

strategies when they judge the need to do so to make progress” (Heritage, 2010: 84; see 

Zimmerman, 2000).  

According to Solomon and Black (2008), dialogic teaching enables “genuine 

construction of knowledge” (Solomon & Black, 2008: 75). The term ‘construction’ 

owes to a tradition in the psychology of learning called social constructivism, which has 

drawn a special interest on science teaching (Edwards & Mercer, 1987; Kress et.al., 

2001; Lemke, 1990; Ogborn et.al., 1996). For social constructivists, “classroom 

discourse is not effective unless students pay an active part in their learning through 

exploratory forms of talk” (Hardman, 2008: 134). The work of Barnes on classroom talk 

focuses on the social relations in the classroom, which go beyond the content of what is 

being learned. According to Barnes (2008), learning happens through ‘working on 

understanding’ (Barnes, 2008: 4), for which the learner actively constructs “new 

information, procedures or ways of understanding to bear upon existing ideas, 

expectations and ways of thinking and acting” (Barnes, 2008: 3). This perspective on 

learning implies that the central task for teachers is to set up “situations and challenges 

that will encourage their pupils to relate new ideas and ways of thinking to existing 

understandings and expectations in order to modify them” (Barnes, 2008: 4).  

Dialogic teaching also takes from the work of Bakhtin (1981, 1986), who was a 

philosopher and contemporary of Vygotsky. Bakhtin’s concepts of dialogism and 

heteroglossia centre on language as being “never monologic but always dialogic” 

(Jaworski & Thurlow, 2009: 195). According to Bakhtin, “dialogue pervades all spoken 

and written discourse and is essential where meanings are not fixed or absolute” 

(Hardman, 2008: 134). Bakhtin conceives “language use in situated socio-

communicative actions, as a form of social practice” (Kasper & Omori, 2010: 458), 
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rather than a process of internalisation. For Bakhtin, existence is dialogic in the sense 

that “any individual consciousness is formed against the background of others, and of 

social practices such as language” (Mortimer & Scott, 2003: 121). These views on the 

social dimension of language approximate to those of Bourdieu and Voloshinov (the 

latter being one of his colleagues) in that words, expressions and discourses are 

understood to be filled with “historically configured symbolic power features” 

(Blommaert, 2015: 10). Bakhtin conceived that all utterances “carry traces of past 

utterances and the social and cultural contexts of talk and action in which they were 

embedded” (Jaffe, 2009: 20). Any aspect of speech can therefore be seen as what 

Bakhtin called “voice”, that is, an “index of social positions within a given social status 

quo” (Blommaert, 2015: 10; Bakhtin 1981). 

 

3.5.2. CLIL and ‘language through learning’: Fitting a dialogic teaching 

framework 

As already stated in chapter two, CLIL is a bilingual education approach in which a 

second or foreign language is used as a medium of instruction for learning both 

academic content and language. CLIL has the potential to fit into the category of a 

modern, innovative, efficient and forward-looking approach that “posseses the potential 

to enhance students’ interest by satisfying their basic needs for autonomy, mastery, and 

social relatedeness” (Rumlich, 2017: 118; see Deci & Ryan, 1985). In recent years, 

CLIL research has drawn on a variety of theories and approaches to classroom 

pedagogy, including sociocultural approaches to classroom interaction, functional 

models in Second Language Acquisition (SLA) and models educational linguistics, as 

well as on fields such as science. This integrated approach has allowed CLIL 

researchers to develop effective pedagogies that seek to exploit the power of talk to 

engage and shape CLIL students’ thinking and learning (see Llinares, Morton & 

Whittaker, 2012). Moreover, in CLIL, language development is a desired learning 

outcome. Given that students are learning through an additional or foreign language, 

they need “the language features which are essential for the construction of knowledge 

in the classroom” (Llinares, Morton & Whittaker, 2012: 13).  
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Coyle, Hood and Marsh (2010) argue that CLIL is closely linked to particular forms of 

language use, that of ‘language through learning’, which is defined as the new language 

that “will emerge through learning” (Coyle, Hood & Marsh, 2010: 63), which requires 

deep thinking and engagement. What this means is that, by making use of language to 

advance learning, learners are encouraged to “articulate their understanding, which in 

turn advances new learning” (Coyle, Hood & Marsh, 2010: 63). This approach 

encourages learners’ ‘creative use of spontaneous language’. Given that ‘language 

through learning’ involves much more active student involvement in the learning 

process, it provides “an alternative approach to a transmission model” (Coyle, Hood & 

Marsh, 2010: 63) that forces students into being merely passive recipients of 

knowledge. This language component, thus, can fit a dialogic teaching framework. 

Moreover, the choice of ‘language through learning’ can also apply to any classroom, 

and not just the CLIL classroom. As long as the teacher provides students with 

opportunities to use language (spontaneous and planned) to articulate their thinking, 

‘language through learning’ will allow for students’ development of knowledge, skills 

and understanding.  

 

3.5.3. Dialogic teaching and habitus formation 

One of the main criticisms of a dialogic teaching framework is that, by taking a 

sociocultural psychological and constructivist stance – i.e. by arguing that language use 

mediates cognition and learning happens through ‘working on understanding’, it 

overlooks how such use is social and historically rooted on the structures of society. 

Bakhtin’s views, which add a social dimension to words and expressions, have been 

appropriated rather loosely and hardly ever critically by these fields. This ‘acritical’ 

perspective may lead to the stereotyping of certain groups by taking for granted the 

status quo, imposing a prescriptive agenda of classroom talk (see Snell & Lefstein, 

2018). Moreover, emphasis on creating a ‘culture of talk’ may position “individuals as 

certain types of pupil: bright and articulate versus low ability and inarticulate” (Snell & 

Lefstein, 2018: 72). Similarly, Delpit (1993) states that “wordy” or academic ways of 

speaking often reflect (upper) middle-class values that are not experienced by students 

from other social, economic and cultural backgrounds. The author provides the example 
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of speakers of Athabaskan, an indigenous language of North America, who use a 

metaphorical style because, in this language, “the shorter way of saying something is 

always better” (Delpit, 1993: 294). Emphasis on classroom talk may also lead to 

preconceived ideas about language use during certain activities. Seedhouse (2004) 

argues that in task-oriented contexts, the speech exchange system is generally 

constrained as the outcome of the activity is the completion the task. The tendency to 

minimalise linguistic forms could lead to the assumption that impoverished language is 

used. Seedhouse cautions against this belief by arguing that in task-oriented contexts, it 

is “generally not relevant to talk of topic or meaning in this context” (Seedhouse, 2004: 

133). 

The way forward in this thesis is to adopt a critical perspective that moves beyond any 

homogenizing paradigm and, along with it, any conservative effort to enforce a common 

form of pedagogy. A critical lens interprets certain practices as contributing to 

“legitimation of the established order by establishing distinctions (hierarchies) and 

legitimating these distinctions” (Bourdieu, 1991: 167). This legitimation process 

inevitably involves that all other groups or designated sub-groups are forced to define 

themselves by their distance from the dominant groups (Bourdieu, 1991: 167). 

Pedagogical practices, thus, are interpreted as playing a role in (re)producing certain 

cognitive, behavioral and linguistic set of dispositions that index social position and 

contribute to the development of certain potential relationships to symbolic capital 

(Anyon, 1980: 1; see Apple, 1990; Au & Jordan, 1981; Bourdieu & Passeron, 1977; 

Bowles & Gintis, 1976). Habitus formation can therefore be identified through the 

untangling of the interactional dynamics into which students are socialised. 

From this critical standpoint, dialogic teaching is said to inculcate a set of dispositions – 

i.e. cognitive, linguistic and gestural – that typically lead to students’ agency and self-

confidence in learning: first, it allows for “cognitive engagement with meaningful 

content” (Llinares, Morton & Whittaker, 2012: 34) and drives linguistic and conceptual 

(or the way people think) development (Llinares, Morton & Whittaker, 2012: 34); 

second, it typically involves ‘language through learning’ (Coyle, Hood & Marsh, 2010) 

in that it provides a rich context for student language development (see Llinares, 

Morton & Whittaker, 2012); third, it rewards agency by giving students more control 

over what they are learning. These elements assign a greater status to the students’ 
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contributions, and underline “their ownership of the learning that is going on” (Solomon 

& Black, 2008: 75). Wells and Ball (2008) draw on Dewey (1938) to point out that 

exploratory talk and ‘working on understanding’ (both essential to dialogic teaching) 

contribute to the development of the life-long disposition of increasing “one’s 

understanding in order to act effectively and responsibly when faced with challenging 

situations” (Wells & Ball, 2008: 168). Additionally, these dispositions may lead to 

social power and regard. As students are gradually given more control and 

responsibility for their own learning, they are imbued with the culture of autonomy, 

self-definition and, not impossibly, creativity (Bowles & Gintis, 1976: 217), which 

characterise middle-class “entrepreneurial, professional and technical backgrounds” 

(Bowles & Gintis, 1976: 217). 

In this vein, dialogic teaching is more closely associated to a practice of social 

distinction (i.e. connected to status and regard) in that it facilitates academic 

achievement, rather than understood as being “a ‘‘best practice’’ prescription” (Snell & 

Lefstein, 2018: 42; Lefstein & Snell, 2014). By contrast, in a pedagogy of transmission 

model, learning is understood as being the acquisition of “large quantities of (inert) 

knowledge” (Wells & Ball, 2008: 168). Freire (2000) has referred to this model as the 

‘banking model’ of education. Students, rather than being active participants in the 

“construction of deep and meaningful learning experiences” (Leistyna, 1999: 217), 

often engage in recitation talk, which represents learning as ‘getting the right answer’ 

(see Barnes, 2008). Facts and pieces of information are narrowly defined, preventing 

students from engaging in higher-order thinking. Student interventions in the form of 

questions are a rarity because they could be seen as slowing the whole class down 

(Soto, 2019: 99). As students are given limited opportunities to express their point of 

view, they may adopt unsuitable strategies “when they are required to understand 

complex ideas either in science or in the humanities and social sciences” (Barnes, 2008: 

11). Additionally, these dispositions could represent an obstacle for meeting aspirations 

of status in that they often reward obedience and submissiveness, hampering the 

continuous development of students’ “creative aesthetic, emotional, and intellectual 

capacities” (Bowles & Gintis, 1976: 216; see Anyon, 1980).  

The following sections move from broader theoretical perspectives and categories to a 

specific focus on the analysis of classroom interaction practices carried out in this 
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thesis. Attention will be paid to the different types of register, in addition to the phases 

and pedagogical purposes of a lesson (particularly focusing on science classrooms, 

which are the context of this study). This is followed by Mortimer and Scott’s (2003) 

concept of communicative approach, which is used as a tool to describe the analysis of 

communication systems carried out in this thesis (i.e. along dialogic/authoritative 

continuum). This leads into an explanation of the scaffolding techniques used for the 

analysis, which comprise questions (teacher and student) andfeedback. An overview of 

additional scaffolding techniques identified in the analysis is also provided, which 

include moving from horizontal to vertical knowledge, breaking down the scientific 

explanation into parts, assisting in the accomplishment of a task, the use non-verbal 

language and translanguaging. 

 

3.5.4. Types of register 

The concept of register can be used to distinguish between two ways of using language 

depending on the social situation of the classroom. Llinares, Morton and Whittaker 

(2012) draw on Christie (2002) to describe two main classroom registers: the regulative 

register, which refers to “the role of language in managing the social world of the 

classroom” (Llinares, Morton & Whittaker, 2012: 29) and the instructional register, 

which refers to “the role of language in building the knowledge and skills relevant to the 

subject being studied” (Llinares, Morton & Whittaker, 2012: 29). According to these 

authors, the two registers operate in any classroom, “regardless of whether the language 

of instruction is a first or an additional language, or any combination of languages” 

(Llinares, Morton & Whittaker, 2012: 29). In this thesis, attention is focused mainly on 

the instructional register given that the analysis carried out involves examining “the 

nature of the content and the teacher’s purpose in teaching it” (Llinares, Morton & 

Whittaker, 2012: 55). The phases and purposes identified below, which centre on the 

“staging” and “building up” of the science topic, are embedded within this register. 
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3.5.5. Phases of a lesson and types of teaching purposes 

Drawing on the adaptation carried out by Llinares Morton and Whittaker (2012) of 

Mortimer and Scott’s (2003) framework for analysing classroom talk in science, two 

specific teaching phases are identified as being part of any given lesson: ‘review and 

orientation’ (or “staging process” ) and ‘introducing and developing the scientific topic’ 

(or “building up process”). The following teaching purposes are identified in each one 

of the phases: 

1.  Review and orientation stage: the “staging” process 

a. Opening up the problem  

b. Checking students’ prior knowledge on the topic 

c. Exploring students’ views  

2.  Introducing and developing the scientific story: “building up” the scientific 

topic  

a. Making the scientific meanings “available on the social plane of the 

classroom” (Mortimer & Scott, 2003: 29)  

b. Checking students’ prior knowledge on the topic 

c. Exploring students’ views  

d. Guiding students to apply, and expand on the use of, the scientific topic 

and handing over responsibility for its use; 

e. Maintaining and developing the scientific topic. 

By ‘opening up the problem’, the focus in on engaging students in the initial 

development of the scientific topic, intellectually and emotionally (Mortimer & Scott, 

2003: 29). ‘Checking students’ prior knowledge’ refers to the elicitation of students’ 

prior understanding of the topic. ‘Exploring students’ views involves “probing students’ 

views and understandings of scientific ideas and phenomena” (Mortimer & Scott, 2003: 

29). In ‘Making scientific meanings available on the social plane of the classroom’, 

teachers guide students to work with scientific ideas, providing opportunities for talking 

and thinking about new scientific meanings. ‘Guiding students to apply, and expand on 
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the use of, the scientific topic and handing over responsibility for its use’ involves 

“supporting students in applying taught scientific meanings in a range of contexts and 

handing over responsibility for using those meanings to the students” (Mortimer & 

Scott, 2003: 20; see Wood, Bruner & Ross, 1976). Finally, ‘maintaining the 

development of the scientific topic’ refers to occasions in which teachers provide a 

commentary on the unfolding scientific topic, “to help students to follow its 

development and to see how it fits into the wider science curriculum” (Mortimer & 

Scott, 2003: 29).  

 

3.5.6. Moving along the dialogic/authoritative continuum: An analysis of 

communication systems  

Barnes (2008) explains that ‘the communication system that a teacher sets up in a lesson 

shapes the roles that pupils can play, and goes some distance in determining the kinds of 

learning that they engage in” (Barnes, 2008: as cited in Llinares, Morton & Whittaker, 

2012: 52). That is, teachers’ use of different ways for dealing with content in 

accordance with specific teaching purposes can have positive or negative effects for 

students’ learning, ultimately determining their roles as agents in the learning process or 

passive recipients. Mortimer and Scott (2003) use the concept of communicative 

approach to a tool to describe the communication systems in science classrooms. These 

authors identify two domains along which talk between teachers and students (and 

certainly between students) can be described: interactive/noninteractive and 

dialogic/authoritative. Interactive refers to when two or more people contribute and non-

interactive is when one person intervenes. In classrooms in which the teacher’s 

interventions are based on questions for which he or she has only one answer in mind, 

students are engaged in authoritative interaction. In these contexts, “if students do not 

come up with the required answer, their suggestions are put to one side” (Mortimer & 

Scott, 2003: 36). When this type of interaction predominates, it may follow a 

pedagogical model of transmission in which, as argued earlier in this chapter, the 

teacher sees education as merely transmitting knowledge and students are passive 

agents whose main task is to memorise the content for which they will be tested 

(Barnes, 1976/1992; see also Alexander, 2004; Pascual, 2017). The 
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interactive/authoritative approach contrasts with dialogic interactions, in which “the 

teacher gives the learner an active role, emphasising context, students’ reshaping of 

knowledge through interaction, and learners’ interpretations as crucial to learning” 

(Pascual, 2017: 45).  

As argued earlier in this chapter, a dialogic framework is closely associated to a practice 

of social distinction (i.e. connected to status and position) in that it rewards certain 

forms of cognition and language behaviour. Authoritative and dialogic interaction, 

however, do not constitute poles from which teachers ‘choose’ one or another, but 

rather conform a continuum in which teachers generally alternate in different stages of a 

lesson. Thus, both types of interaction are considered adequate “depending on the 

teachers’ goals at different moments of the learning process” (Pascual, 2017: 45; see 

Barnes, 1976/1992; van Lier, 1996; Mortimer & Scott 2003; Alexander, 2004; Wragg & 

Brown 2001). As Llinares, Morton and Whittaker (2012) argue, in any given lesson 

“some communicative approaches are more dialogic than others” (Llinares, Morton & 

Whittaker, 2012: 71). These authors add that “for some very specific teaching purposes 

and phases of the lesson it may not even be appropriate to use dialogic talk” (Llinares, 

Morton & Whittaker, 2012: 7). Barnes (2008) claims that it is in the earlier stages of a 

new topic that exploratory talk (which is central to a dialogic teaching) is likely to 

interrelate with “old ways of thinking and new possibilities” (Barnes, 2008: 7). For 

example, if the teacher’s purpose is to “elicit students’ views on a topic as a bridge to 

introducing the subject-specific knowledge, the choice is likely to be a 

dialogic/interactive communicative approach” (Llinares, Morton & Whittaker, 2012: 

71). This may follow with a more authoritative tone tied to the introduction and 

development of the ‘official’ content, in which the teacher typically delivers information 

through explaining facts and principles that aim to consolidate the ‘scientific’ point of 

view (Scott, 2008). Here, it is also important to highlight once more that, even though 

both interactional formats – dialogic and authoritative – are important in learning, 

Barnes (2008) argues that often times teachers shift towards authoritative talk (which he 

refers to as ‘presentational talk’) too soon, when students are “still at the stage of 

digesting new ideas” (Barnes, 2008: 7). 
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3.5.7. The role of scaffolding 

The continuum of authoritative and dialogic discourse overlaps with the concept of 

scaffolding, which plays a central role in the meaning making process as a way to 

bridge students’ ways of thinking’ with the new science topic. As mentioned in section 

3.6., scaffolding is considered a key term in sociocultural literature, and effectively 

overlaps with Vygotstky’s concept of ZPD in teaching and learning. Scaffolding is 

defined by Maybin, Mercer and Stierer (1992) as “the temporary, but essential, 

assistance which helps apprentice learners into new skills, concepts or levels of 

understanding” (Gibbons, 2006: 175). This assisted performance is said to be largely 

epitomised through dialogue (Cazden, 1983, 1988; Maybin, Mercer & Stierer, 1992; 

Mercer, 1995; Webster, Beveridge & Reed, 1996; Wells, 1999). In other words, 

scaffolding is more than just helping a student accomplish a task. According to Webster, 

Beveridge and Reed (1996), scaffolding is aimed at increasing the level of student 

competence, which is “achieved through teacher support of student activities and 

problem-solving, but without the teacher taking over, and actively assists learners to 

construct their own understanding” (Gibbons, 2006: 175). These authors use the term 

scaffolding interchangeably with ‘dialogic teaching’. Both concepts are considered 

powerful cognitive and linguistic tools in the development of students’ academic and 

communicative resources, and can apply to other contexts. As Gibbons (2006) suggests, 

scaffolding “is oriented towards showing students how to do (or think or say), rather 

than what to do, think or say” (Gibbons, 2006: 176).  

Maybin, Mercer and Stierer (1992) argue that there are two criteria for determining 

whether a particular exchange of help can be interpreted as scaffolding: first, there 

“must be evidence of a learner successfully completing the task with the teacher’s 

evidence of the learner having achieved a greater level of independent competence as a 

result of the scaffolding experience” (Gibbons, 2006: 175). A second criterion is from 

the point of view of the teacher who, in the scaffolding process, ultimately aims “to 

hand over knowledge and control to the students” (Gibbons, 2006: 175). As students are 

able to gradually monitor their own learning, feedback and questions are said to be 

relevant instructional techniques that support self-regulation by “giving students the 

hints he [or she] could use to take the next step in his [or her] design” (Heritage, 2010: 

84). Moreover, we can think of questions and feedback as interactional scaffolding 
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processes, as explained in further detail in the following sub-sections. According to 

McCormick and Donato (2000), who focus on English as a Second Language (ESL) 

teaching and learning, questions are a fundamental discursive tool for scaffolding 

students’ comprehension because they engage learners in instructional interactions by 

“checking comprehension and building understanding of complex concepts” (Llinares 

and Pascual, 2015: 17). Feedback is also said to “scaffold the students towards the 

target content” (Nguyen, 2018: 140). As Heritage (2010) points out, “when feedback 

provides models, clues or hints to support improvements in learning, it is operating as 

an instructional scaffold” (Heritage, 2010: 84). 

 

3.5.7.1. The role of teacher questions 

 Asking questions serves is a function of language “in which we investigate reality and 

access knowledge” (Llinares, Morton & Whittaker, 2012: 83). Higher order or 

‘complex’ questions are questions that “promote reflection, self-examination and 

enquiry through the use of ‘open’ questions which invite students to speculate, 

hypothesise, reason, evaluate and to consider a range of possible answers” (Hardman, 

2008: 135; see Brown & Wragg, 1993). By contrast, factual or ‘closed’ questions are 

“questions in which students provide the ‘right’ answer as defined by the teacher” 

(Hardman, 2008: 135; see Dillion, 1994; Wood, 1992). Several studies have concluded 

that higher order or complex questions – as opposed to factual questions – tend to 

“foster achievement and a deeper understanding of concepts” (Llinares & Pascual, 

2015: 17; see Crooks 1988; Redfield & Rousseau, 1981). In a dialogic teaching 

framework, higher order or complex questions will tend to appear in dialogic 

interactional formats such as exploratory talk, given that teacher questions seek student 

expansion by engaging their views. These questions “will contribute both to increasing 

the linguistic complexity of students’ responses and to promoting more engagement 

with the academic content and, consequently, deeper learning” (Llinares & Pascual, 

2015: 18; see Nassaji & Wells, 2000; Harlen & Winter, 2004; Dalton-Puffer, 2007). In 

an authoritative interaction, more instances of recitation talk will be identified, whereby 

the teacher asks ‘factual’ questions for which he or she already knows the answer.  
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Additionally, Llinares, Morton and Whittaker (2012) draw on Mehan (1979) to 

distinguish referential and display questions. Referential questions “demand unknown 

information” (Llinares, Morton & Whittaker, 2012: 84), whereas display questions are 

those whose answer is known by the person who formulates the question. Generally 

speaking, referential questions trigger “more complex and longer answers from the 

students” (Llinares, Morton & Whittaker, 2012: 84), whereas display questions typically 

demand shorter answers. This may not, however, always be the case as some referential 

questions trigger brief and simple responses. Schleppegrell (2004) argues that the 

cognitive demand of a question depends largely on “what the teacher’s goals are, what 

the students have already learned, and the point in the lesson at which the question is 

asked” (Schleppegrell, 2004; as cited in Llinares, Morton & Whittaker, 2012: 85). In a 

similar way, Dalton-Puffer (2007) argues that, when studying teacher questions, it is 

important to identify their function or goal as a way of determining how they contribute 

to students’ learning of the subject content. This author’s classification of academic 

questions is based on different elicitation purposes. This classification is summarised by 

Llinares and Pascual (2015) and includes examples: 

- Questions for facts: ask for objective happenings, something which is known to 

have happened or to exist: What happened with floods? 

- Questions for explanations: ask for how something happened and for 

elaboration of facts: So, in the everyday life, how did that affect?  

- Questions for reasons: look for reasons, arguments or causes why something 

happened: Why along rivers? 

- Questions for opinions: ask for the students’ personal opinion about a fact: Do 

you think there were economic reasons?  

- Meta-cognitive questions are those which engage the learners in an extended 

dialogue to argue a particular position or to be aware of their own mental 

processes: What do you mean? 

(Dalton-Puffer, 2007; as summarised by Llinares & Pascual, 2015: 18) 
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Dalton Puffer’s (2007) analysis of teachers’ CLIL classrooms in Austria shows that 

meta-cognitive questions, which triggered students’ engagement in in complex 

responses aimed at enhancing their potential ‘language through learning’ (Coyle, Hood 

& Marsh, 2010), were rarely used by the teachers. The point made by Dalton-Puffer is 

that there was a dominance of factual or ‘closed’ questions (89% to be exact), “which 

usually made the interaction cognitively undemanding for the students” (Llinares, 

Morton & Whittaker, 2012: 86). Other studies have shown similar findings in L1 

contexts. Wragg and Brown (2001) found that “70-80% of teachers’ questions in L1 

contexts focused on low order skills (remembering facts)” (Pascual, 2017: 190). 

Nystrand and Gamoran (1997), also found “a majority of what they call “test 

questions”, which elicited pre-specified answers, allowing teachers to be in control of 

the interaction and its direction, “to the detriment of authentic and more dialogic types 

of questions” (Pascual, 2017: 190).  

 

3.5.7.2. The role of student questions 

As Llinares, Morton and Whittaker (2012) explain, “students are aware that their role in 

the classroom is that of a non-expert who is expected to follow the teacher’s instructions 

and is rarely expected to initiate interactions” (Llinares, Morton & Whittaker, 2012: 88). 

This view owes, fundamentally, to the legacy of a pedagogy of transmission, where 

students are passive receivers of knowledge, rather than active participants of 

meaningful and profound learning experiences. When student questions do take place, 

Dalton-Puffer (2007) indicates that most of these questions are referential, that is, they 

seek information that is unknown to them (see Brock, 1986; Romero & Llinares, 2001). 

According to this author, the majority of these questions tend to occur in the regulative 

register. In Dalton-Puffer’s data, students “rarely ask questions to obtain specific 

information on the content, let alone to obtain explanations or arguments” (Llinares, 

Morton & Whittaker, 2012: 88).  

However, as Llinares, Morton and Whittaker (2012) explain, certain activities such as 

project work “seem to trigger students’ real engagement in interaction and their 

formulation of different types of questions, also within the instructional register [that is, 

the part of the lesson in which knowledge and skills that are relevant to any given 
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subject are being built]” (Llinares, Morton & Whittaker, 2012: 88). In their study of a 

CLIL geography class, they identified patterns of student questions during a class 

discussion of a project. This type of activity, according to the authors, provided 

opportunities for ‘language through learning’ (Coyle, Hood & Marsh, 2010), as students 

spontaneously used language to formulate questions in order to progress in their 

thinking and obtain new knowledge. These questions, thus, typically signal a dialogic 

teaching framework.  

 

3.5.7.3. The role of feedback 

According to Hardman (2008), feedback is found to be “particularly powerful when it is 

used by teachers to adapt their teaching to the learning needs of students” (Hardman, 

2008: 132). Drawing on Dillion (1994), the author puts forward the statement that a 

higher order question on the part of the teacher alone does not necessarily cause a 

complex answer on behalf of the student (Hardman, 2008: 135). In order to be effective 

in opening up classroom talk, emphasis needs to be placed on the ways in which 

“teachers react in their feedback to student responses” (Hardman, 2008: 136). Hence, it 

is important to attend to the management of the turn-taking, whether the lesson is 

whole-class or group or pair-based. Work on linguistic patterns of interaction has been 

carried out extensively by researchers such as Sinclair and Coulthard (1975) and Mehan 

(1979), who reveal that the triadic initiation-response-evaluation (IRE) exchange is 

most common in teacher/student interaction, where: 

- I stands for initiation: normally through a question from the teacher. 

- R stands for response: from the student. 

- E stands for evaluation: by the teacher.  

(Mehan, 1979; as cited in Mortimer & Scott, 2003: 40) 

Most authoritative interactions are said to be plaid out through an I-R-E pattern 

(Mortimer & Scott, 2003: 41). The restrictive nature of this pattern has been extensively 

criticised in the study of classroom interaction, mainly because students are not given 

enough interactional space to develop their ideas or participate in extended talk (Nikula, 

2007; see Llinares, Morton & Whittaker, 2012). Some scholars, however, have 
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“supported the use of this pattern as long as teachers are clear about its purposes and 

goals” (Llinares, Morton & Whittaker, 2012: 78; see Christie, 2002; Schleppegrell, 

2004). As Llinares, Morton and Whittaker (2012) point out, the way in which the I-R-E 

pattern is used, together with the role of the participants, determine its effectiveness as a 

communicative tool (Llinares, Morton & Whittaker, 2012).  

An alternative form of exchange occurs when the teacher, rather than evaluate, gives 

feedback or elaborates on the student’s answer. The pattern of interaction is known as I-

R-F (F stands for feedback). Mortimer and Scott (2003) argue that this pattern of 

interaction can also occur in a chain, as an I-R-F-R-F. Both patterns (I-R-F and I-F-R-F-

R) support students by prompting elaboration of their own point of view, thereby 

sustaining interaction that typically leads to dialogic interaction (Mortimer & Scott, 

2003; 41). Even when sequences start with questions that seek known information, 

Nassaji and Wells (2000) explain that such sequence can develop into ‘more equal 

dialogue’ in which “the teacher requests justifications or counter-arguments, instead of 

evaluating students’ responses” (Llinares, Morton & Whittaker, 2012: 81). This type of 

feedback has also been referred to by Mortimer and Scott as expanding feedback 

(Mortomer & Scott, 2003; see Llinares, Morton & Whittaker, 2012; see Llinares, 2007a, 

2007b). 

In her analysis of teacher feedback in CLIL and EFL classrooms, Llinares (2005) 

divided feedback into two types: interactional and pedagogic. Interactional (or 

conversational) feedback refers to “that provided by the teacher with no evaluative or 

corrective purpose” (Llinares, Morton & Whittaker, 2012: 83). Pedagogic feedback 

(also referred to as corrective feedback) consists of “follow-up or feedback turns with 

the purpose of correcting or evaluating the children’s performance” (Llinares, Morton & 

Whittaker, 2012: 82). Pedagogic feedback is closely related to Mortimer and Scott’s 

notion of expanding feedback. This type of feedback is expected to take place in 

instructional practices, whereas interactional feedback normally occurs in conversations 

outside the classroom.  

Lyster and Ranta (1997) developed a taxonomy for describing the types of pedagogic 

feedback given by teachers upon students’ errors. This classification is provided in table 

3.1. 
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Clarification request Indication that an utterance has not been 

heard or understood, sometimes with the 

purpose of drawing attention to non-

target forms 

Explicit correction Provision of the correct form, indicating 

that something was incorrect 

Recast Implicit correction of an utterance by 

means of reformulation 

Elicitation Repetition of the error with rising 

intonation 

Repetition  Repetition of the error with rising 

intonation 

Metalinguistic feedback Reference to the well-formedness or 

correctness of the student’s utterance 

without providing the correct form 

 

Table 3.1. Types of pedagogic feedback (Lyster & Ranta, 1997; as cited in Llinares, 

Morton & Whittaker, 2012: 203). 

Clarification requests occur when a teacher signals that either the word/utterance was 

not understood or their utterance is ill-formed in some way and a reformulation is 

needed” (Nguyen, 2018: 49). Typical clarification requests are “Pardon me?”, “Sorry?” 

or “I don’t understand”, although these could take other forms such as input 

modification strategies. In explicit correction, “the teacher supplies the correct form and 

clearly indicates that what the student said was incorrect” (Lyster & Mori, 2006; as 

cited in Nguyen, 2018: 13). Recasts involve a teacher’s implicit reformulation “of all or 

part of a student’s utterance, minus the error” (Lyster & Ranta 1997: as cited in Nguyen, 

2018: 47). What is aimed with this form of corrective feedback is that the student 

notices the error without “interrupting the flow of communication” (Linares, Morton & 
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Whittaker, 2012: 207). Mohan and Beckett (2003) use the term functional recast 

because these recast sequences “do not involve the correction of grammatical errors” 

(Llinares, Morton & Whittaker, 2012: 209).  

Elicitation is a technique in which the teacher attempts to “get the student to produce 

the correct form either by asking them to complete the teacher’s utterance through 

questions to elicit correct forms, or by asking students to reformulate their own 

utterances” (Llinares, Morton & Whittaker, 2012: 210). This type of feedback is 

commonly used to elicit content and teacher questions and tend to have rising 

intonation. In repetition, the teacher “repeats the students’ error and in most cases 

adjusts intonation to highlight that error” (Nguyen, 2018: 50).  Finally, metalinguistic 

feedback “contains information related to the correctness of the student’s utterance, 

without explicit correction” (Llinares, Morton & Whittaker, 2012: 212).  

 

3.5.7.4. Additional scaffolding techniques 

Specific interventions that count as scaffolding are teacher questions and feedback, 

which have been explained above. Additional scaffolding techniques (which may 

involve the use of questions and feedback) include: 

1. Moving from horizontal (or everyday) to vertical (or scientific) knowledge. 

Llinares, Morton and Whittaker (2012) draw on Bernstein (1999) to explain that, 

in vertical discourses, relate “to the kind of uncommonsense knowledge which is 

learned through formal education” (Llinares, Morton & Whittaker, 2012: 39). 

Horizontal discourses, on the other hand, “are more related to the kind of 

commonsense knowledge that is acquired through participation in local practices, 

such as family or friendship groups” (Llinares, Morton & Whittaker, 2012: 39).  

2. Breaking down the scientific explanation into parts: e.g. differentiating between 

ideas, marking key ideas, breaking up the meaning of key terms, providing clues 

as to the meaning of items. 

3. Assisting in the accomplishment of a task: e.g. clarifying the task with individual 

students, elicit from students what they have done so far (see Gibbons, 2006).  
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4. Using non-verbal language: e.g. using paralinguistic features such as tone of voice 

and gestures. 

5. Translanguaging. According to Moore and Nikula, (2016), this is an effective 

scaffolding device in CLIL classrooms as it may serve the purpose of ‘orienting to 

language in content’ or ‘orienting to the flow of interaction’ (Moore & Nikula, 

2016).  

 

3.6. Chapter summary and conclusion 

The chapter has addressed the study’s overall conceptual framework. The first part of 

the chapter begun with an exploration of the critical theories that address the 

relationship between language, education and society. This has been followed by an 

examination of the ways in which educational institutions reproduce the existing social 

order. Habitus has been described as a a system of dispositions – linguistic, cognitive 

and gestural – that underlies the production of all practices. A layout of the mechanisms 

of social selection in educational institutions has been provided. This has been followed 

by an explanation of the ways in which a meritocratic logic naturalises the unequal 

value and distribution of symbolic resources in schools, and how perceptions of student 

ability may influence the learning expectations placed on students. The second part of 

the chapter has explained the main features of the ethnography conducted in this thesis, 

which touches on two relevant strands of ethnographic research. It has addressed the 

two main domains of social interaction gathered – participants’ stances and classroom 

practices. The chapter proceeded to describe the analytical models used to approach 

these two dimensions of social interaction. Stance-taking has been described as an 

effective conceptual tool that captures speaker’s positioning and evaluation of the social 

in the form of views, attitudes and beliefs. The analysis of stance-taking draws on the 

approach developed by Martín Rojo and Molina (2017), who follow a discourse analytic 

model of analysis. This has been followed by a description of the analytical framework 

employed for the study of classroom talk. This approach draws on the models used for 

the analysis of classroom interaction in CLIL by Llinares, Morton and Whittaker 

(2012). The critical framework used to interpret the findings in the patterns of 

classroom interaction identified has also been described. 
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Chapter 4. Methodological approach 

4.1.  Introduction 

Chapter three introduced the conceptual framework of this thesis, which seeks to 

investigate the effects of streaming in the BP on the socialisation of students in two 

CLIL strands – Bilingual Section and Bilingual Programme. The purpose of this chapter 

is to outline the present study’s overall methodological approach, research design, 

description of the sites and participants, data collection methods and analytical 

procedures. The chapter begins with a layout of the research questions that motivated 

the study. This leads into a description of the research design of the study, that of a 

multi-sited ethnography. A depiction is provided of the four sites in which the fieldwork 

was conducted, which correspond to educational institutions in primary and secondary 

situated in contrasting social class areas. The subsequent section addresses the 

participants and data collection techniques employed for the ethnography. Ethical 

considerations pertaining a variety of issues related to the study are discussed. The rest 

of the chapter covers the tools used for the analysis of the two sources of interactional 

data gathered in this thesis. 

 

4.2.   Research questions 

The shaping of the research questions resulted from cross-examination of a variety of 

ideas, perspectives and positions in the literature on selection processes involved in 

students’ access to and participation in CLIL and my own interest in exploring 

streaming as a contested process within the Madrid Regional Education Government’s 

BP. The idea of conducting an ethnography of the BP gradually crystalised as a topic of 

enquiry. In particular, this thesis seeks to identify the effects of streaming on the 

socialisation of students in the CLIL Bilingual Section and CLIL Bilingual Programme 

strands – i.e. the teaching practices they engage in – as they transition from primary to 

secondary in the context of the BP. As this thesis captures two dimensions of social 

interaction – stakeholders’ stances and classroom practices, it was required that research 

questions captured both domains. The research questions, then, are:  
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1. What constitutes the streaming criteria for placement into the CLIL Bilingual Section 

and CLIL Bilingual Programme strands in students’ transition from primary to 

secondary? How are these criteria interpreted by stakeholders in the school 

community – primary school leaders, families and secondary school teachers – in 

two different socioeconomic areas (School District A and B)? 

2. How are both strands and the students attending these strands represented in two 

socioeconomic areas chosen and what is the value emerging from these discourses of 

the educational community in two socioeconomic areas (School District A and B)?   

3. What is the dynamic relationship between pedagogical purposes and the types of 

communication systems employed in the CLIL Bilingual Section (CLIL BS) and 

non-CLIL Bilingual Programme (non-CLIL BP) classroom in two socioeconomic 

areas (School District A and B)?  

4. How do these two dimensions – stakeholders’ stances on streaming and the 

pedagogical practices in both CLIL strands – interplay? 

The four blocks of research questions correspond to the perspectives on streaming and 

selection in CLIL introduced in chapter two. Question one relates to the criteria for 

placement into the CLIL Bilingual Section and CLIL Bilingual Programme strands and 

the interpretation of these criteria on behalf of key actors in the school community 

across socioeconomic areas (School District A and B). Question two addresses the 

representations of these strands and the students attending them, with the purpose of 

interpreting the value emerging from the stances – views, beliefs, attitudes, and 

orientations – gathered from key stakeholders’ discourses. The subsequent research 

question, question three, attends to the classroom practices across classrooms in both 

CLIL strands, with a focus placed on the relationships between pedagogical purposes 

and the choice of communication systems used in each context (i.e. along the continuum 

of dialogic/authoritative classroom discourse). The final question, question four, 

addresses the interplay between these domains of empirical evidence – stakeholders’ 

stances and classroom interaction practices – for a better understanding of the 

implementation of streaming across these areas.  
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4.3.   Research design: A multi-sited ethnographic approach 

The ethnography conducted in this study has been conceptualised as a useful means of 

gaining in-depth explorations of how streaming in the BP works and why, what it means 

to stakeholders (and why) and whether it carries consequences for students’ educational 

experience in two CLIL strands – i.e. through the potential lasting habitus identified in 

these spaces. The present section describes and justifies the multi-sited research design 

carried out. Marcus describes the main features that define multi-sited ethnography as a 

way of scientific enquiry. For Marcus (1998), a multi-sited ethnography: 

 

is designed around chains, paths, threads, conjunctions, or juxtapositions of 

locations in which the ethnographer establishes some form of literal physical 

presence, with an explicit, posited logic of association or connection among sites 

that in fact defines the argument of the ethnography.  

 (Marcus, 1998: as cited in Weis, Fine & Dimitriadis, 2009: 441) 

 

A multi-sited ethnography conceives the meanings derived in social interaction as being 

situated and at the same time “in a web of encounters that stretch across time and space” 

(Heller, Pietikäinen & Pujolar, 2018: 6). These considerations pose an interesting 

perspective on how to approach the fieldwork. Stemming from the interest in doing an 

ethnography of the BP, there was the need to investigate this programme not only across 

school levels – primary and secondary, but also among strands – CLIL Bilingual 

Section and CLIL Bilingual Programme, as well as across neighborhoods – School 

District A and B – with a different history and population profile. The ability to follow 

the path that links primary to secondary, the streaming decisions that are made and the 

meanings and values associated to the CLIL strands across educational contexts 

required a research frame that moved beyond the conventions of anthropological 

tradition and the prevailing understanding of sites being seen as the “container of a 

particular set of social relations” (Falzon, 2009: 1).  

In order to trace these local meanings, it was necessary to gain access to the situated, 

contextual knowledge relevant to my research questions (Heller, Pietikäinen & Pujolar, 

2018: 96). To this end, two sources of interactional data were gathered: interview data 
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and classroom interactional data. Interviews are considered to be “forms of social 

interaction and as sources of real language data” (Codó, 2008: 158). The motivation for 

collecting interview data consisted in addressing stakeholders’ stances with respect to 

how the streaming criteria for placement into the CLIL strands are interpreted by the 

school community in addition to the sociocultural values emerging from actors’ 

discursive representations of these stands and the students attending them in two 

socioeconomic areas (A and B) (research questions one and two). Classroom practices 

constituted another relevant source of data that allowed the researcher to observe what 

students do in the CLIL Bilingual Section and CLIL Bilingual Programme strands: 

specifically, the relationship between pedagogical purposes and the types of 

communication systems employed in the CLIL Bilingual Section (CLIL BS) and non-

CLIL Bilingual Programme (non-CLIL BP) classroom in these two areas (research 

question three).  

Attending to different forms of interactional data – classroom observations and 

interviews with key stakeholders – delineated an ambitious exercise that rendered 

relating these manifestations of situated communicative practices with each other 

(research question four). The interplay between the social meanings and activities taking 

place in these domains of social interaction would thus be “put into dynamic dialogue 

with one another” (Weis, Fine & Dimitriadis, 2009: 442) as a useful means of capturing 

the ambivalences, contradictions, and consequences tied to streaming in the BP. This 

undertaking required a relational process of mapping, connecting, tracing and claiming, 

all of which inform the interpretive processes of gathering a “bigger picture” (Heller, 

Pietikäinen & Pujolar, 2018: 122). This exercise made it possible to attend to the 

particular conditions tied to linguistic boundaries: how streaming may inform the 

criterion for being a high’ or ‘low’ achieving student in the BP; how it can be possible 

to be a ‘bilingual’ student here but not there; and whether (and how) English language 

proficiency has consequences for students’ socialisation in the CLIL strands – and, 

possibly, for their potential access to symbolic capital, as this boundary is closely 

connected to the construction of social hierarchies and differentiation (Pietikäinen, 

2016: 271; see Heller, 2001).  
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4.4. Approaching the sites: Establishing a first contact with the 

schools 

The fieldwork sites correspond to two bilingual primary and two secondary schools 

located in contrasting social class areas of Madrid, which offered particular scenarios of 

how streaming in the BP is implemented. All sites are representative of what this thesis 

seeks to investigate: the effects of streaming on the socialisation of students in the CLIL 

Bilingual Section and CLIL Bilingual Programme strands in the transition from primary 

to secondary in the context of the BP. Given that students prepare and take the high-

stakes standardised English language test KET/PET at the end of primary (in year 6), 

the results of which determines students’ placement in the CLIL strands in secondary, 

gaining access to the primary schools allowed the researcher to investigate how this test 

is actually implemented in these educational spaces. The secondary schools were central 

to the examination of students’ socialisation experience in these strands. Classroom 

observations and recordings would be carried out in these spaces, together with 

secondary school teacher interviews.  

The fieldwork experience began in two bilingual public schools – Las Esfinges primary 

and El Campamento secondary. Las Esfinges is ascribed to El Campamento, meaning 

that most students attending the former school transition to the latter for secondary 

education. Therefore, both schools adequately represent the streaming process into one 

of two CLIL strands in the transition from primary to secondary in the context of the 

BP. These schools are situated in School District A, a traditionally working-class area 

located in the South-East of the city of Madrid. The expansion of this district began in 

the 1950s, when an exodus of people from rural areas began to settle in the region. A 

large migration wave in the 1990s turned this area into one of the most multicultural in 

the city. Nowadays, its foreign population reaches 15% (Madrid local census), for the 

most part from Latin America and the Caribbean, followed by other European Union 

and North African countries – mainly Morocco. The humble origins of this district are 

noticed in the two and three-story houses that are gradually being replaced by modern 

buildings, wide avenues and parks. Its population growth is one of the highest in the city 

of Madrid due to the low catastral value of the properties, attracting many families 

looking for lower priced homes. The district comprises a total of three public secondary 
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schools. Out of these, one – El Campamento – is bilingual. This secondary school has 

five ‘feeder’ primary schools, out of which two are bilingual – Las Esfinges school 

being one of them.  

In March of the academic year 2013/14, I established a first contact with Las Esfinges 

primary school. I requested to speak with the head of studies, to whom I explained one 

of the objectives of this research project: to investigate the transition process from a 

primary bilingual school to a secondary bilingual school, with a particular focus on the 

streaming processes involved in students’ access to one of two CLIL strands – Bilingual 

Section and Bilingual Programme – in secondary. Las Esfinges is one of the first 

schools in the Madrid region to pursue a ‘bilingual trajectory’ and has become a 

reference for the school community for various reasons, one of them being that it 

provides schooling for students living under social exclusion or in nearby marginalised 

areas. The standing of this school in this area has been given by reason of the balance 

that has been achieved between the promotion of democratic values such as pluralism, 

integration, respect and solidarity, and the goals of ‘linguistic prestige’ of bilingual 

education. Approximately 13% of the students are of migrant origin and 3% correspond 

to ethnic minorities.  

Since 1996, when this school began running, it participates in the MEC/British Council 

bilingual programme. As mentioned in chapter two, this programme follows a Spanish-

English integrated curriculum that takes a different approach from the traditional EFL 

classroom by “studying areas of the primary curriculum through English” 

(Spanish/English primary integrated curriculum. Language and literacy, n.d.). 

Nonetheless, as a ‘bilingual’ public school, Las Esfinges is also required to fulfill the 

high-stakes standardised examination criteria of the BP. Students in year 6 sit the high-

stakes standardised English exam KET/PET, the results of which determine streaming 

into the CLIL strands in secondary schools taking part in the BP. Content and Language 

Integrated Learning (CLIL) is the teaching and learning approach implemented at the 

school. So-called ‘linguistic advisors’ are, for the most part, native language teachers 

that have been chosen by the British Council to teach content subjects within the 

integrated curriculum. The head of studies acceded to my conducting teacher and school 

leader interviews together with sporadic observations at the school towards the end of 

that academic year (2013/14).  
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This approval quickly allowed me to make a move and target its ascribed secondary 

school El Campamento. The need to secure this second site as soon as possible became 

a matter of urgency in order to investigate the educational practices taking place across 

CLIL strands – Bilingual Section and Bilingual Programme – in secondary. I scheduled 

a meeting with the coordinator of the bilingual project at the high school, who put me in 

contact with one of the Natural Science teachers in the CLIL Bilingual Section strand. 

This teacher allowed me to observe his Natural Science classroom, which corresponds 

to year 7 (in Spanish, 1º de la E.S.0). I was afterwards put in touch with the Natural 

Science teacher in the CLIL Bilingual Programme strand, who gave me permission to 

observe his Natural Science classroom, also in year 7. In the CLIL Bilingual Section 

strand, this subject is taught in English through CLIL (hence, CLIL BS) whilst in the 

CLIL Bilingual Programme strand, this subject is taught in Spanish (non-CLIL BP). 

Classroom observations would take place the following academic year 2014/15, 

together with teacher and family interviews. 

El Campamento secondary school holds a greater diversity of students with respect to 

other schools in the region. The student population at this school includes 21% of 

migrant background and 6% are linguistic minorities, mainly Roma students. For over 

twenty-five years, the school has been known for promoting programmes that favour 

inclusion. In previous years, the implementation of several educational initiatives 

included a Bridging Programme targeting migrant students and compensatory 

classrooms for underachieving students. In addition, El Campamento was one of the 

first secondary schools to participate in the MEC/British Council bilingual programme 

until the academic year 2010/11, when this programme was replaced fully by the 

Regional Education Government’s BP (this is not the case of Las Esfinges primary 

school, which still follows the MEC/British Council bilingual programme). The school 

provides a bus service for students living in a marginal area, who otherwise have no 

other means of transportation to the high school.  

This educational site has motivated relevant ethnographic research studies. In previous 

years, the coexistence between two linguistic programmes with a different linguistic and 

academic orientation – the MEC/British Council bilingual programme, which targeted 

students with a higher level of English language proficiency, and the Bridging 

Programme, which aimed to teach Spanish to descendants of non-Spanish-speaking 
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migrants, triggered insightful studies on the ways in which the goals of these 

programmes are connected to the social representations of students and teachers in each 

setting. A ten-year research project carried out at this school by a team of critical 

sociolinguistic ethnographic researchers showed how the social prestige of English as a 

dominant language, on the one hand, together with the traditional elitism of Spanish-

English language education programmes, on the other, positioned the students and 

teachers in the MEC/British Council bilingual programme as ‘the good/best ones’ 

(Pérez-Milans & Patiño Santos, 2014: 452; see Martín Rojo, 2013; Martín Rojo & 

Alcalá, 2010; Mijares & Relaño Pastor, 2011). This situation led to the devaluing of 

other programmes such as the Bridging Programme, as concluded in the observation of 

the communicative practices at this school (see Martín Rojo, 2013 for a detailed study 

of a hierarchisation of linguistic programmes at this school; see also Martín Rojo & 

Alcalá, 2010; Mijares & Relaño Pastor, 2011; Pérez-Milans & Patiño Santos, 2014; 

Relaño Pastor, 2015).  

The multi-sited research design adopted in this thesis required extending the scope of 

the area of research in order to provide a “rich” description of streaming process into the 

CLIL strands in the transition from a primary to a secondary school in the context of the 

BP. This led me to approach yet another school area – District B, a municipality situated 

west of the city of Madrid. I targeted Promesas primary school and its ‘catchment’ 

secondary school Luna. These two schools are the sites of the research project TRANS-

CLIL (FFI2014-55590-R), in which I took part in January of 2015. The area, one of the 

most affluent in Spain, is rated as having one of the highest per capita income in the 

country. Since the 1970s, this district has been experiencing extensive construction of 

new housing. The foreign population reaches approximately 9%, mainly from Latin 

America, other European countries and Asia. As it is called by the local transportation 

authorities, the ‘light train’ connects this district with the city of Madrid in barely a half 

an hour. The area has a total of three public secondary schools. Out of these, two are 

bilingual – Luna being one of them. This school is in the ‘catchment’ area of three 

primary schools, all of them bilingual and public. At the time, the coordinator of the 

research project TRANS-CLIL had initiated conversations with both schools, and in 

those exchanges my fieldwork in these spaces was confirmed. I would carry out 

interviews with school leaders at Promesas school (one of the three ‘feeder’ primary 
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bilingual schools of Luna school)  at the end of the academic year 2013/14, and 

classroom observations at Luna secondary school would take place two academic years 

later (2015/16), coinciding with the data collection for the project.  

Promesas primary school is a relatively ‘new’ school. It opened in the academic year 

2003/04 and took part in the BP three years later, in 2007/08. The school is surrounded 

by a modern residential area and high cost single family homes. The school community 

is conformed primarily by local families. Approximately 3.7% of the students are 

foreign or have one family member (mother or father) from a foreign country. These 

families are, primarily, from a middle or upper-middle-class background. A ‘bilingual’ 

atmosphere is created through a variety of curricular and extracurricular activities. As 

they are called by the Regional Education Government, ‘native language assistants’ 

work with students on the development of their conversational skills in everyday 

contexts. Mainly, the role of these assistants is limited to the assistance of CLIL content 

teachers, as they are not allowed to teach curriculum subjects. Furthermore, the school 

launched an exchange programme with a twinned school in an English-speaking 

country, granting students who are interested in taking part in this programme the 

opportunity to communicate with other English-speaking children and learn about 

another culture. The school counts with two ‘digital classrooms’ consisting of 30 tablets 

that are used for projects developed at the school.  

Luna secondary school participates in the BP since 2010/11 and enrolled a little more 

than one thousand students at the time of my visit. As with the case of El Campamento 

secondary school, Luna was one of the first secondary schools to participate in the 

MEC/British Council bilingual programme, although this programme was no longer 

running. A large sign was placed on the façade of the high school commemorating its 

25 years. The school had recently undergone an expansion of its facilities in response to 

an increasing demand of places in the CLIL Bilingual Section strand. The popularity of 

this school responds to mainly three factors: the popularity of the BP, the fast-growing 

demographics of the area and the fact that all of its ‘feeder’ bilingual primary schools 

are bilingual. According to the coordinator of the bilingual project at the school, the 

student population is very homogeneous and the number of foreign students is very 

small. The coordinator also stated that the majority of the families of students attending 

this school prioritised their children’s language learning experience and, in most cases, 
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were in possession of the economic capital to finance their children’s education (e.g. 

through private classes, summer camps, etc.). The school also counts with native 

language assistants. 

Classroom observation and recordings at this school coincided with the data collection 

for the project TRANS-CLIL. For the purpose of this study, it was considered adequate 

to centre on the same subject – Natural Science – that had been chosen for observation 

and recording at El Campamento secondary school. Hence, the interactional practices in 

two Natural Science classrooms that correspond to the CLIL Bilingual Section and 

CLIL Bilingual Programme strand were selected as data sources at Luna secondary 

school, also in year 7. I was put in touch with the Natural Science teacher, who taught 

this subject in the CLIL Bilingual Section and CLIL Bilingual Programme strand (this is 

not the case of El Campamento secondary school, as this subject is taught by two 

different teachers in each strand). As already stated above, in the CLIL Bilingual 

Section strand, this subject is taught in English through CLIL (referred to as CLIL BS) 

whilst in the CLIL Bilingual Programme strand, this subject is taught in Spanish (hence, 

non-CLIL BP). Classroom observations and recordings would take place in the 

academic year 2015/16. 

 

4.4.1. Facts on students’ transition from primary to secondary in these 

schools 

As mentioned above, Las Esfinges primary school takes part in the MEC/British 

Council bilingual programme. The school is located in School District A. 

Approximately five hundred students are enrolled from pre-kindergarten (3-5 years old) 

until year 6 (11-12 years old). CLIL instruction occupies close to one third of the school 

hours. Since 2010/11, the school prepares students for the high-stakes standardised 

English language examination of the BP – the KET/PET, which is delivered in school 

facilities towards the end of year 6. Preparation for this test has required some 

adjustment, as the school also implements its own examinations as required by the 

MEC/British Council bilingual programme’s integrated curriculum. In the school year 

2013/14, fourty-seven students in year 6 prepared the KET exam, which is the lower 

level of the test (A2 according to the CEFR). A reduced number of students who 
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attended a special needs classroom were extent from taking this test (a total of eight). 

Twenty-three students met the level A2, which gave them access to the CLIL Bilingual 

Section strand at El Campamento if they wished to attend this secondary school. This 

number represents roughly 49% of students taking this test, as shown in Figure 4.1. 

below. 

 

Figure 4.1. Percentage of ‘pass’ scores at Las Esfinges primary school. 

Promesas primary school counts with a larger student body compared to Las Esfinges 

primary school (roughly seven hundred students). There are two buildings, one for pre-

kindergarten students (3-5 years) and another one for primary students up to year 6. As 

with Las Esfinges primary school, CLIL subjects occupy close to one third of the school 

hours. As the school takes part in the Regional Education Government’s BP, the 

preparation of the KET/PET is part of the school curriculum. Both levels of the test – 

KET and PET – are prepared at the school. The criteria behind preparing either level of 

the test are decided by the primary school teachers, who sort students on the basis of 

their English language competence level. In the academic year 2013/14, a total of 

ninety-five students took the KET/PET exam, with a larger percentage of students 

taking the PET level. The students who did not take the test were five special needs 

students. Eighty-three students reached the minimum level A2, representing 87% of the 

students who took the test, as shown in Figure 4.2.  
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Figure 4.2. Percentage of ‘pass’ scores at Promesas primary school. 

The difference in the percentage of students who obtained a minimum of an A2 in both 

primary schools (87% at Promesas versus 49% at Las Esfinges) is influenced by social, 

economic and educational factors in each area. As Hess (2005) notes, there tends to be a 

link between the “socioeconomic characteristics of school populations and school-level 

examination performance” (Hess, 2005: 6). Promesas school is located in a more 

affluent area – School District B. A high percentage of the students at this school are of 

a middle- and upper-middle class background, including the majority of the small 

percentage of foreign students attending this school. The optimal results in this high-

stakes standardised English language test were manifested by the headmaster and head 

of studies at this school, who conveyed a sense of pride around students’ performance in 

this test. In contrast, Las Esfinges primary school is located School District A, a 

primarily working-class area. This school enrolls students of different social and 

cultural backgrounds, some of whom are living under social exclusion. The headmaster 

at this school explained that between 15 and 20% of the students at this school are 

underperforming by reason of these social and cultural factors. Additionally, the fact 

that the school takes part in a different bilingual programme, that of the MEC/British 

Council bilingual programme, poses an additional challenge given that the school is 
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required to meet the curricular demands of two programmes. As stated earlier in this 

chapter, the school follows the integrated curriculum of the MEC/British Council 

bilingual programme, and is also required to fulfil the examination criteria of the BP, 

which includes the preparation of the KET/PET.  

 

4.4.2. Layout of the secondary schools El Campamento and Luna 

As mentioned earlier in this chapter, El Campamento secondary school has two ‘feeder’ 

primary bilingual schools – one of them being Las Esfinges primary school. El 

Campamento has close to eight hundred students enrolled every year. The year of my 

visit to the school, there was one CLIL Bilingual Section group ‘A’ and five CLIL 

Bilingual Programme groups (‘B’ to ‘F’) (see Figure 4.3). Students in the CLIL 

Bilingual Section strand received CLIL instruction in at least one third of the school 

hours, in subjects such as Natural Science, Technology, Art, Music and Physical 

Education (P.E.). Students in the CLIL Bilingual Programme strand were also classified 

according to their English proficiency level. Groups with higher intensity or exposure to 

English (‘B’, ‘C’ and ‘D’) experienced at least one content subject through CLIL in 

addition to five weekly hours of subject English. Groups ‘E’ and ‘F’ target 

compensatory students, mainly underachieving students. The student profiles in these 

two groups were, according to one of the secondary school teachers, mainly Roma 

students. Students in these classrooms followed an adapted curriculum with little 

English language instruction. 

                        A               CLIL Bilingual Section  

                        B   

                        C                      

                        D                                         CLIL Bilingual Programme 

                        E  

                        F      

Figure 4.3. Layout of CLIL strands at El Campamento secondary school. 
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Luna secondary school has three ‘feeder’ primary bilingual schools, one of them being 

Promesas primary school. At the time of the data collection Luna school had five CLIL 

Bilingual Section groups ‘A-E’ and one CLIL Bilingual Programme classroom ‘F’ (see 

Figure 4.4). Students in the CLIL Bilingual Section strand receive approximately one 

third of the school hours in English. In year 7, subjects such as Natural Science, 

Geography and History, Technology, Art and PE are taught though CLIL. Students in 

the CLIL Bilingual Programme strand in this same year receive subjects such as 

Technology, Art and P.E. in English. The year before my fieldwork at the school, the 

administration had placed CLIL Bilingual Section and CLIL Bilingual Programme 

students in so-called mixed groups, in which they shared CLIL subjects such as 

Technology, Art or P.E. Students were separated in the subjects taught through CLIL in 

only one strand and in subjects taught in Spanish such as mathematics and Spanish 

language and literature. The year of my fieldwork, however, students attending these 

strands were no longer put together, and therefore experienced all subjects in separate 

classrooms. 

                         A 

                         B 

                         C     CLIL Bilingual Section 

                         D  

                         E 

                         F        CLIL Bilingual Programme  

 

Figure 4.4. Layout of CLIL strands at Luna secondary school. 

The year prior to my fieldwork at Luna secondary school, students in both strands were 

put together under the so-called ‘mixed groups’. This meant that certain groups 

attending the CLIL Bilingual Strand strands shared common subjects with the only 

CLIL Bilingual Programme group at the school. Students were merged together in the 

subjects taught in Spanish only and then separated during CLIL instruction. According 

to the bilingual project coordinator, the rationale for merging these classrooms was 
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explained by reason of the fact that the school was running out of spaces to fit the 

number of CLIL Bilingual Section student enrollment – as argued earlier in this chapter, 

the building was undergoing construction to create more classrooms for these students. 

In conversation with different actors in the school community, I was able to gain insight 

into the disputed opinions raised around this process: some actors, such as the head of 

studies at the school, believed it was a way of avoiding discrimination of the CLIL 

Bilingual Programme students, whilst others – mainly, families of students attending the 

CLIL Bilingual Section strand, claimed that the classes would inevitably slow down 

their children’s learning, and preferred that they continue to be separated during the 

whole school timetable. During the year of my fieldwork at the school (2015/16), 

students attending the strands were no longer put together in certain content classrooms 

and were thus divided in all classrooms.  

 

4.5.  Data collection and participants 

In order to address the challenges posed by the selection of multiple sites and data 

sources, it was necessary to study groups that represented a relevant nexus or category 

(Heller, Pietikäinen & Pujolar, 2018: 53). For this reason, the process of selection and 

sampling of sites, data sources and participants required careful planning. To properly 

answer the research questions pertaining the streaming criteria for students’ placement 

into the CLIL Bilingual Section and CLIL Bilingual Programme strands in students’ 

transition process from primary to secondary (research question one), it was considered 

adequate to search official documents developed by the Regional Education 

Government and to obtain information on how these criteria are implemented in the two 

primary school taking part in the study – Las Esfinges and Promesas. In particular, 

information on the high-stakes standardised English language test KET/PET, which 

constitutes the benchmark for classifying students into the CLIL Bilingual Section or 

CLIL Bilingual Programme strand in the first year of secondary in schools that take part 

in the BP, was gathered and documented.  

The research enterprise that followed consisted in mapping the collection of relevant  

interactional data  that would allow me to address how these criteria are interpreted by 

key stakeholders in the school community (research question one) and the value that is 
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ascribed to the representations of the CLIL strands – Bilingual Section and Bilingual 

Programme – and the students attending these strands in secondary (research question 

two). Semi-structured interviews with key actors were employed to address these 

research questions. The advantages offered by the interview as a method of collecting 

spoken data is that, due to the enhanced controlled environment that is established, it 

facilitates the purpose of seeking particular topics or themes directly related to the 

research. Moreover, as Codó (2008) argues, it is easier to “set up an interview with 

selected informants than to get permission to record natural naturally occurring talk” 

(Codó, 2008: 159).  

Moving beyond the logistical advantages of gathering interview data, interviews are 

here understood as social practice, meaning that they are situated events in which 

meaning is negotiated ad knowledge is co-constructed, which is necessary for their local 

accomplishment (Talmy, 2010: 132). As a social activity, the interview is intended “to 

open up the research to the researched and give them a voice” (Codó, 2008: 162), 

bearing in mind that ‘voice’ is “situationally contingent and discursively coconstructed 

between interviewer and interviewee” (Talmy, 2010: 132). From this perspective, 

interviews are “coconstructed between interviewer and interviewee” (Talmy, 2010: 132) 

given that the interviewer (e.g. the researcher) plays a role in coconstructing interview 

data. The term semi-structured implies that questions are set up in advance and, during 

the course of the interview, “the interviewer might engage in dialogue with the 

interviewee, rather than simply ask questions, particularly if an interpretive or critical 

paradigm frames the research” (Bailey, 2007: 100). In the attempt to understand 

participants’ experiences an understandings, flexibility is required on the part of the 

interviewer, which involves listening carefully and picking up “verbal and non-verbal 

cues from the social situation and the dynamics of the interaction “(Heller, Pietikäinen 

& Pujolar, 2018: 91).   

Three groups of participants were contacted and interviewed in School Districts A and 

B: (1) primary school leaders at Promesas and Las Esfinges primary school; (2) families 

of students attending El Campamento and Luna secondary schools; and (3) Natural 

Science teachers at El Campamento and Luna secondary schools. A one-time interview 

was carried out with all actors. Primary school leaders at Las Esfinges and Promesas 

primary school were the first informants to be interviewed. Their administrative role 
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provided the rationale for their selection as key stakeholders in the transition process 

from primary to secondary. As stated in the previous section, both primary schools 

prepare the high-stakes standardised English language examination KET and/or PET at 

the end of year 6 (Las Esfinges only prepared the KET version the year of my fieldwork 

at this school). Given the central role of this test in making placement decisions in 

secondary, it made sense to trace the streaming process by selecting these informants. 

Semi-structured interviews were carried out with the headmaster at Las Esfinges 

primary school and with the headmaster and head of studies at Promesas primary 

school. All interviews took place in June of the academic year 2013/14.  

Moreover, four families of students attending the CLIL Bilingual Section and CLIL 

Bilingual Programme strand at El Campamento and Luna secondary school were 

contacted and interviewed in the academic years 2014/15 and 2015/16. The rationale 

behind the selection of these participants is that, together with the school and the 

community, the family context is a basic component of a student’s learning experience. 

The opinions shared by the families provide an overlapping sphere – the home – for 

understanding students’ trajectories at school. Interviews with these actors allowed for 

the retrospective tracing of their children’s transition from primary to secondary, 

including their streaming into the CLIL Bilingual Section or CLIL Bilingual 

Programme strand. Selection of the participants was carried out by ensuring that their 

children had attended either Promesas or Las Esfinges primary school. A total of four 

families were contacted and interviewed. The informants consisted of the mothers of 

three students and a couple (mother and father) and their daughter. Three families were 

locals and one of the mothers was from Honduras. All informants were interviewed in 

their local area, in a space chosen by them (generally a cafeteria).  

The secondary school teachers interviewed correspond to the teachers whose classrooms 

were observed and video recorded at El Campamento and Luna secondary school, 

respectively. Interviews took place once the classroom recordings had ended. It was 

considered that these participants, as key actors in the academic experience of students 

attending the CLIL Bilingual Section and CLIL Bilingual Programme strands, could 

provide a detailed account of the teaching and learning practices of students attending 

these strands, in addition to a description of the student typologies in these strands, 

within and beyond the school. This data could be put side by side with the data collected 
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in these classrooms as well as with the opinions shared by the other participants – 

primary school leaders and families.   

Careful selection of the extracts was required to adequately address the topics or themes 

prior to the interviews, and it was carried out on the basis of two criteria: (1) the 

consistency of topics or themes addressed during the exchange; and (2) the consistency 

of the interviewer’s questions  – i.e. the same question was formulated to the 

stakeholders. With the primary school leaders, extracts were chosen around their 

interpretations – together with their descriptions of the school community’ 

interpretations – of two main topics or themes: (1) the suitability, fairness of the 

KET/PET, together with its role in determining streaming decisions; and (2) the values 

assigned to the CLIL strands. With respect to the families, the same topics were 

identified, mainly on the basis of their children’s experience with the KET/PET and 

their streaming into the CLIL strands. As pertains the interviews with the secondary 

school teachers, fragments that correspond to their representations of students attending 

the strands in addition to the ways in which they orient their teaching practices with 

these students, were chosen. Audio recordings were afterwards transcribed for analysis. 

Information on the type and amount of data collected in the interviews with all 

stakeholders (primary school leaders, families and secondary school teachers) in School 

District A and B is introduced in Table 4.1. 

Table 4.1. Semi-structured interviews in School District A and B. 

Participants Data 

collection 

method 

Type of data 

produced 

Data Analysed 

Primary school 

leaders (3) 

audio 

recording  

sound files of 

interview practices 

98 minutes 

Families (4) audio 

recording 

sound files of 

interview practices 

97 minutes 

Secondary school 

Natural Science 

teachers (3) 

audio 

recording 

 

sound files of 

interview practices 

88 minutes 
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In addition to the semi-structured interviews, it became clear that El Campamento and 

Luna secondary schools were central spaces for addressing the research question 

specific to the educational practices in the classrooms that correspond to the CLIL 

strands across school areas, School District A and B (research question three). A total of 

four groups were selected for the classroom observations and recordings, two in the 

CLIL Bilingual Section strand in each secondary school – El Campamento and Luna – 

and two in the CLIL Bilingual Programme strand, also in each school. All of these 

classrooms share the following common characteristics: they correspond to the same 

topic – Natural Science – in the same CLIL strands (Bilingual Section and Bilingual 

Programme) and the same academic year – year 7. As mentioned earlier in this chapter, 

the subject of Natural Science is taught through CLIL in the CLIL Bilingual Section 

strand and in Spanish (hence, ‘non-CLIL’) in the CLIL Bilingual Programme strand. 

For this reason, these classrooms are referred to in the study as CLIL Bilingual Section 

(CLIL BS) and non-CLIL Bilingual Programme (non-CLIL BP).  

At El Campamento secondary school, two classrooms were observed and video 

recorded in the academic year 2014/15. Sessions correspond to the CLIL BS and non-

CLIL BP Natural Science classroom in year 7. The subject of Natural Science was 

taught by two different teachers in the CLIL BS and non-CLIL BP classroom. As I was 

first granted permission to record the CLIL BS Natural Science classroom, I was able to 

video record a greater number of sessions: a total of five. In the non-CLIL BP 

classroom, three sessions were video recorded. The analysis required controlling the 

phases of the lesson and pedagogical purposes, for which two sessions were chosen per 

group. These sessions correspond to the introduction of a unit or topic. Only the parts 

that correspond to the following phases and teaching purposes were selected for 

analysis: 1) review and orientation stage (the “staging” process): opening up the 

problem, checking students’ prior knowledge on the topic and exploring students’ 

views; and 2) introducing and developing the scientific story (“building up” the 

scientific topic): making the scientific meanings “available on the social plane of the 

classroom” (Mortimer & Scott, 2003: 29), checking students’ prior knowledge on the 

topic, and exploring students’ views. The video recordings were conducted with one 

camera and afterwards transcribed for analysis. Information on the type of data 

collected, produced and analysed in these classrooms is provided in Table 4.2. 
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Table 4.2. Classroom data collection at El Campamento Secondary school (2014/15). 

 Teacher Data 

collection 

method 

Type of data 

produced 

Data analysed 

Bilingual 

Section 

Natural 

Science 

classroom 

(CLIL) 

Carlos6 Video 

recordings of 

classroom 

interaction 

Video and 

sound files of 

classroom 

interaction 

practices and 

transcription 

Introduction of a 

topic (15 minutes) 

*Whole session  

(48 minutes) 

 

Introduction of a 

topic (23 minutes) 

*Whole session  

(30 minutes) 

 

Bilingual 

Programme 

Natural 

Science 

classroom 

(non-CLIL) 

Pedro Video 

recordings of 

classroom 

interaction 

Video and 

sound files of 

classroom 

interaction 

practices and 

transcription 

Introduction of a 

topic (29 minutes) 

*Whole session  

(45 minutes) 

 

Introduction of a 

topic (10 minutes) 

*Whole session  

(48 minutes) 

 

 

At Luna secondary school, data collection took place the subsequent academic year 

2015/16, coinciding with the classroom data collection for the project TRANS-CLIL. In 

this phase of the project, classroom topics were known in advance by the research team 

as the purpose was to conduct three observations per subject that corresponded to the 

beginning, the middle and the end of a unit or topic. Unlike at El Campamento 

secondary school, where two Natural Science teachers taught each group, at Luna 

secondary school it was the same Natural Science teacher for both the CLIL BS and 

non-CLIL BP classroom. A total of six classroom observations took place, three in the 

CLIL BS and three in the non-CLIL BP Natural Science classroom, at different times in 

the academic year. These observations were video recorded using two cameras. As only 

one session was identified as corresponding to the introduction of a topic in both 

classrooms, it was selected for the analysis and afterwards transcribed. The same 

 
6 The names of all participants are pseudonyms.  
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teaching phases and purposes selected for the analysis in the CLIL BS and non-CLIL 

BP at El Campamento secondary were identified. Information on the type of data 

collected, produced and analysed in these classrooms is provided in Table 4.3.  

Table 4.3. Classroom data collection at Luna Secondary school (2015/16). 

 Teacher Data 

collection 

method 

Type of data 

produced 

Data analysed 

Bilingual 

Section 

Natural 

Science 

classroom 

(CLIL) 

Manuela Video 

recordings of 

classroom 

interaction 

Video and 

sound files of 

classroom 

interaction 

practices and 

transcription 

Introduction of a 

topic (17 minutes) 

*Whole session  

(43 minutes) 

Bilingual 

Programme 

Natural 

Science 

classroom    

(non-CLIL) 

Manuela Video 

recordings of 

classroom 

interaction 

Video and 

sound files of 

classroom 

interaction 

practices and 

transcription 

Introduction of a 

topic (28 minutes) 

*Whole session  

(49 minutes) 

 

 

4.5.1. Ethical considerations 

Conducting fieldwork in several educational settings involved being in contact with 

adults and minors who would be affected in one way or another by the researcher’s 

presence and data collection. Spending time with actors required thinking through the 

implications of engaging in different types of activities, and “what it might mean to ask 

for different kinds of information” (Heller, Pietikäinen & Pujolar, 2018: 61). 

Furthermore, the researcher is responsible for conveying the basic objectives of the 

ethnography to the participants, including the risks and benefits involved, so that “they 

can engage freely in it” (Heller, Pietikäinen & Pujolar, 2018: 61). All of these elements 

constitute the “researcher’s moral conduct” (Codó, 2008: 169), that is, the type of 

behaviors that are considered adequate and do not trespass the boundaries of what is 

considered to be right in any given context.  
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One of the key principles of ethical research is informed consent. This concept is 

described by the American Sociological Association (ASA) code of ethics: 

Informed consent is a basic ethical tenet of scientific research on human 

populations. Sociologists do not involve a human being as a subject in research 

without the informed consent of the subject or the subject’s legally authorised 

representative, except as otherwise specified in this code.  

(American Sociological Association, 1999: as cited in Bailey, 2007: 16) 

Here, the concept of authorisation is a basic premise, as participants have the option of 

consenting or refusing their involvement and participation in the research undertaken, 

such as collecting audio and/or visual data. Two different informed consent documents 

were developed for the data collection: one for the audio recording of participant 

interviews, and another for the video recordings of the classroom practices (see 

Appendix B). Information shared in these documents addressed the confidentiality 

terms of the research, as the data was said to be used only for the purposes of the 

research and anonymity of all participants and schools was guaranteed (e.g. through the 

use of pseudonyms). These forms required the signature of those in charge of filling 

them in (primary school leaders, families and secondary school teachers and the 

researcher). In addition, the information shared in the informed consent document 

developed for the authorisation of the video recording of the classroom practices 

included the following information: a summary of the research objectives, the higher 

education institution sponsoring the research and information regarding the 

management of the data: the type of recording (audio and/or voice) and a mention to its 

subsequent transcription and analysis. Parents were informed of their right to listen and 

watch the recordings and deny authorisation for any reason considered pertinent.  

Another ethical consideration involves sensitivity towards the context in which the data 

collection occurs. As Sieber (1993) points out, “being ethical in the conduct of sensitive 

research also means being culturally sensitive in the way one designs the research and 

interacts with research participants, community members, gatekeepers, and relevant 

others” (Sieber, 1993: cited in Ger & Sandikei, 2006: 516). As for the interviews, it was 

important not to deal with “personal topics so as not to cause the participants any harm, 

including emotional distress” (Bailey, 2007: 106). Whenever possible, questions were 
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shared in advance with the participants in order to anticipate the topics and negotiate 

them, if requested by the interviewees. During the interview, a strategy used by the 

researcher consisted in being a good listener, that is, respecting participants’ values, 

beliefs, habits and fears (Ger & Sandikei, 2006: 516). This type of engagement with the 

participants is a fundamental for doing an ethnography, which rests upon “the deep 

respect for people’s way of life” (Fetterman, 1998; cited in Ger & Sandikei, 2006: 516).  

Building relationships based on trust and transparency became a central undertaking for 

the ethnography, and required patience and flexibility. At Las Esfinges primary school, 

located in School District A, upon contacting the head of studies, the process of getting 

in touch with the primary teachers was delayed given that, during that time, students 

were preparing to take the high-stakes standardised English language test KET/PET. 

After being allowed to observe two classrooms in year 6, I was able to learn about this 

test in conversations with the English teacher, which led to my interview with the 

headmaster of the school. This interview was recorded as a result of a built confidence 

over time. At El Campamento secondary school, although permission to observe the 

CLIL Bilingual Section Natural Science classroom was granted promptly, it took 

several months to enter a classroom in the CLIL Bilingual Programme strand, as 

teachers were reluctant to be observed and recorded. Finally, one of the teachers in this 

strand, who turned out to teach the Natural Science subject in this strand, acceded to my 

observation of his Natural Science classroom (again, this subject is taught in Spanish in 

this strand, hence ‘non-CLIL’).  

Video recordings in these classrooms at El Campamento secondary school were also 

delayed as authorisation for these recordings had to first go by the school 

administration. During these months, I observed the sessions in the CLIL Bilingual 

Section Natural Science classroom and built a rapport with the teacher, students and the 

bilingual project coordinator. When permissions were finally granted, the recordings 

took place in both the CLIL BS and non-CLIL BP Natural Science classroom smoothly 

and without setbacks. At Promesas primary school and Luna secondary school, located 

in School District B, ethical procedures had already been established by the coordinator 

of the project TRANS-CLIL and the schools, facilitating the timing of the interview 

data collection with the primary school leaders and the subsequent data collection in the 

CLIL BS and non-CLIL BP Natural Science classroom. 
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4.6. Analysis of stance-taking in interviews with key stakeholders 

Semi-structured interviews have been conducted in this thesis as a research tool to 

gather relevant information with respect to the criteria of access to the CLIL Bilingual 

Section and CLIL Bilingual Programme strands and the interpretation of these criteria 

on behalf of the school community across socioeconomic areas (research question one) 

in addition to the values emerging from the discursive representations of these strands 

and the students attending them (research question two).The purpose of the analysis of 

the interview data compiled is to explore how ‘stance’ is dialogically negotiated and co-

constructed in the situated context of the interview. In the situated event of the 

interview, we will see the strategic aspect of stakeholders’ – primary school leaders, 

families and secondary school teachers – stances in relation to the following aspects:  

1. The KET/PET exam: its suitability, fairness and role in determining streaming 

decisions. 

2. The CLIL strands – CLIL Bilingual Section and CLIL Bilingual Programme. 

3. The typologies of the students attending the CLIL strands. 

As stated in chapter three, the analysis of stance-taking draws on the approach 

developed by Martín Rojo and Molina (2017), who follow a discourse analytic approach 

that emphasises the role of local complexities in communicative activities. Explicit or 

implicit “presupposed systems of sociocultural value” (Martín Rojo & Molina, 2017: 

674) constitute a relevant component of the analysis. Stakeholders’ evaluation and 

positioning with respect to different features of streaming process may activate 

ideological elements as part of the process of framing ad reframing, defining and 

redefining of the object of stance. In the following sub-sections, specific elements 

addressed in the analysis of stance-taking in interviews with key stakeholders are 

detailed. These are aligning/disaligning actions, analysis of face-work , 

contextualisation, inferencing and stance accretion and representations in discourse.  
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4.6.1. Aligning/disaligning actions 

Márquez Reiter (2018) points out that stance relations with respect to any given object 

also involve a negotiation of participants’ identities, which are co-constructed in 

interaction. The analysis of ‘stance’ addresses on two levels of alignment: (1) structural 

alignment, that is, when participants cooperate in creating and sustaining the interaction 

(Márquez Reiter, 2018: 5); and (2) the domain of constructed values that are evoked by 

the stance objects. Particular elements are identified in each.  

1. Structural alignment.  

- Sustaining and maintaining the communication channel. For example, the use of 

back channeling (aha, hmhm, etc.) or finishing the interlocutor’s turn.  

2. The domain of constructed values. 

2.1. Acts of alignment and disalignment with respect to the stance of the 

interlocutors.  

- Acts of alignment: agreement with respect to the stances that are communicated. 

For example, by showing agreement (e.g. ‘I agree’).  

- Acts of disalignment: disagreement with respect to the stance that is 

communicated. For example, by showing disagreement, scepticism or even 

challenging the interlocutor.  

2.2. The terms convergence and divergence refer to alignment/disalignment actions 

that occur with respect to the value system that frames the stance object, rather 

than the stance-taking of the interlocutor. 

- Convergence takes place when agreement with the value system takes place. 

- Divergence involves disagreement with the value system that is related to.  

 

4.6.2. Analysis of face-work in stance-taking 

The analysis of face-work in stance-taking centres on the ways in which participants 

‘build face’ through the ratification and maintenance of a positive image (e.g. for 

themselves or for a group in which they feel part of). As argued in the preceding 



                                                                                                                                                                   117 
 
 

 

chapter, many stances and responses embedded in the interaction have a sense of 

conveying ‘the right thing to say’ as a way of displaying particular roles – e.g. as a 

school leader, a parent, a teacher, a researcher. As speakers’ behaviours become visible 

in the social event of the interview, their image is also negotiated, forcing actors to be 

aware of the values that are publicly proclaimed (see Martín Criado, 2014). For 

instance, presenting oneself as a parent who wants the best education for their child, or 

as an educator who embraces a modernisation agendas in the public education system, 

all contribute to the negotiation of face. In addition, specific acts that threaten the 

hearer’s positive or negative face are addressed. These include the following: 

complaints, interruptions, criticisms, disagreements, strong expressions of emotion, 

requests for personal information, the raising of taboo topics, orders, advises, threats 

and warnings (see Brown and Levinson, 1987).  

 

4.6.3.  Contextualisation, inferencing and stance accretion 

For the analysis of stance-taking conducted in this thesis, attention is paid to how 

inferencing surfaces through contextualisation cues, which are considered “a crucial 

part of a communication as they index speaker meaning” (Charlebois, 2009: 239). 

Contextualisation cues that will be identified follow Díaz Ordaz’s (2009) classification: 

- Prosodic features: intonation, emphasis, tone and rhythm, etc. 

- Paralinguistic features: tempo, pauses, laughs, vacillations and overlap of speech 

turns. 

- The choice of code: alternating languages or registers, the election of phonetic, 

phonological or morphosyntactic features.  

- The selection of syntactic forms: routines of opening and closing, metaphoric 

expressions, etc. 

Moreover, stance-taking has a cumulative effect, a phenomenon that is known as stance 

accretion (see Du Bois, 2007; Rauniomaa, 2003). The analysis of interview data will 

address the “gradual accumulation of repeatedly taken stances in the run of 
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conversation” (Martín Rojo & Molina, 2017: 680), which make for reinforced, enduring 

positionings and identity structures.  

 

4.6.4.  Representations in discourse: Using tools from CDA 

From the point of view of CDA, interactions should be studied as representations. The 

analysis carried out in the interviews with key actors in the school community centres 

on specific representations that are carried out through forms of designation and 

attributes used to designate groups –  i.e. students in the CLIL Bilingual Section and 

CLIL Bilingual Programme –  and their actions, as well as the representation of these 

strands. These include generalised categorisations, such as ‘high’ or ‘low’ achiever and 

the assignation of positive or negative attributes (e.g. good or bad) and describing actors 

in terms of their actions (e.g. work hard).  

 

4.7.   Analysis of the dynamic relationship between pedagogical 

purposes and “communication systems” in the CLIL BS and 

non-CLIL BP classroom  

The purpose of the analysis of classroom interactional practices is to explore the 

dynamic relationship between pedagogical purposes and the types of communication 

systems employed in the CLIL BS and non-CLIL BP Natural Science classroom 

(research question three). As argued in chapter three, the approach follows the models 

used for the analysis of classroom interaction in CLIL as developed by Llinares, Morton 

and Whittaker (2012), who draw on a variety of theoretical perspectives, in particular 

those of systemic functional linguistics (SFL) and sociocultural psychological theory, 

and on frameworks developed in second language acquisition (SLA) and science 

teaching (Mortimer & Scott, 2003). This social approach to the study of classroom 

practices is then incorporated into a critical framework of habitus formation. The 

following sub-sections address the specific elements of the analysis. First, a description 

of the phases and pedagogical purposes selected for the analysis is provided. This is 

followed by a description of the types of “communicative approach” identified in these 
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phases and pedagogical purposes. The remaining sub-sections deal with the scaffolding 

techniques used for the analysis: types of teacher and student questions, types of 

feedback and additional scaffolding techniques.  

 

4.7.1. Registers, phases and teaching purposes 

As already stated in chapter three, the analysis centres on the classroom interactional 

dynamics that correspond to the instructional register, which is the part of the lesson 

devoted to the development of knowledge and skills that are relevant to any given 

subject. Two main phases of a lesson were chosen, which correspond to the introduction 

and development of a new topic or unit. Specific pedagogical purposes identified in 

each phase, are:  

1. Review and orientation: the “staging” process. 

a. Opening up the problem. That is, how teachers “engage students intellectually, 

and emotionally, in the initial development of the scientific story” (Mortimer & 

Scott, 2003: 29) 

b. Checking students’ prior knowledge on the topic 

c. Exploring students’ views  

2. Introducing and developing the scientific story: “building up” the scientific topic. 

a. Making the scientific meanings “available on the social plane of the classroom” 

(Mortimer & Scott, 2003: 29)  

b. Checking students’ prior knowledge on the topic 

c. Exploring students’ views  

 

4.7.2. Types of “communicative approach” 

The analysis of classroom interaction practices follows Mortimer and Scott’s (2003) 

framework for analysing communication systems in science classrooms. The analysis 

identifies different types of “communicative approach”: interactive/non-interactive and 
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dialogic/authoritative (Mortimer & Scott, 2003; see Llinares, Morton & Whittaker, 

2012) in different sequences of classroom talk that correspond to the phases and 

pedagogical purposes identified above. The four types of “communicative approach” 

are shown int able 4.4. 

Table 4.4. Four types of “communicative approach” (Mortimer & Scott, 2003: 35) 

 

 

 

 

 

 

The relevance of this analytical framework lies in the view of meaning making as 

central to learning and as a “fundamentally dialogic process” (Mortimer & Scott, 2003: 

3). Interactive refers to when two or more people participate in the exchange and non-

interactive is when only one person intervenes. If the talk is dialogic, students are 

encouraged to “contribute their own ideas and points of view on a topic” (Llinares, 

Morton & Whittaker, 2012: 54). On the other hand, in authoritative talk, “only the 

teacher’s or the ‘official’ point of view is recognized” (Llinares, Morton & Whittaker, 

2012: 54). 

 

4.7.3. Scaffolding techniques 

4.7.3.1. Types of teacher and student questions 

The analysis of classroom talk in the CLIL BS and non-CLIL BP classroom investigates 

the use of display questions, that is, questions whose answer is known by the person 

who formulates the question, and referential questions, which “demand unknown 

information” (Llinares, Morton & Whittaker, 2012: 84). In addition, the following 

categories of questions are identified, which have been developed by Dalton-Puffer 

(2007).  
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- Questions for facts (asking for objective happenings) 

- Questions for explanation (asking for how something happened) 

- Questions for reason (why something happened) 

- Questions for opinion (ask a personal opinion about a fact) 

- Metacognitive questions (which engage the learner in extended dialogues) 

            

         (Dalton-Puffer, 2007; as cited in Llinares, Morton & Whittaker, 2012: 86) 

 

4.7.3.2. Types of feedback 

The following types of pedagogic feedback are identified in the analysis of 

communication systems in the CLIL BS and non-CLIL BP Natural Science classroom: 

triadic ‘I-R-E’ interaction (Mehan, 1979; Sinclair & Coulthard, 1975), whereby I stands 

for ‘initiation’, R refers to ‘response’, and E means ‘evaluation’; and the  I-R-F (F 

stands for feedback), which can also occur in a chain of interactions I-R-F-R-F 

(Mortimer & Scott, 2003: 41). As argued in the preceding chapter, most authoritative 

interactions have been said to be played out through an I-R-E pattern of interaction, 

given that “students are not encouraged or expected to use extended responses which 

would require more complex language and higher cognitive engagement” (Llinares, 

Morton & Whittaker, 2012: 79). For instance, in recitation talk, which generally 

consists of teacher questions that stimulate recall over what has already been learned, 

this interactional pattern is likely to be found in interactional formats such as ‘cued 

elicitation’ (Edwards and Mercer, 1987), which consist of a I-R-E patterns in which 

teacher questions seek a particular answer given by a student. By contrast, the I-R-F and 

I-R-F-R-F patterns typically occur in dialogic interaction because students are given 

opportunities to give and elaborate on their point of view. One example of this takes 

place during exploratory talk (Mercer & Dawes, 2008), as students are supported in 

talking and thinking through their own ideas (see Barnes, 2008). Hence, the teacher is 

more likely to give the student feedback or elaborate on the student’s answer (Mortimer 

& Scott, 2003: 41). 

In addition to these interactional patterns (I-R-E, I-R-F and I-R-F-R-F), the analysis 

addresses the types of pedagogic (or corrective) feedback. As already explained in 

chapter three, pedagogic (or corrective) feedback has an evaluative function whereas 
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interactional (or conversational feedback) has no evaluative purpose (see Llinares, 

2005). The analysis follows Lyster and Ranta’s (1997) classification of pedagogic 

feedback on form and Mohan and Beckett’s (2003) concept of functional recast:  

- Clarification requests indicate to students that either utterance word “has not been 

heard or understood or that it is incorrect and the student’s self-correction is 

expected” (Llinares, Morton & Whittaker, 2012: 203) 

-  Explicit correction, in contrast to clarification requests, is given by the teacher, 

who “does not give the student the opportunity to self-repair” (Llinares, Morton & 

Whittaker, 2012: 203) 

- Elicitation is a technique in which the teacher gets students to “produce the 

correct form” (Llinares, Morton & Whittaker, 2012: 210) 

- Recasts involve the teacher’s “implicit correction of the student’s utterance by 

reformulating all or part of the utterance” (Llinares, Morton & Whittaker, 2012: 

207) and do not generally interrupt the communication flow; repetition involves 

reproducing the same work or sentence produced by the student. 

- Metalinguistic feedback contains information pertaining the correctness of the 

utterance enunciated by the student, without providing explicit correction” 

(Llinares, Morton & Whittaker, 2012: 212). 

 

4.7.3.3. Additional scaffolding techniques 

In addition to the scaffolding mechanisms mentioned above, specific scaffolding 

interventions that will be analysed include: 

- Moving from horizontal (or everyday) to vertical (or scientific) knowledge. 

- Breaking up the scientific explanation into parts: e.g. differentiating between 

ideas, marking key ideas, breaking up the meaning of key terms, providing clues 

as to the meaning of items. 

- Assisting in the accomplishment of a task: e.g. clarifying the task with individual 

students, elicit from students what they have done so far (see Gibbons, 2006).  
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- Non-verbal language: e.g. using paralinguistic features such as tone of voice and 

gestures. 

- Translanguaging: e.g. resorting to the L1 to scaffold key lexis.  

 

4.8. Chapter summary and conclusion 

This chapter has addressed the overall methodological aspects of the ethnography. The 

chapter began by presenting the research questions that motivated the research project, 

and followed with a description of the multi-sited research design of the ethnography. 

This section led into a depiction of the educational contexts in which the fieldwork was 

conducted. Information on the participants and data collection techniques employed for 

the ethnography has also been detailed. Ethical considerations concerning a variety of 

issues related to the ethnography have been discussed. The remaining sections have 

dealt with the tools used for the analysis of the semi-structured interviews and the 

classroom interaction practices. The analysis of the interviews centres on the stances 

carried out by social actors, which follows a discourse analytic approach. The models 

used for the analysis of stance-taking include aligning and disaligning actions, the 

analysis of face-work, contextualisation, inferencing and stance accretion, and the 

identification of social representations in discourse. The analysis of classroom 

interaction practices focuses on the relationship between pedagogical purposes and 

communication systems. Specific models used for the analysis of classroom 

interactional practices have been described, including the phases and pedagogical 

purposes identified, the types of “communicative approach” and the scaffolding 

techniques. Findings are interpreted through a critical lens of habitus formation. I now 

turn to the findings of the study, which are presented in chapters five and six. 
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Chapter 5. Stakeholders’ stances on streaming in the BP 

5.1. Introduction 

As argued in this thesis, the grouping of students on the basis of their ability, linguistic 

achievement, or “skill level” is a controversial process by reason of their placement 

into different schools, programmes or strands, which may contribute to the 

reproduction of unequal social relations. As pertains the context of the BP, the 

streaming of students into two CLIL strands – Bilingual Section and Bilingual 

Programme – with a different degree of ‘intensity’ or ‘exposure’ to the target language 

is a contested process by reason of the separation of students in these strands during 

the whole timetable. In the situated event of the interview, we will see the strategic 

aspect of stakeholders’ – primary school leaders, families and secondary school 

teachers – stances in relation to a variety of aspects that correspond to streaming in the 

BP. The analysis of stance-taking draws on the approach developed by Martín Rojo 

and Molina (2017), who follow a discourse analytic model (drawing, mainly, from the 

field of sociolinguistic ethnography) that emphasises the role of local complexities in 

interactional activities. 

 

5.2.   Objectives of the analysis of interviews with key 

stakeholders 

The purpose of the analysis of stance-taking is to investigate how participants evaluate 

and position themselves with respect to a particular object, which includes a speaker’s 

stance toward his or her utterances as well as towards listeners with whom the speaker 

“may establish different sorts of relational engagement” (Coupland & Coupland, 

2009: 228; see Martin, 1997). The two blocks of questions in this phase, are: 

1. What constitutes streaming criteria for placement into the CLIL Bilingual 

Section and CLIL Bilingual Programme strands in students’ transition from 

primary to secondary? How are these criteria interpreted by stakeholders in the 

school community – primary school leaders, families and secondary school 

teachers – in two socioeconomic areas (School District A & B)? 
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2. How are both strands and the students attending these strands represented in two 

socioeconomic areas chosen and what is the value emerging from the discourses 

of the educational community?  

The first research question required two sources: examination of official documents 

developed by the Regional Education Government and stakeholders’ stances on how 

these criteria are implemented in the two primary schools participating in the study – 

Las Esfinges, located in School District A, and Promesas, situated in School District 

B. Research question two addresses the value emerging from stakeholders’ discursive 

representations of the CLIL strands – Bilingual Section and Bilingual Programme – 

together with the students taking part in them. As a reminder, access to these values 

and representations is carried out via the analysis of the ‘stance’ (Du Bois, 2007; 

Márquez Reiter, 2018; Martín Rojo & Molina, 2017), which is defined as an act of 

self-identification in which social actors say something about themselves and their 

view of the world, but by which they also make a judgement – positioning, viewpoint, 

feelings and/or evaluation.  

 

5.3.  Analysis of stance-taking in interviews with key 

stakeholders 

In the situated event of the interview, we will see the strategic aspect of stakeholders’ 

– primary school leaders, families and secondary school teachers – stances and their 

role in activating sociocultural values and ideologies through the elements implicated 

in the stance-taking process – positioning, evaluation and the “framing of the object of 

stance” (Martín Rojo and Molina, 2017: 673). The analysis of stance-taking centres on 

the following aspects that correspond to streaming in the BP:  

     1.  The KET/PET exam: its suitability, fairness and role in determining streaming 

decisions. 

     2.  The CLIL strands – CLIL Bilingual Section and CLIL Bilingual Programme. 

     3.  The typologies of the students attending the CLIL strands. 
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In order to gather a successful interpretation of the stances conveyed by the social 

actors, the analysis pays special attention to the following elements: 

 

1. Speakers’ evaluation and positioning with respect to a given object (Du Bois, 

2007). 

2. Aligning/disaligning actions: 

a. Structural alignment:  

- sustaining the communication channel (e.g. use of back channeling).  

b. The domain of constructed values. 

- alignment/disalignment with respect to the stance of the interlocutor. 

- convergence/divergence with respect to the value system that frames the 

stance object.  

3. Face-work in stance-taking:  

- negotiation of face.  

- acts that threaten the hearer’s positive or negative face such as complaints, 

interruptions, criticisms, disagreements, strong expressions of emotion, 

requests for personal information, the raising of taboo topics, orders, 

advises, threats and warnings (see Brown and Levinson, 1987).  

4. Contextualisation cues (Díaz Ordaz, 2009): 

- prosodic features (intonation, emphasis, tone, rhythm, etc.) 

- paralinguistic features (tempo, pauses, laughs, vacilations, overlap of 

speech turns, etc.) 

- the choice of code (alternating languages or registers, the election of 

phonetic, phonological or morphosyntactic features) 

- selection of syntactic forms (routines of opening and closing, metaphoric 

expressions, parallelism) 
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5. The assignation of positive or negative attributes (e.g. good or bad), describing 

actors in terms of their actions.  

The first part of this chapter addresses stakeholders’ interpretation of the streaming 

criteria – i.e. the KET/PET – of access to the CLIL Bilingual Section or CLIL 

Bilingual Programme strands in secondary. My interviewees are (1) school leaders in 

the primary schools Las Esfinges and Promesas and (2) the families of students who 

had been streamed into the CLIL Bilingual Section or CLIL Bilingual Programme 

strands in the secondary schools chosen as fieldwork sites in this thesis – El 

Campamento and Luna. These students had attended Las Esfinges and Promesas 

primary school and had therefore taken the KETor PET in the last year of primary – in 

year 6 (as a reminder, Las Esfinges primary school, situated in School District A, is 

ascribed to El Campamento secondary school and Promesas school, located in School 

District B, is one of the ‘feeder’ primary schools of Luna secondary school). The 

second part of the chapter deals with the value emerging from stakeholders’ discursive 

representations of the CLIL strands and the students attending these strands. My 

interviewees correspond to (1) school leaders in the primary schools Las Esfinges and 

Promesas; (2) the same families interviewed in the first part of the chapter; and (2) 

secondary school teachers at El Campamento and Luna secondary schools.  

 

5.4.   Interpreting the streaming criteria for placement into the 

CLIL strands: Stakeholder interviews 

This section addresses the first research question:  

1.  What constitutes streaming criteria for placement into the CLIL Bilingual 

Section and CLIL Bilingual Programme strands in students’ transition from 

primary to secondary? How are these criteria interpreted by stakeholders in the 

school community – primary school leaders, families and secondary school 

teachers – in two socioeconomic areas (School District A & B)? 

As argued in the preceding section, my interviewees are (1) school leaders in the 

primary schools Las Esfinges and Promesas and (2) the families of students who had 

attended one of these two primary schools. The rationale for interviewing the primary 



                                                                                                                                                                   128 
 
 

 

school leaders lies in their administrative role at the school, which enabled the 

researcher to access relevant information and pertaining the high-stakes standardised 

English language test results that correspond to year 6 of the academic year 2013/14. 

Jorge and Ana, the headmaster and head of studies at Promesas primary school, were 

interviewed at the beginning of July of 2014 in the school building once classes had 

finished. Ramón, the headmaster at Las Esfinges Primary school, was interviewed 

during the same time. Moreover, families are considered to be key stakeholders in that 

they provide an extended perspective – the home – on their children’s streaming 

process from primary to secondary. As mentioned in chapter four, the selection of 

these social actors was carried out on the basis of the following criteria: their children 

had attended one of the two primary schools – Las Esfinges or Promesas – and were 

attending one of the two CLIL strands at El Campamento or Luna secondary school.  

A total of four families were interviewed: 

- Daniela, the mother of Luis, a student in the CLIL Bilingual Section strands at 

El Campamento secondary school. 

- Felisa, the mother of Lucía and Paula, two students attending the CLIL 

Bilingual Section strand at Luna secondary school. 

- Henar and Pablo, the parents of María, who attended the CLIL Bilingual 

Programme strand at El Campamento secondary school. María was present 

during the interview with her parents and as added as an interviewee.  

- Jessica, the mother of Jennifer, who attended the CLIL Bilingual Programme 

strand at El Campamento secondary school.  

 

5.4.1. Primary school leaders’ stances on the streaming criteria  

Jorge and Ana, the headmaster and head of studies at Promesas primary school, situated 

in School District B, were interviewed at the beginning of July of 2014 in the school 

building once classes had finished. Jorge, the headmaster at this school, arrived at the 

school in the academic year 2004/05. Ana arrived a year later, in 2005/06. Both Jorge 

and Ana became part of the school administration in the academic year 2006/07. As 

mentioned in chapter four, Promesas took part in the BP in the academic year 2007/8. 
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In the following extract, Jorge answers my question with respect to the challenges and 

opportunities posed by the high-stakes standardised English language test KET/PET. 

Extract 1. 

School leader: JORGE 

Researcher: RES 

 

1 
2 
3 
4 
 
5 
6 
7 
8 
 
9 
 
10 
11 
12 
13 
14 
 
15 
 
16 
17 
18 
19 
 
20 
 
21 
22 
23 
 
24 
 
25 
26 
27 
 
28 
 
29 
30 

RES 
 
 
 
 
JORGE 
 
 
 
 
RES 
 
JORGE 
 
 
 
 
 
RES 
 
JORGE 
 
 
 
 
RES 
 
JORGE 
 
 
 
RES 
 
JORGE 
 
 
 
RES 
 
JORGE 

que: desafíos y qué 
oportunidades (.) eh 
propociona este: (.) este 
examen  
 
yo creo que el examen en 
sí no aporta nada (.) más 
que el prestigio de la 
institución 
 
ahá 
 
creo que: (.) el resultado 
del examen, (.) suele 
coincidir en general con 
la evaluación global de 
los profesores 
 
ahá 
 
pero en algún caso que ha 
habido (.)           
discrepancias              
[y tal] 
 
[sí] 
 
estamos convencidos de que 
el error era del (.) del 
examinador  
 
ah 
 
por qué? pues porque el 
profe está todos los días 
con [sus alumnos] 
 
    [claro] 
 
saben el nivel que          
tienen 

what challenges and what 
opportunities (.) does 
thi:s exam (.)               
provide 
 
I think that the exam 
itself doesn’t add anything 
(.) apart from the 
institutions’ prestige 
 
aha 
 
I think tha:t (.) the 
result of the exam, (.) 
tends to coincide in 
general with the teachers’ 
global evaluation 
 
aha 
 
but in certain cases in 
which there have been (.) 
discrepancies [and so 
forth] 
 

        [yes] 
 

we’re convinced that the 
error was on behalf of the 
(.) examiner 
 
ah 
 
why? well because the 
teacher is every day with 
with his [students] 
 

   [right] 
 

they know the level that 
they have 
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Jorge evokes the existence of “élite and executive authorities” (Shohamy, 2000: 18) in 

connection to the test as he refers to ‘the institution’s prestige’ (lines 7-8). Beyond this 

factor, Jorge considers that the test is removed from any value. As the headmaster 

negatively evaluates the object of the stance – i.e. the KET/PET, he questions the value 

system that frames this test as a suitable measure of students’ English language 

competence. My use of back channeling (‘aha’) brings about Jorge’s elaboration of his 

stance, which is carried out by referring to the cases in which discrepancies were found 

between the results of the KET/PET and the results obtained at the school. In these 

situations, Jorge prioritised the school’s assessment system, and in particular, the 

teachers’ evaluation criteria saben el nivel que tienen (‘they know the level that they 

have’, lines 29-30) over the parameters established by the KET/PET examiners. My 

alignment with Jorge’s stance is found in line 28.  

Ana, the head of studies, shares an additional perspective on the language tests by 

including the families’ views.  

Extract 2. 

School leader: ANA 

Researcher: RES 

 

1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
13 
 
14 
 
15 
16 
 
17 
 
18 
19 

ANA 
 
 
 
 
 
 
 
 
 
 
 
 
 
RES 
 
ANA 
 
 
RES 
 
ANA 
 

hombre, (.) yo creo que: (.) 
sí es verdad que: (.) las 
familias, (.) los eh: (.) 
los tienen muy en cuenta (.) 
esos resultados (.) quizás 
(.) más que los propios 
maestros porque sí es verdad 
yo estoy con: Jorge en que 
(.) a los maestros les 
pierde más (.) eh la 
evaluación continua que 
hacen de esos (.) de esos 
alumnos 
 
hmhm 
 
que los resultados de esas 
pruebas  
 
claro 
 
pero sí es cierto que las 
familias las valoran 

well, (.) I think tha:t (.) 
it’s true tha:t (.) the 
families, (.) they eh: (.) 
take them very much into 
consideration those results 
(.) perhaps (.) more than the 
teachers themselves because 
it’s true I’m with: Jorge in 
that (.) the teachers 
prioritise more (.) eh the 
ongoing assessment that they 
do of those (.) of those 
students 
 
hmhm 
 
over the results of those 
tests 
 
right 
 
but it’s true that the 
families value them 
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20 
21 
22 
23 
 
24 
 
25 
26 
27 
28 
 
29 
 
30 
31 
 
32 
 
33 
34 
35 

 
 
 
 
 
RES 
 
ANA 
 
 
 
 
RES 
 
ANA 
 
 
RES 
 
ANA 

positivamente porque es 
como una: constatación una 
corroboración de que lo que 
el maestro dice 
 
hmhm 
 
es cierto y además, (.) es 
como una prueba externa (.) 
que no está: (.)contaminada 
no? de ninguna [manera] 

 
               [ahá] 

 
o sea es objetiva y          
es 
 
sí 

s 
no tiene nada que ver con 
el cole entonces (.) bueno 
(.) es una constatación 

positively because it’s like 
a: verification a 
corroboration that what the 
teacher says  
 
hmhm 
 
is true and also, (.) it’s 
like an external test (.) 
that isn:’t (.) contaminated 
right? (.) in any [way]  
 
                 [aha] 
 
I mean it’s objective and 
it’s 
 
yes 
 
it has nothing to do with the 
school then (.) well (.) it’s 
a verification 

 

Ana shows that she has detected and interpreted Jorge’s “disagreeing negative 

evaluation” (Martín Rojo & Molina, 2017: 682) with respect to the KET/PET and 

shows agreement with one of his arguments: teachers prioritise their everyday work 

with the students (i.e. the ongoing assessment) over the results of this English language 

test. Here, I show alignment with this argument claro (‘right’, line 17). Shortly after, the 

head of studies introduces an argumentative marker ‘but’ (line 18), which advances a 

counterargument that presents the language examination as being positively valued by 

the families. In doing so, Ana reframes the stance object – i.e. the KET/PET – in terms 

of its perceived objectivity, which is presented as something good no está… 

contaminada (‘it isn’t… contaminated’ line 27). By referring to the families’ stance 

with respect to the test, the head of studies evokes the circulating discourses in the 

school community, which suggest that the test inspires confidence and trust (see 

Bourdieu, 1991; Shohamy, 2001a). This factor, according to the head of studies, is 

valued positively by the families.  

The perspective carried forward by the head of studies in the above exchange can be 

interpreted as a “face saving” mechanism that seeks to establish “emphatic compliance 

with expectations” (Jaspers & Meeuwis, 2013: 734). By taking into account the 

headmaster’s point of view, the head of studies conveys a feeling of companionship and 
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avoids the risk of a face-threatening situation introduced in her counterargument, 

showing respect towards the authority of her superior – i.e. the headmaster. Moreover, 

Ana also shows convergence with the families’ interpretation of the results of this test, 

considered to be a ‘verification’ (lines 21, 35) of the evaluation carried out by teachers 

in the classroom, in Ana’s terms.  

During the course of the interview, a feeling of pride regarding the optimal results 

obtained by the students at this school on the KET/PET was implicit in both school 

leaders’ discourses during the interview. As argued in the previous chapter, students’ 

favourable results in this test surpassed the average of the Madrid region (87% of ‘pass’ 

scores, as shown in Figure 4.2 in chapter four). These numbers indicate that a large 

percentage of students had met the minimum level – A2 and above – to attend the CLIL 

Bilingual Section strand if they chose to attend a bilingual secondary school. As 

explained in the same chapter, Promesas school is located in a more affluent area – 

School District B, and most of the students at this school share an upper-middle class 

background, including the small percentage of foreign students attending this school. At 

Las Esfinges primary school, situated in School District A, a primarily working-class 

area, the results of this test were considerably lower (49% of ‘pass’ scores, as shown in 

Figure 4.1 in chapter four). As argued in the preceding chapter, this school took part in 

the MEC/British Council bilingual programme in 1996 and, since the academic year 

2010/11, it has been required to prepare and implement the high-stakes standardised 

English language examinations of the BP.  

Ramón, the headmaster, had arrived at Las Esfinges school in 1992. As mentioned 

earlier in this chapter, the interview took place during the same time that the school 

leaders at Promesas primary school were interviewed, towards the end of the academic 

year 2013/14. In the following extract, Ramón shares his opinion with respect to the 

KET/PET.  

Extract 3. 

School leader: RAMON 

Researcher: RES 

 

1 
2 

RAMON 
 

a nosotros nos parece que 
eso no es (.) del todo: 

we believe that it’s not 
(.) entirely: 
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3 
 
4 
5 
6 
 
7 
 
8 
 
9 
 
10 
 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
 
22 
 
23 
24 
 
25 
 
26 
27 
28 

 
RES 
 
RAMON 
 
 
 
 
 
RES 
 
RAMON 
 
RES 
 
RAMON 
 
 
 
 
 
 
 
 
 
 
 
RES 
 
RAMON 
 
 
RES 
 
RAMON 

 
sí 
 
acertado en el sentido de 
que una prueba en un momento 
determinado la puedes fallar 
no sería normal pero sí la 
[puedes] 
 
[sí] 
 
fallar y te (xx) [lita] 
 
       [sí] 
 
no? (.) o sea por ejemplo 
hay alumnos que son 
brillantes que sacan buenos 
resultados que sus 
profesores les dan buenas 
notas, (.) y si ese día su- 
(.) bueno ese día o su- (.) 
suspenden la prueba 
directamente es que no les 
dan ni la opción a       
entrar no? 
 
hmhmh 
 
eso (x) hasta cierto        
punto= 
 
     =sí 
 
desde mi punto de vista es 
bastante (.) por lo menos 
debatible o cuestionable 

 
yes 
 
right in the sense that a 
test at a certain point you 
can fail it wouldn’t be 
normal but yes you       
[can] 
 
[yes] 
 
fail and it (xx)[lita] 
 
                [yes] 
 
right? (.) I mean for 
example there are students 
who are brilliant that get 
good results that their 
teachers give them good 
grades, (.) and if that day 
they fail- (.) well that 
that or fai-(.) the test 
directly they’re not even 
given the option to enter 
right? 
 
hmhm 
 
that’s (x) to a certain 
extent= 
 
      =yes 
 
from my point of view it’s 
quite (.) at least 
debatable or questionable 

 

Here, Ramón points to the discrepancy experienced between the school curriculum and 

the introduction of the high-stakes standardised English language test KET/PET. In 

doing so, the headmaster points to a clash between the value system that frames the 

stance object – i.e. the KET/PET – and that of the school. This discordance between the 

language examination criteria and the school’s academic criteria can be interpreted as 

disagreeing negative evaluation with respect to the stance object – i.e. the KET/PET, a 

view that was also shared by Jorge, the headmaster at Promesas primary school. Right 

after, Ramón reframes the object of the stance object as he refers to the gatekeeping 

consequences of the test directamente es que no les dan ni la opción a entrar (‘directly 
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they’re not even given the option to enter’, lines 18-20). This perspective is elaborated 

in the following extract, as Ramón answers my question with respect to the opinion 

shared by the families with respect to this language test.   

Extract 4. 

School leader: RAMON 

Researcher: RES 

 

1 
2 
3 
4 
5 
 
6 
7 
8 
 
9 
 
10 
11 
12 
13 
14 
 
15 
 
16 
17 
18 
 
19 
 
20 
21 
22 
23 
24 
25 
26 
27 
 
28 
 
29 
30 
31 
 
 

RES 
 
 
 
 
 
RAMON 
 
 
 
RES 
 
RAMON 
 
 
 
 
 
RES 
 
RAMON 
 
 
 
RES 
 
RAMON 
 
 
 
 
 
 
 
 
RES 
 
RAMON 
 
 
 
 

que fi- (.) qué opinan las 
familias de esto:s exámenes 
externos? (.) en general 
(.) qué opinión            
les merece? 
 
pue:s (.) eh: es que: las 
opiniones ya huelgan porque 
[nosotros] 
 
[claro] 
 
antes veíamos que: nos 
parece nos sigue pareciendo 
(.) poco: (..) >a ver qué 
palabra (x) digo yo< (.) a 
veces poco justo, 
 
hmhm 
 
eh (.) que te la juegues 
todo a una carta (.) otras 
veces, (.) poco: educativo  
 
hmhm 
 
me parece injusto por 
ejemplo que un alumno haya: 
estado trabajando durante 
su curso sus profesores le 
han dado su nota en función 
de lo que ha ido (.) 
avanzando desarrollando y 
demás estamos [en] 
 
              [sí] 
 
enseñanza primaria eh? no 
estamos hablando de: (.) de 
doctorados 
  
 

what fi- (.) what is the 
families’ opinion of the:se 
external exams? (.) in 
general (.) what is their 
opinion? 
 
well: (.) eh: it’s tha:t the 
opinions aren’t needed cause 
[we] 
 
[right] 
 
before we saw tha:t we 
consider we still consider (.) 
not very: (.) >let’s see what 
word (.) do I say< (.) 
sometimes not very fair,  
 
hmmh 
 
eh (.) that you play it all on 
one card (.) other times, (.) 
not very educational 
 
hmhm 
 
I find it unfair for 
example that a student has: 
been working during his 
course his teachers have 
given him the grade on the 
basis of what he/she’s been 
(.) advancing developing 
and so forth we’re [in] 
 
[yes] 
 
primary education eh? we’re 
not talking abou:t (.) about 
doctorates 
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32 
 
33 
34 
 
35 
 
36 
37 
38 
 
39 
 
40 
41 
42 
 
43 
 
44 
45 
 
46 
 
47 
48 

RES 
 
RAMON 
 
 
RES 
 
RAMON 
 
 
 
RES 
 
RAMON 
 
 
 
RES 
 
RAMON 
 
 
RES 
 
RAMON 

hmhm (.) [y:] 
 
    [y] le dan una 
buena nota y [luego] 
 
        [sí] 
 
llegan ese día suspende la: 
nota con un 69% y se han 
quedao ya  
 
ah ya= 
 
     =sin ir a Sección 
{Bilingüe} por ejemplo (.)                      
[y a] 
 
[aha] 
 
lo mejor teóricamente (.) 
<teórica>mente 
 
sí 
 
podían haberla sacao         
ºehº? 

hmhm (.) [a:nd] 
 
         [and] they give 
him a good grade and [then] 
 
                     [yes] 
 
they arrive that day fail 
the: grade with a 69% and 
they’re already  
 
ah right= 
 
        =left out from going 
to the {Bilingual} Section 
for example (.) [and may-] 
 
                [aha] 
 
-be supposedly (.) 
<supposed>ly  
 
yes 
 
they could have reached it 
ºehº? 

 

Ramón shifts the object of my question – the families’ opinion of this examination – by 

making explicit the following argument: an injustice may be produced by reason of this 

English language test. The metaphoric structure que te la juegues todo a una carta (‘that 

you play it all on one card’, lines 16-17) is used by the headmaster to locate the object 

of the stance – i.e. the KET/PET – in a frame of risk, which is followed by an 

educational argument a veces… poco educativo (‘sometimes… not very educational’, 

lines 17-18). As Ramón elaborates on his stance, he places forward a face threatening 

act no estamos hablando de doctorados (‘we’re not talking… about doctorates’, lines 

29-31), which signals his awareness of the possible disalignment experienced by me, 

the researcher, with respect to his positioning. My follow-up back channeling (‘hmhm’, 

line 32) has a neutralising effect, prompting Ramón to elaborate further. Once again, the 

headmaster refers to the ‘unfair’ (line 20) situations tied to the gatekeeping mechanism 

of the test se han quedao ya… sin ir a Sección (Bilingüe) (‘and they’re… left out from 

going to the (Bilingual) Section’ line 37-41), which, in his view, may contradict the 

progression experienced by students at the school in preparation towards a likely 
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favourable scenario a lo mejor teóricamente…podían haberla sacado (‘maybe 

supposedly… they could have reached it’, lines 42-48).  

The role of the KET/PET in the transition of students from primary to secondary has 

given rise to different opinions on behalf of the school leaders at Promesas and Las 

Esfinges primary school. The fact that the KET/PET is developed and implemented by 

an external language testing institution has led to converging and diverging views with 

respect to the suitability of this test in measuring students’ English language 

proficiency. Jorge and Ramón, the headmasters at Promesas and Las Esfinges school, 

have overtly disagreed with the value system that frames this test, which may not be 

“connected to the learning that takes place in the classroom” (Shohamy, 2001a: 381). 

Ramón has taken one step further by questioning the principles of fairness tied to the 

test as he refers to the potential injustices that may be derived by reason of the high-

stakes consequences attached to it. Ana, the head of studies at Promesas school, has 

brought an additional point of view by stressing the families’ positive view of this test. 

According to the head of studies, the fact that this test is delivered by an external 

institution leads families to interpret this test as a clean or unpolluted measure of 

students’ language progress. This factor, according to Shohamy (2006), explains the 

powerful mechanisms of tests and their strong appeal to the public because they “make 

use of ‘objective formats that make tests seem reliable and trustworthy” (Shohamy, 

2006:102). From this perspective, tests are considered by the public as a ‘good and 

effective tools’ for making high-stakes decisions (Shohamy, 2006: 102). I now turn to 

the families’ ‘stance’ towards the KET/PET.  

 

5.4.2. Families’ stances on the streaming criteria  

Daniela, the mother of Luis, a student in the CLIL Bilingual Section at El Campamento 

secondary school, responds to my question with respect to the preparation of the KET at 

Las Esfinges school.  
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Extract 1. 

Parent: DANIELA 

Researcher: RES 

 

1 
2 
3 
4 
 
5 
6 
7 
8 
9 
 
10 
 
11 
12 
13 
 
14 
15 
16 
17 
 
18 
19 
20 
 
21 
 
22 
23 
24 
25 
 
26 
 
27 
28 
29 
30 
31 
32 
33 
34 
35 

RES 
 
 
 
 
DANIELA 
 
 
 
 
 
RES 
 
DANIELA 
 
 
 
RES 
 
 
 
 
DANIELA 
 
 
 
RES 
 
DANIELA 
 
 
 
 
RES 
 
DANIELA 

cómo llevó Luis la 
preparación de estos 
exámenes? (.) del examen 
PET (.) KET 
 
pue:s (.) eh realmente, (.) 
aunque él estuviera preparado 
porque en el cole: les 
preparan muy bien, (.) estaba 
con nervios  
 
hmhm 
 
con muchos nervios (.) de 
hecho le salió un herpes 
((sonríe)) 
 
ah ((ríe)) (.) bueno (.) 
eh: y necesitó ayuda: a la 
hora de preparar estos 
exáme[nes:] 
 
     [él:] (.) él 
realmente aunque no 
necesitara, [porque] 
 
            [ºhmhmº] 
 
los profes (x) decían que: 
no hacía falta el sí que nos 
pidió, (.) que: le 
buscáramos un profe [pero:] 

                                               
[ºhmhmº] 

 
realmente la profesora 
cuando: vino, (.) dijo es 
que (.) si es porque él se 
sienta más seguro yo vengo 
si quieres, (.) una o dos 
veces en semana una hora 
(.) pero porque él le de 
más seguridad (.) está 
preparado más que de sobra 

how was Luis’ experience 
preparing for these exams? 
(.) the PET exam (.)      
KET 
 
we:ll (.) eh really, (.) 
even though he was ready 
cause at schoo:l they 
prepare them very well, (.) 
he was nervous 
 
hmhm 
 
very nervous (.) in fact he 
got a herpes             
((smiles)) 
 
ah ((laughs)) (.) well (.) 
eh: did he need hel:p when 
it came to preparing these 
exa[ms] 
 
   [he:] (.) he actually 
even though he didn’t need 
any, [cause] 
 
     [ºhmhmº] 
 
the teachers (x) said tha:t 
it wasn’t necessary he did 
ask us, (.) to: look for a 
private teacher [but] 
 
                [ºhmhmº] 
 
actually the teacher when: 
she came, (.) said that (.) 
if it’s to help him feel 
more confident I come if 
you want, (.) once or twice 
a week one hour (.) but 
only because it’ll give him 
more confidence (.) he’s 
more than well prepared  
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The affective stance carried forward by Daniela con muchos nervios (‘very nervous’, 

lines 11) signals the atmosphere of anxiety and fear around the test. This stance is 

elaborated as she describes the physical effects experienced by her son due to the stress 

involved in the preparation of the test le salió un herpes (‘he got a herpes’, line 12). My 

laughter in line 14 shows incredulity with the situation she is describing. Right after, I 

formulate a second question (lines 15-17), which is answered by Daniela as she refers to 

her son’s insecurity at the time of preparing the test sí que nos pidió… que le 

buscáramos un profe (‘he did ask us… to look for a private teacher’, lines 23-25). 

Through a series of parallel statements en el cole les preparan muy bien (‘at the school 

they prepare them very well’, lines 6-8), está preparado más que de sobra (‘he’s more 

than well prepared, lines 34-35), Daniela shares her view on her son’s successful 

preparation for the test and the adequate support provided by the primary school – i.e. 

Las Esfinges – in this process.  

Felisa, the mother of Lucía and Paula, was also asked for her opinion on her daughters’ 

preparation of this test. Both had passed the PET version of the test at Promesas 

primary school and attended the CLIL Bilingual Section strand at Luna secondary 

school.  

Extract 2. 

Parent: FELISA 

Researcher: RES 

 

1 
2 
 
3 
 
4 
5 
6 
 
7 
8 
9 
10 
11 
 
12 
 
13 

RES 
 
 
FELISA 
 
RES 
 
 
 
FELISA 
 
 
 
 
 
RES 
 
FELISA 

en la época de exámenes 
de: (.) del PET  
 
hmhm 
 
ehm (.) cómo fue fue  
tranquila o había  
neriviosismo? 
 
[no:] estaban nerviosos 
es que se con- (.) es que 
para ellas ((ríe)) se 
jugaban mucho (.) pero    
bueno 
 
vale 
 
estaban nerviosas sí 

in the exam period of: (.) 
the PET 
 
hmhm 
 
ehm (.) how was it was was 
it calm or was there 
nervousness?  
 
[no:] they were nervous 
it’s that con- (.) it’s 
that for them ((laughs)) a 
lot was at stake for them 
(.) but well 
 
okay 
 
they were nervous yes 
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14 
15 
16 
 
17 
18 

 
RES 
 
 
 
FELISA 

 
claro el: porque 
dependiendo de la nota 
no? (.) ten   [ían:] 
   
              [para ir a 
un] lado o el o(x) 

 
right the: cause depending 
on the mark right? (.) 
they [had] 
 
     [to go to one] place 
or the o(x) 

  

Felisa’s affective stance on her daughters’ experience during the exam period estaban 

nerviosas (‘they were nervous’ (line 7) resonates with that of Daniela’s in the previous 

extract. This anxiety is justified by Felisa as she locates the object of the stance – i.e. the 

KET/PET – in a frame of risk se jugaban mucho (‘a lot was at stake for them’, lines 9-

10). This frame has also been evoked by Ramón, the headmaster at Las Esfinges 

primary school, who referred to the high-stakes scenario around the test by reason of the 

streaming decisions being made. As I align with Felisa’s stance claro (‘right’, line 14), 

my follow-up question triggers her brief answer, in which she implicitly refers to the 

consequences of the high-stakes context of the test for students’ placement in the CLIL 

strands (lines 17-18).  

Henar, the mother of María, was also asked a question on her daughter’s preparation of 

this test at Las Esfinges school. María had not passed and attended the CLIL Bilingual 

Programme strand at El Campamento secondary school. Mother and daughter 

participate in the following exchange. 

Extract 3.  

Parent: HENAR 

Student: MARIA 

Researcher: RES 
 
1 
2 
3 
4 
 
5 
6 
 
7 
8 
 
 
 

RES 
 
 
 
 
HENAR 
 
 
RES 
 
 
 
 

y cómo llevó María la 
preparación: de este: (.) 
de estos exámenes? (.) 
[(palabras)] 
 
[muy nerviosa] (.) 
muchísimo= 
 
         =ner 
viosa 
 

and how did María experience 
the preparation: of this: 
(.) of these exams? (.)    
[(words)] 
           
[very nervous] (.)  
a lot= 
 
     =ner- 
vous 
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9 
10 
11 
12 
 
13 
 
14 
15 
 
16 
 
17 
18 
 
19 
20 
21 
22 
 
23 
 
24 
25 

HENAR 
 
 
 
 
RES 
 
HENAR 
 
 
RES 
 
MARIA 
 
 
HENAR 
 
 
 
 
RES 
 
HENAR 

porque es que claro es que 
se jugaba el pase o sea es 
que todo se revierte a lo 
mismo (.) [porque] 
 
          [hmhm] 
 
porque ella tiene buen 
nivel de inglés, 
 
sí 
 
me compraste el libro ese    
[para practicar] 
 
[y te compré] el libro: y 
todo para que preparara 
los exámenes o sea que 
fue a          conciencia  
 
ahá 
 
pero se quedó (.) a dos 
puntos (.) justitos 

cause well of course her 
pass was at stake I mean it 
all goes back to the same 
thing (.) [cause] 
 
          [hmhm] 
 
cause she has a good level 
of English, 
 
yes 
 
and you bought me that book 
[to practice] 
 
[and I bought you] the 
boo:k and everything to 
prepare the exam I mean she 
did it conscientiously 
 
aha 
 
but she was left out (.) by 
two points (.) very tight 

 

Henar frames the object of the stance – the preparation of the KET/PET – in the 

affective dimension muy nerviosa (‘very nervous’, lines 5-6). This stance is justified by 

Henar as she addresses the high-stakes context of the test, for which she resorts to a 

frame of risk es que se jugaba el pase (‘her pass was at stake’, lines 9-10). This view 

had also been shared by Felisa in the previous extract and by Ramón, the headmaster at 

Las Esfinges primary school. The alignment between mother and daughter plays out 

through the repetition of parallel structures y me/te compraste el libro (‘and I/you 

bought me the book’, (lines 17, 19) that convey that the preparation for this test had 

been done ‘conscientiously’ (lines 21-22). Henar’s  argumentative marker pero (‘but’, 

line 24), followed by the emphasis on the word ‘two’ (line 23) shows that María failed 

the test by a very little margin and it is inferred that these results do not reflect her 

careful preparation for this exam. This perspective was also mentioned by Ramón as he 

referred to the discrepancies that could be experienced between students’ everyday 

progress at the school and the results of the KET at Las Esfinges school. Moreover, 

Henar’s last statement allowed the researcher to infer that, even though the results were 

not what they had expected (or wanted), they were not in the position to refute them.  
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Jessica, the mother of Jennifer, a student in the CLIL Bilingual Programme strand at El 

Campamento secondary school, answers my question with respect to her daughter’s 

preparation for the test.  

Extract 4. 

Researcher: RES 

Parent: JESSICA 

 

1 
2 
3 
 
4 
 
5 
 
6 
 
7 
8 
9 
 
10 
 
11 
 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
 
23 
 
24 
25 
26 
 
27 
 
28 
 
29 
 

RES 
 
 
 
JESSICA 
 
RES 
 
JESSICA 
 
RES 
 
 
 
JESSICA 
 
RES 
 
JESSICA 
 
 
 
 
 
 
 
 
 
 
 
RES 
 
JESSICA 
 
 
 
RES 
 
JESSICA 
 
RES 
 

y: cómo llevó tu hija 
Jennifer la preparación 
de estos exámenes 
 
pues la verdad que muy bien  
 
muy bien? 
 
la verdad que muy bien  
 
hmhm, (.) y: (.)tuvo que 
trabajar mucho: (.)            
eh= 
 
  =pues 
 
  =necesitó ayuda: 
 
la verdad que ellas (.) 
eh son de las niñas que: 
son muy: >cómo le digo< 
(.) tienen ya un hábito 
de estudio ellas (.) 
cuando no: (.) cuando 
necesitan ayuda claro que 
me lo piden pero yo en 
ese aspecto yo no puedo 
ayudarles porque como yo: 
pues en inglés no 
 
claro 
 
nada (.) pero: entre 
ellas dos se más que 
todo: se echan la mano  
 
se echan 
 
sí sí 
 
la mano la una a la otra= 
                                           

a:nd how did your daughter 
Jennifer experience the 
preparation of these exams 
 
well the truth is very well 
 
very well? 
 
the truth is very well 
 
hmhm, (.) a:nd (.) did she 
have to work a lo:t? (.)       
eh= 
 
  =well 
 
  =did she need hel:p 
 
the truth is that they (.) 
eh they’re the type of girls 
tha:t they’re very: >how can 
I tell you< they already 
have a studying habit they 
(.) when they don:’t (.) 
when they need help of 
course they  
ask me but in that aspect I 
can’t help them cause since I: 
well in English I don:’t 
 
right 
 
anything (.) bu:t between both 
of them more than anythin:g 
they help 
 
they help 
 
yes yes 
 
help each other= 
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30 
31 

JESSICA                       =la 
una a la otra claro 

               =each other         
right 

 

Jessica evaluates the preparation of the test positively la verdad que muy bien (‘the truth 

is very well’, line 4). The researcher’s question in line 5 trigger’s the interviewee’s 

repetition of her stance (line 6). The following two questions formulated by the 

researcher prompt Jessica to elaborate on the type of assistance received by her 

daughter. As she develops her answer, Jessica clarifies two interrelated factors: her 

daughters’ modes of behaviour when it comes to studying tienen un hábito de estudio 

ellas (‘they already have a studying habit’, lines 14-15) and her inability to help her 

daughters when it comes to English yo pues en inglés no (‘I well in English I don’t’, 

lines 21-22). At this point, it seems like Jessica has shifted the stance object from the 

high-stakes English language test to other subject areas, possibly those that correspond 

to subjects in English. I show alignment with the content of what Jessica has just said 

claro (‘right’, line 23). My repetition in lines 27 and 29 leads Jessica to clarify that her 

daughters provide support to each other when it comes to English related topics.  

The families’ stances point to the fact that the knowledge created by the KET/PET 

imposes the “criteria for the specific levels of proficiency” (Shohamy, 2006: 140), 

forcing test takers to comply and follow its rules. The affective stances taken by three of 

the mothers show a generalised feeling of anxiety with respect to the high-stakes 

decisions surrounding the KET/PET. As the test is imposed from the top-down, families 

feel they have no control over the testing situation and over the test itself. Students are 

thereby required to comply with the demands of this test by modifying their behaviour 

accordingly in order to “maximize their scores” (Shohamy, 2006: 103). In the case of 

Jessica, one of the mothers interviewed, she reported relying on her daughters’ ability to 

cope with subject areas in English (including the preparation of the KET/PET) without 

her support. Moreover, what can be extracted from the families’ stances is that the 

power and authority of the test seems to be accepted. As Shohamy (2001b) points out, 

tests create a set of rules that “are different from ‘normal life’ so that fear, respect and 

authority are created by those who dictate the rules” (Shohamy, 2001b: 125).  
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5.5. Values assigned to the CLIL Bilingual Section and CLIL 

Bilingual Programme strands  

 

Having addressed how stakeholders interpret the streaming criteria for placement into 

the CLIL Bilingual Section and CLIL Bilingual Programme strands, this section 

addresses the following research question:  

 

2.   How are both strands and the students attending these strands represented in 

two socioeconomic areas chosen and what is the value emerging from these 

discourses of the educational community? 

In addition to the stakeholders whose stances have been included in the above section 

– primary school leaders and families, secondary school teachers’ viewpoints have 

also been added to address this research question. As teachers in the CLIL Bilingual 

Section and CLIL Bilingual Programme strands, their stances on different aspects 

related to the strands and the categories assigned to the students provided valuable 

insights because of their daily engagement in the pedagogical practices with these 

students. Moreover, as classroom observations were conducted in these teachers’ 

classrooms, a rapport had been built with these actors. These stakeholders would 

thereby be more inclined to share their experience in relation to the question topics 

and, possibly, recall prior situations experienced in which the researcher had been 

present. Relevant information on the ways in which these stakeholders orient towards 

their pedagogical practices could also be elicited (viewpoints on different aspects of 

these teachers’ pedagogical practices are shared in the following chapter).  

 

5.5.1. Values emerging from primary school leaders’ representations of 

the CLIL strands 

In the following extract, Jorge and Ana, the school leaders at Promesas primary 

school, located in School District B, share their perspective on my question with 

respect to the families’ interest in having their children attend the CLIL Bilingual 

Section strand in secondary.  
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Extract 1. 

School leaders: JORGE, ANA 

Researcher: RES 

 

1 
2 
3 
 
4 
 
5 
 
6 
 
7 
 
8 
9 
10 
11 
12 
 
13 
 
14 
15 
 
16 
 
17 
18 
19 
20 
21 
22 
23 
 
24 
 
25 
26 

RES 
 
 
 
JORGE 
 
ANA 
 
JORGE 
 
RES 
 
JORGE 
 
 
 
 
 
RES 
 
JORGE 
 
 
RES 
 
JORGE 
 
 
 
 
 
 
 
RES 
 
JORGE 

y en general las familias 
quieren que sus hijos vayan 
a la Secció:n Bilingüe? 
 
sí 
 
ºsíº 
 
en general [sí] 
 
  [en] general 
 
en general sí si: los 
niños van bien salvo que 
haya algún problema tipo 
ese que te he contao M.P. 
que su [familia] 
 
       [hmhm] 
 
es un (.) que: el inglés 
es un problema para él 
 
sí 
 
todos los demás, (.) 
prefieren (.) si creen que 
los niños tienen 
capacidad, (.) que vayan a 
la: (.) Sección {Bilingüe} 
(.) y si no como mínimo al 
Programa de bilingüismo 
 
hmhm 
 
los que son de un nivel un 
poco más bajo º(palabras)º 

and in general do families 
want their children to go to 
the Bilingual Sectio:n? 
 
yes 
 
ºyesº 
 
in general [yes] 
 
      [in] general 
 
in general if i:f the 
children are doing well 
unless there’s some problem 
of the kind I told you M.P. 
that his [family] 
 
         [hmhm] 
 
is a (.) tha:t English is a 
problem for him 
 
yes 
 
all the rest, (.) prefer 
(.) if they believe the 
kids are capable, (.) that 
they go to the: (.) 
{Bilingual} Section (.) 
and if not at least to the 
bilingualism Programme 
 
hmhm 
 
the ones who are at a bit 
lower level º(words)º 

 

Alignment is shown in Jorge and Ana’s answers (lines 4,5). Jorge orients the object of 

the stance – the CLIL Bilingual Section strand – in terms of its perceived ‘added 

value’ on behalf of the families. My repetition of Jorge’s statement en general (‘in 

general’, line 7) prompts his subsequent elaboration. According to the headmaster, the 

CLIL Bilingual Section strand is an option shared by most families todos los demás 
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(‘all the rest’, line 17), with few exceptions. Moreover, attending the CLIL Bilingual 

Section strand involves certain capacities si los niños van bien (‘if the children are 

going well’, lines 8-9), si creen que los niños tienen capacidad (‘if they believe kids 

are capable’ lines 18-19). By considering the CLIL Bilingual Programme strand as a 

second option y si no como mínimo (‘and if not at least’, line 21-22), Jorge shows 

convergence with the families with respect to the stance object: the CLIL Bilingual 

Section is the preferred strand. The attributions assigned to the CLIL Bilingual 

Programme strand in his last intervention los que son de un nivel más bajo (‘the ones 

who are at a bit lower level’, lines 25-26) construct this strand as being suitable for 

lower academic or English proficient students.  

A hierarchisation of strands surfaces as the headmaster locates his stance in a frame of 

merit: students access the CLIL Bilingual Section strand by virtue of their capacities 

and good performance. In the following extract, the headmaster provides additional 

information about the transition process, including the requirements that are needed to 

access either strand in secondary. 

Extract 2.  

School leader: JORGE 

Researcher: RES 

 

1 
2 
3 
4 
5 
 
6 
 
7 
8 
 
9 
 
10 
11 
12 
 
13 
 
14 
15 

JORGE 
 
 
 
 
 
RES 
 
JORGE 
 
 
RES 
 
JORGE 
 
 
 
RES 
 
JORGE 
 

los que van al programa 
de: (.) a la Sección 
Bilingüe son los que han 
aprobado el KET o                         
el PET  
 
hmhm 
 
y vienen de un colegio 
bilingüe 
 
hmhm 
 
salvo que ellos soliciten 
otra cosa por algún 
motivo (.) [aquí] 
 
           [ah] 
 
hay alguna (.) madre que 
ha pedido no no yo quiero 

the ones who attend the 
programme of: (.) the 
Bilingual Section are the 
ones who’ve passed the KET or 
the PET 
 
hmhm 
 
and come from a bilingual 
school 
 
hmhm 
 
unless they request another 
thing for some reason (.) 
[here] 
 
[ah] 
 
there’s been some (.) mothers 
who have requested no no I 
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16 
17 
18 
 
19 
20 
 
21 
22 
 
23 
 
24 
25 
26 
27 
28 
29 
 
30 
 
31 
32 
33 
34 
 
35 
 
36 
37 
38 
39 
 
40 
 
41 
 
42 
 
43 
 
44 

 
 
 
 
RES 
 
 
JORGE 
 
 
RES 
 
JORGE 
 
 
 
 
 
 
RES 
 
JORGE 
 
 
 
 
RES 
 
JORGE 
 
 
RES 
 
JORGE 
 
RES 
 
JORGE 
 
RES 

que mi hija (.) vaya al 
Luna pero no a la Sección 
al Programa= 
 
         =al Programa 
{Bilingüe} 
 
no quiero que se estrelle 
porque eso supone 
 
hmhm 
 
que no solo hay un nivel 
de inglés (.) o que se 
den más áreas en inglés 
(.) sino que también hay 
más nivel de exigencia, 
(.) en las (ºpalabrasº) 
 
hmhm 
 
en general la gente 
prefiere (.) si los niños 
pueden vayan a la Sección 
{Bilingüe} porque [eso] 
 
                  [ahá] 
 
significa que han obtenido 
(.) unos buenos resultados 
en inglés (.)  
[y:]  
 
[sí] 
 
y (xx) notas 
 
hmhm 
 
en las demás áreas 
 
ºclaroº= 

want my daughter to (.) go to 
Luna but not to the Section 
to the Programme= 
 
                =to the 
{Bilingual} Programme 
 
I don’t want her to fail cause 
that implies 
 
hmhm 
 
that not only there’s a level 
of English (.) or that more 
areas are given in English (.) 
but also there’s a higher 
level of demand, (.) in the 
(ºwordsº) 
 
hmhm 
 
in general people prefer (.) 
if the children can for them 
to go to the {Bilingual} 
Section cause [that] 
 
              [aha] 
 
it means that they’ve 
obtained (.) good results in 
English (.)  
[a:nd] 
      
[yes] 
 
and (xx) scores 
 
hmhm 
 
in the other áreas 
 
ºrightº 

 

Once more, Jorge shows convergence with the families’ value system in the 

construction of the object of the stance – the CLIL Bilingual Section strand. My 

repetition of part of Jorge’s statement in lines 19-20, as well as my frequent use of 

back channeling (‘hmhm’, ‘aha’) sustain the flow of the interaction, prompting my 

interviewee to expand. Again, the headmaster resorts to a frame of merit in order to 

explain that students’ placement in this strand is the result of students’ demonstrated 
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academic success in primary significa que han obtenido… unos buenos resultados en 

inglés… y (x) notas (‘it means that they’ve obtained good results in English … and (x) 

scores, lines 36-40). I show alignment with Jorge’s stance claro (‘right’, line 44) as the 

headmaster presents the CLIL Bilingual Section strand in terms of ‘excellence’, that is, 

in association to higher levels of linguistic and academic demands (lines 24-29). 

Parallelism is used by the headmaster to manage this information no solo… sino 

también (‘not only… but also…’ lines 24-29). Within this logic, Jorge conveys the 

reasons that lead some families to opt for another strand for their children – i.e. the  

CLIL Bilingual Programme, in order to avoid exceeding demands that could 

potentially compromise their academic erformance no quiero que se estrelle (‘I don’t 

want her to fail’, line 21).  

In the following extract, the headmaster brings my attention to the percentage of 

students at Promesas primary school who request access to Luna secondary school at 

the end of sixth grade. 

Extract 3.  

School leader: JORGE 

Researcher: RES 

 

1 
2 
3 
4 
 
5 
 
6 
7 
8 
9 
10 
11 
12 
13 
14 
 
15 
 
16 
17 
18 
 

JORGE 
 
 
 
 
RES 
 
JORGE 
 
 
 
 
 
 
 
 
 
RES 
 
JORGE 
 
 
 

este año hay (.) me 
parece que había (.) 
ciento un alumnos                     
de sexto  
 
hmhm 
 
de los cuales (.) todos han 
solicitado el Luna, (.) 
excepto, (.) cuatro o seis 
no sé el número exacto sí 
puede ser que sean (.) 
seis así que fíjate, (.) 
que el noventa y tantos 
por ciento (.) [eligen 
(.) Lu-] 
 
    [se van (.) eligen] 
 
-na (.) por el programa de 
(x) por con (.) continuar 
o bien en el Programa 

this year there are (.) I 
think that there were (.) a 
hundred and one students in 
year 6 
 
hmhm 
 
from which (.) all have 
applied for Luna, (.) except, 
(.) four or six I don’t know 
the exact number yes 
it could be (.) six so then 
pay attention, (.) that 
ninety something per cent (.) 
[choose (.)                 
Lu-] 
 
[go to (.) choose] 
 
-na (.) cause of the (x) 
programme to con (.) continue 
either in the (Bilingual)  
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19 
20 
 
21 

 
 
 
RES 

(Bilingüe) o en en la 
Sección (.) [Bilingüe] 
 
[ahá] (.) vale 

Programme or in in the 
Bilingual (.) [Section] 
 
              [aha] (.) okay 

 

The popularity of the BP at Luna secondary school is referred to by Jorge as he 

emphasises the term todos (‘all’, line 6). Here, a stance is elicited: bilingualism 

increases the demand of the families. The key term is ‘choose’ (line 14), which is used 

by the headmaster to convey that families at Promesas primary school, when faced with 

an alternative, select Luna – the only state secondary school at the time that participated 

in the BP. My repetition of ‘choose’ in line 15 happens in overlap with Jorge. Here, I 

show my interviewee that I am paying attention to the information that is being 

conveyed. The use of numeric terms strengthens an invoked discourse of supply-and-

demand by the headmaster. These demands are inferred (Gumperz, 1982) to be good for 

the school community in that it is convenient to follow the dictates of the families. The 

use of parallelistic structures in Jorge’s last intervention o bien… o (‘either… or’, lines 

17-20) suggests that both strands – CLIL Bilingual Programme and CLIL Bilingual 

Section – share an equal value derived from taking part in the BP. Here, we can identify 

an interesting feature: the CLIL Bilingual Programme strand increases its value when it 

is contextualised within the broader school area.  

From the stances shared by Jorge in the previous extracts, it is possible to interpret a 

perceived qualitatively differential experience in the schooling experience of students in 

the CLIL Bilingual Section and CLIL Bilingual Programme strand, which seems to be 

accepted and naturalised in the school community. A meritocratic logic has often 

surfaced to explain students’ placement in these strands. This rationality entails that 

students with certain ‘capacities’ or are considered to be better prepared to meet the the 

demands – linguistic and academic – of the CLIL Bilingual Section strand, whereas it is 

in the best interest of those who ‘lack’ these abilities to be placed in the the CLIL 

Bilingual Programme strand. This rationality would justify the existence of educational 

hierarchies. Within the broader school area, however, both strands seem to be equally 

valued in that they take part in the same ‘bilingual project’ at Luna secondary school: 

the BP.  
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In the following extract, Ramón, the headmaster at Las Esfinges primary school, 

located in district A, answers my question with respect to the families’ interest in 

having their children attend the CLIL Bilingual Section strand in secondary.  

Extract 4.  

School leader: RAMON 

Researcher: RES 

 

1 
2 
3 
 
4 
 
5 
6 
7 
 
8 
9 
10 
 
11 
 
12 
13 
14 
15 
 
16 
 
17 
18 
19 
 
20 
21 
 
22 

RES 
 
 
 
RAMON 
 
RES 
 
 
 
RAMON 
 
 
 
RES 
 
RAMON 
 
 
 
 
RES 
 
 
 
RAMON 
 
RES 
 
 
RAMON 

y: hay muchos padres que 
quieren que sus hijos vayan 
a la Sección (.) Bilingüe? 
 
que si [quieren]? 
  

             [o::] (.) si hay (.) 
eh (.) sí (.) sí (.)  
[o hay eh] 
 
[pues yo me] imagino que 
como está vendid- (.) vamos 
está vendido [es una] 
 
   [claro] 
 
cosa buena y no es mala 
pues por querer querer, (.) 
loc (.) cualquier padre lo 
querría vamos 
 
sí= 
 
=esto el niño aprenda: lo 
más posible que estudie en 
inglé:s y 
 
vale (.) [y hay             
famil-] 
 
        [por querer] querer sí 

a:nd are there many parents 
who want their children to go 
to the Bilingual (.) Section? 
 
if they [want]? 
 
        [o::] (.) if there 
are (.) eh (.) yes (.) yes 
(.) [or are there eh] 
 
    [well I] imagine that 
since it’s sol-(.) well it’s 
sold [its’a] 
 
     [right] 
 
good thing it’s not bad well 
want want, (.) loc (.) any 
parent would want           
it  
 
yes= 
 
=for their child to learn:  
as much as possible in 
English: and 
 
okay (.) [and are there 
famil-] 
 
         [want] want yes 

 

Ramón frames the object of the stance – the CLIL Bilingual Section – within an 

economic frame está vendido (‘it’s sold’, lines 9-10). My alignment in line 11 (‘right’) 

takes place in overlap with Ramón’s introduction of another frame es una cosa buena 

(‘it’s a good thing’, lines 10-12) that is justified in a more traditional frame in the field 

of education: the intellectual and linguistic progress of students. By appealing to these 
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two frames, Ramón builds face for himself and for the school community, as the CLIL 

Bilingual Section is something expected to be desired. The repetition of the term ‘want’ 

(lines 13, 22) implies that this option is wished for as being an attractive option for 

families, a view that has been reiterated in the above section by Jorge, the headmaster at 

Promesas primary school. Ramón, however, presents this view as a possible or 

imagined situation cualquier padre lo querría (‘any parent would want it’, lines 13-15).  

The headmaster’s positioning with respect to the CLIL Bilingual Section strand 

continues to be developed in the following extract.  

Extract 5. 

School leader: RAMON 

Researcher: RES 

 

1 
2 
3 
 
4 
 
5 
6 
7 
8 
9 
 
10 
 
11 
12 
13 
 
14 
 
15 
16 
 
17 
 
18 
19 
 
20 
 
21 
22 
 

RAMON 
 
 
 
RES 
 
RAMON 
 
 
 
 
 
RES 
 
RAMON 
 
 
 
RES 
 
RAMON 
 
 
RES 
 
RAMON 
 
 
RES 
 
RAMON 
 
 

lo que pasa las familias 
nosotros somos muy 
conscientes date [cuenta] 
 
                 [hmhm] 
 
de (.) del alumnado que 
tenemos y no le:s o sea 
les dejamos muy clarito 
muy clarito o intentamos 
[dejarlo]  
 
[hmhm]         
 
vaya, (.) eh: (.) qué es 
lo que: (.) qué es lo que 
supone 
 
sí 
 
eh qué exigencias tiene, 
(.) [y] 
 
[hmhm] 
 
y (.) que no perdamos el 
norte vale? 
 
hm ya= 
 
     =que lo importante 
es    el 
 

what happens the families 
we’re very aware you        
[realise]  
 
[hmhm] 
 
of (.) of the student body 
that we have and we don’t 
(.) I mean we make it very 
clear very clear to them 
or we try to [leave it] 

  
          [hmhm] 

 
well, (.) eh: (.) what it: 
(.) what it             
involves 
 
yes 
 
eh what demands it has, 
(.) [and] 
 
    [hmhm] 
  
and (.) let’s not lose 
focus okay? 
 
hm yeah= 
 
       =that what’s 
important is the 
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23 
 
24 
 
25 
 
26 
27 
28 
29 
 
30 
 
31 
32 

RES 
 
RAMON 
 
RES 
 
RAMON 
 
 
 
 
RES 
 
RAMON 
 

sí [el (.) el] 
 
[el éxito] escolar  
 
claro 
 
ante todo (.) y luego (.) 
que es en Sección 
{Bilingüe}? (.) miel 
sobre hojuelas que no? 
 
ahá 
 
pues con azúcar están 
buenísimas también 

yes [the (.) the] 
 

 [academic] success 
 
right 
 
above all (.) and then (.) 
if it’s in the {Bilingual} 
Section? (.) much the 
better if not? 
 
aha 
 
the other is a great 
option too    

 

In this fragment, Ramón situates his previous answer in the context of the school by 

drawing my attention to the characteristics of the student body date cuenta… del 

alumnado que tenemos (‘you realise… the student body that we have’, lines 2-6). 

Through the use of attenuated structures, Ramón modifies “the value system that frames 

the stance object” (Martín Rojo & Molina, 2017: 686) – i.e. the CLIL Bilingual Section 

strand – as he brings forward the following educational argument que lo importante es 

el… éxito escolar… ante todo (‘that what’s important is the… academic success… 

above all’, lines 21-26). I show alignment with Ramón’s argument claro (‘right’, line 

25) after a successive use of back channeling (‘hmhm’, ‘aha’) to sustain the 

communication channel. Within this educational frame, the headmaster argues that the 

CLIL Bilingual Section and the CLIL Bilingual Programme share an equal ‘added 

value’. Parallelism is used by Ramón to manage this information as he uses the 

metaphoric expression que es en Sección (Bilingüe)?...miel sobre hojuelas que 

no?...pues con azúcar están buenísimas también (‘if it’s in the (Bilingual) Section… 

much the better if not?... well the other is a great option too’, lines 26-32).  

Although no explicit evaluative stance is produced by Ramón in the previous extracts, 

the contextual information that is provided points to an existing tension between 

‘excellence’ discourses, tied to higher linguistic and academic demands and associated 

to particular strands – i.e. the CLIL Bilingual Section, and other educational discourses 

that advocate for an inclusive education: every student must be successful. By drawing 

attention to the student body at this school, the headmaster implicitly refers to the 

information shared at an earlier point in the interview with respect to the diversity of the 
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student body and the existing achievement gap among a portion of students by reason of 

their social and/or cultural background. As mentioned in chapter four, approximately 

13% of the students at this school are of migrant origin and 3% correspond to ethnic 

minorities. In addition, the mitigated structure no perdamos el norte (‘let’s not lose 

focus’, lines 18-19) signals Ramón’s plea for pragmatism with respect to particular 

demands connected to English and to bilingualism in the context of the BP, which 

appear to be challenged by social and educational factors.  

In the following extract, the headmaster’s positioning becomes more explicit as he 

answers my question with respect to the existence of cases in which the families might 

want their children to attend the CLIL Bilingual Programme strand.  

Extract 6. 

School Leader: RAMON 

Researcher: RES 

 

1 
2 
3 
4 
5 
 
6 
 
7 
 
8 
9 
10 
11 
12 
13 
14 
15 
16 
 
17 
 
18 
 
19 
 
20 
21 
22 
 

RES 
 
 
 
 
 
RAMON 
 
RES 
 
RAMON 
 
 
 
 
 
 
 
 
 
RES 
 
RAMON 
 
RES 
 
RAMON 
 
 
 

y: hay algún caso de 
alguna familia que quiera 
que sus hijos vayan al 
Programa Bilingüe? (.) o: 
(.) o no= 
 
        =hay: (.) sí 
 
[sí?] 
 
[sí] porque lógicamente 
cuando la experiencia de los 
años hay (.) hay alumnos que 
se les ha: derivado a: 
continuar en la Sección 
Lingüística y han fracasado 
porque bueno (.) ponle un 
punto más de exigencia si 
vale a [partir] 
 
       [ahá] 
 
de eso  
 
sí 
 
y: (.) bueno (.) si si 
supone un sobreesfuerzo 
(.) y [supone:] 
 

a:nd is there any case in 
which a family wants their 
children to go to the 
Bilingual Programme? (.) or: 
(.) or no= 
 
         =there are (.) yes 
 
[yes] 
 
[yes] cause logically when 
the experience of the years 
there (.) there are students 
who have been derived to: 
continue in the Linguistic 
Section and have failed cause 
well (.) give it a higher 
level of demand if you want 
[from] 
 
[aha] 
 
that 
 
yes 
 
a:nd (.) well (.) if if it 
involves an excessive effort 
(.) and [it involves] 
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23 
 
24 
 
25 
 
26 
27 
 
28 
 
29 
30 
 
31 
 
32 
33 
34 
35 
36 
37 
38 
39 
40 
41 
 
42 
 
43 
44 
45 
 
46 
 
47 
 
48 
 
49 
 
50 
 
51 
52 
53 
54 
 
55 
 
56 
57 
 
58 
 

RES 
 
RAMON 
 
RES 
 
RAMON 
 
 
RES 
 
RAMON 
 
 
RES 
 
RAMON 
 
 
 
 
 
 
 
 
 
 
RES 
 
RAMON 
 
 
 
RES 
 
RAMON 
 
RES 
 
RAMON 
 
RES 
 
RAMON 
 
 
 
 
RES 
 
RAMON 
 
 
RES 
 

      [hmhm] 
  
un: fracaso escolar  
 
sí 
 
o sea es preferible ya te 
digo sacar un=  
 
             =claro= 
 
                  =diez    
en:= 
 
sacar (.) [sí] 
 
     [sociales] en: 
en hist- en historia en 
castellano, (.) que sacar 
un cinco pelao en: (.) en 
bilingüe si te porque no: 
es que me cuesta má:s 
estudiar pues chico pues              
(.) no estudies         
sociales en             
bilingüe, 
  
claro 
 
o: (ºpalabrasº) history 
and geography o como se       
[diga] 
 
[hmhm] 
 
no se estudia:= 
 
     =sí sí 
 
sociales, (.) apréndetelo 
 
hmhm 
 
que por aprender como hay 
tanto ehm ehm no sé si me 
estoy explicando 
[(palabras)] 
 
[sí sí sí] 
 
o sea eso: por lo menos 
nosotros [aquí] 
 
         [claro] 
 

        [hmhm] 
 
school failure 
 
yes 
 
I mean it’s preferable I tell 
you to get a= 
 
            =right= 
 
                  =a ten         
in:= 
 
to get (.) [yes] 
 
           [social sciences] 
in: in hist- in history in 
Spanish, (.) than to scrape 
through a five in: (.) in 
bilingual if cause no: it’s 
that I find it more: 
difficult to study well kid 
well (.) don’t study        
Social Science in      
bilingual, 
 
right 
 
or: (ºwordsº) history and 
geography or however you     
[say it] 
 
[hmhm] 
 
I don’t know study:= 
 
                   =yes yes 
 
Social Sciences, (.) learn it 
 
hmhm 
 
that there’s so much to learn 
ehm ehm I don’t know if I’m 
explaining myself        
[words]  
 
[yes yes yes] 
 
I mean tha:t at least us 
[here] 
 
[right] 
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59 
60 
 
61 
 
62 
63 
 
64 
 
65 
66 
 
67 

RAMON 
 
 
RES 
 
RAMON 
 
 
RES 
 
RAMON 
 
 
RES 

lo tenemos que tener claro 
y no nos volvamos locos 
 
hmhm 
 
ni nosotros ni supongo 
que en el instituto 
 
claro (.) vale 
 
ni hay que volverse locos 
entiendo yo 
 
claro  

we have to have it clear and 
let’s not go crazy 
 
hmhm 
 
neither us nor the high 
school I suppose 
 
right (.) okay 
 
there’s no need to go crazy I 
understand 
 
right   

 

The CLIL Bilingual Section strand is presented by Ramón as not being suitable for all 

students for two reasons that are interconnected: its higher level of demand si supone un 

sobreesfuerzo (‘if it involves an excessive effort’, lines 20-21) and the risk of academic 

failure y supone… un fracaso escolar (‘if it involves… school failure’, lines 22, 24). In 

doing so, the headmaster activates the discourses on ‘excellence’ that frame the stance 

object – i.e. the CLIL Bilingual Section strand. The repeated use of similar structures no 

nos volvamos locos/ni hay que volverse locos (‘let’s not go crazy’/‘neither one has to go 

crazy’) again evokes an existing frenzy that is enacted by the values that frame 

bilingualism and English under the BP, serving as a contextualisation cue (Gumperz, 

1982) and contributing to the headmaster’s management of information. Although 

Ramón does not explicitly show divergence with the value system that frames the CLIL 

Bilingual Section strand, he continues to present the CLIL Bilingual Programme strand 

as an equally valid option in supporting students’ academic achievement, especially 

when the goals of the CLIL Bilingual Section strand may be too demanding pues 

chico… pues no estudies sociales en bilingüe (‘well kid… well don’t study Social 

Science in bilingual’, lines 39-41). This view resembles the perspective shared by Jorge, 

the headmaster at Promesas primary school, who had referred to the cases in which a 

parent had requested that their child attended the CLIL Bilingual Programme strand in 

order to avoid the exceeding demands of the CLIL Bilingual Section strand. Here, the 

term ‘bilingual’ very likely refers to CLIL instruction, which is the approach used to 

teach subjects such as Natural Science (hence, Ramón’s term sociales) in the CLIL 

Bilingual Section strand. 
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The role of the researcher – myself – has been more unequivocally noticed in the above 

extract. The feeling of being under surveillance or even questioned by the researcher 

triggered my interviewees’ mocking. (i.e. imitating speech features in English), in 

particular with respect to subjects that are taught through English in secondary history 

and geography or como se diga (‘history and geography or however you say it’, lines 

43-45). Here, we can see the variations produced in the headmaster’s discourse, which 

are very likely explained by the situational nature of the interview. Ramón’s interlocutor 

is a researcher from a higher institution and a bilingual speaker, which could force the 

headmaster to be more conscientious of the values that are publicly proclaimed and how 

they are expressed (see Martín Criado, 2014). Despite my reiterated alignment (use of 

exclamation ‘yes’, showing agreement), Ramón attempts to mitigate the consequences 

of his stance and its potential impact on face work (Goffman, 1981). The indirect 

statement no sé si me estoy explicando (‘I don’t know if I’m explaining myself’, lines 

52-53) can be interpreted as Ramón’s hesitation with respect to the researcher’s 

understanding of the attenuated arguments that configure his reinforced and enduring 

positioning.  

Jorge and Ramón, the headmasters of Promesas and Las Esfinges primary school, have 

shared their stances on the values ascribed to the strands in secondary. In the 

communicative act, ‘excellence’ discourses have been activated, to which my 

interviewees have responded to. An overall adherence to these discourses has been 

identified in the exchange with Jorge, the headmaster at Promesas primary school, who 

addressed the perceived added demands of the CLIL Bilingual Section strand by the 

school community. This strand’s ‘added value’ is interpreted in association with 

prestige, signalling a linguistic and academic hierarchy with students attending the 

CLIL Bilingual Section strand being positioned at the top. Such hierarchisation of 

strands goes hand in hand with the naturalisation and acceptance of a meritocratic logic, 

which entails that students with a demonstrated higher linguistic and academic 

performance are entitled to the ‘excellence’ of the CLIL Bilingual Section strand whilst 

those who do not hold these qualities are considered to be ‘better off’ in the CLIL 

Bilingual Programme strand. 

In the interview with Ramón, the headmaster at Las Esfinges primary school, a greater 

ambivalence has been identified in the school leader’s discourse. The social and 
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economic characteristics of the area, School District A, constituted an underlying factor 

that was evoked as the headmaster co-constructed his stances in dialogue with the 

researcher. By bringing my attention to the student body at this school, the headmaster 

implicitly pointed to the social, cultural and economic background of the students 

attending this school. In the cumulative act of stance-taking on behalf of Ramón, 

‘success’ was implicitly located a frame of inclusion in education, rather than 

excellence. Through a series of mitigated arguments, the headmaster conveyed 

reservations with respect to the obsession that is often connected to bilingualism and 

English (hence, the plea ‘no perdamos el norte/let’s not lose focus’ and ‘no nos 

volvamos locos/let’s not go crazy’). Moreover, as the headmaster gave value to the 

CLIL Bilingual Programme strand, he implicitly rejected any linguistic value 

hierarchies that may be introduced within the BP. In the following sub-section, I address 

how these strands are represented by the families interviewed in the first part of this 

chapter together with the values emerging from these stakeholders’ discourses. 

 

5.5.2. Values emerging from the families’ representations of the CLIL 

strands 

In Extract 1, I ask Daniela, the mother of Luis, the student in the CLIL Bilingual 

Section strand at El Campamento secondary school, whether attending this strand was 

something that had been wished for.  

Extract 1. 

Mother: DANIELA 

Researcher: RES 

 

1 
2 
 
3 
4 
 
5 
 
6 
7 
8 

RES 
 
 
DANIELA 
 
 
RES 
 
DANIELA 
 
 

y vosotros queríais que 
Luis fuera a: la Sección?= 
 
                    =a 
Sección? 
 
Bilingüe? 
 
hombre por un lado sí (.) 
porque creo que va a esta:r 
(.) más preparado (.) porque 

and did you want Luis to 
attend the: the Bilingual= 
 
                         =the 
Section? 
 
Bilingual {Section}? 
 
well on the one hand yes (.) 
cause I think he’ll be: (.) 
better prepared (.) cause 
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9 
10 
11 
 
12 
 
13 
14 
 
15 
 
16 
17 
18 
19 
20 
21 
22 
23 
 
24 
 
25 
26 
 
27 
28 
29 
 
30 
31 
 
32 
33 
 
34 
35 
36 
37 
 
38 
 
39 
40 
41 
 
42 
 
43 
44 
 
45 

 
 
 
 
RES 
 
DANIELA 
 
 
RES 
 
DANIELA 
 
 
 
 
 
 
 
 
RES 
 
DANIELA 
 
 
RES 
 
 
 
DANIELA 
 
 
RES 
 
 
DANIELA 
 
 
 
 
RES 
 
DANIELA 
 
 
 
RES 
 
DANIELA 
 
 
RES 

tal cual está el trabajo: 
aquí yo no quiero que se 
vaya (.) al extranjero 
 
((risas)) 
 
((risas)) me daría mucha 
pena  
 
sí 
 
pero: (.) creo que: es 
importante (.) y luego por 
otro lado, (.) también 
pienso que: (.) que los 
resultado:s darán igual 
(.) si son buenos (.) si 
es en lengua extranjera 
que en castellano  
 
ºhmhmº 
 
entonce:s pero bueno (.) 
es lo que él decidió [y:] 
 
     [y 
bueno] vosotros 
respetástei:s [(palabras)] 
 
              [sí (.) sí 
bueno hombre]= 
 
       =la decisión 
[(palabras)] 
 
[la verdad es que también] 
te enorgullece que: un 
niño: tan pequeño pues que 
pueda hace:r 
 
hmhm 
 
claro es que nunca en mi 
época es no: existía 
entonces= 
 
=hmhm (.) sí 
 
es llamativo aunque cada 
vez es más común 
 
hmhmh 

given how the jo:b situation 
is here I don’t want him to 
go (.) abroad 
 
((laughs)) 
 
((laughs)) I’d feel very   
sad 
 
yes 
 
bu:t (.) I think it’s 
important (.) and then on 
the other hand, (.) I also 
think tha:t (.) the 
resul:ts won’t matter (.) 
if they’re good (.) if it’s 
in the foreign language or 
in Spanish 
 
ºhmhmº 
 
the:n but well (.) it’s what 
he decided [a:nd] 
            
           [and well] you 
respecte:d              
[words] 
 
[yes (.) yes well of     
course]= 
 
       =the decision 
[(words)] 
 
[it’s true that also] it 
makes you proud tha:t a 
child: so small well that 
he’s able to do: 
 
hmhm 
 
well cause never in my time 
is it didn:’t exist        
then= 
 
    =hmhm (.) yes 
 
it’s striking even though 
it’s more and more common 
 
hmhm 
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In this excerpt, Daniela frames the object of the stance – the CLIL Bilingual Section 

strand – as a valuable capital that will grant her son mobility in a future job market creo 

que va a estar más preparado (‘I think he’ll be… better prepared’, lines 7-8). Here, a 

stance is elicited: the CLIL Bilingual Section strand increases the job opportunities. 

However, this stance is not carried out fully because it is followed by a brief evaluative 

stance: the results are the same whether they are in English or in Spanish, which can be 

justified in a traditional frame of learning objectives, standards and outcomes. This 

tension, however, seems to be dissipated in Daniela’s follow-up statement pero bueno… 

es lo que él decidió (‘but well… it’s what he decided’, lines 25-26). My intervention in 

lines 27-29 and 32-33 prompts Daniela’s affective positioning with respect to her son’s 

placement in the CLIL Bilingual Section strand te enorgullece (‘it makes you proud’ 

line 35) as she counterposes her son’s language learning progress with the traditional 

approach to foreign language learning she experienced growing up nunca en mi época… 

no existía (‘never in my time… it didn’t exist then’, lines 39-41). At the same time, 

Daniela brings awareness of how this new speakerhood is gradually being normalised in 

everyday life cada vez es más común (‘it’s more and more common’, lines 43-44). 

In the following extract, Felisa is asked the same question with respect to her wish to 

have her daughters attend the strand in which they were in – the CLIL Bilingual 

Section.  

Extract 2. 

Parent: FELISA 

Researcher: RES 

 

1 
2 
 
3 
 
4 
 
5 
6 
7 
8 
9 
 
10 

RES 
 
 
FELISA 
 
RES 
 
FELISA 
 
 
 
 
 
RES 

tú querías que: que ellas 
fueran a: [a] 
 
     [sí] 
 
la Sección Bilingüe, (.) del 
 
sí (.) por el idioma (.) 
sé que la materia es 
menos:    (.) tiene menos       
contenido ((suena un    
móvil))  
 
ah 

you wanted them: to to 
attend the: [the] 
 
            [yes] 
 
the Bilingual Section, (.) of 
  
yes (.) because of the 
language (.) I know that 
the content is less: (.) it 
has less content ((a mobile 
phone rings)) 
 
ah 
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11 
12 
 
13 
 
14 
15 
16 
17 
 
18 

 
FELISA 
 
 
RES 
 
FELISA 
 
 
 
 
RES 

 
que en el Programa  
{Bilingüe} 
 
ahá (.) si quieres: 
 
pero: no (x) (.) pero (.) 
por el idioma (.) que yo 
creo que les abrirá muchas 
puertas 
 
ahá 

 
than in the {Bilingual} 
Programme 
 
aha (.) if you wan:t 
 
bu:t (.) no (x) (.) but (.) 
because of the language (.) 
that I think it’ll open them 
many doors  
 
aha 

 

Felisa claims that the CLIL Bilingual Section strand is the better option for her 

daughters as she appeals to two conflicting frames: one that positions English language 

proficiency as an indispensable skill for the future yo creo que les abrirá las puertas (‘I 

think it’ll open them many doors’, line 16-17), and another frame regarding the 

relationship between CLIL and learning outcomes: learning through a foreign language 

inevitably involves a loss in content learning. Within this later frame, Felisa argues that 

the curricular content learned in the CLIL Bilingual Section is less demanding than the 

content learned in the CLIL Bilingual Programme (lines 6-7). During the exchange, 

Felisa’s cell phone rings, to which I react by giving her the option to answer it si quieres 

(‘if you want’, line 13). However, my interviewee decides to continue with the 

interview and ignores the call. In a similar way to Daniela in the previous extract, Felisa 

is able to disentangle these two frames by prioritising the linguistic advantages of the 

CLIL Bilingual Section, stated in the form of repeated structures por el idioma 

(‘because of the language’, lines 5-6, 15).  

The stances brought forward by the two parents are reflective of the discourses that 

circulate in both school areas – District A and B. Daniela and Felisa’s answers show 

that they’ve accepted and normalised the discourses that link the Regional Education 

Government’s BP to employability, a view that adds another dimension to the ways in 

which the CLIL Bilingual Section strand is being interpreted across school 

communities: there is a shared understanding that students attending this strand will be 

better prepared for the future. This perspective suggests that families have internalised 

the ideologies that affirm that English and bilingualism are commodities or marketable 

skills needed to compete in the international job market. Daniela’s testimony shows her 
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recognition of the likelihood of this future scenario for her son, as well as her feeling of 

ambivalence towards it me daría mucha pena (I’d feel very sad’, lines 13-14).  

In the interview with Henar, the mother of María, a student in the CLIL Bilingual 

Programme strand at El Campamento secondary school, she mentions to the researcher 

how parents were informed about the different strands in secondary in a meeting 

organised by the high school.  

Extract 3. 

Parent: HENAR 

Researcher: RES 

 

1 
2 
3 
4 
5 
 
6 
 
7 
8 
9 
10 
 
11 
 
12 
13 

HENAR 
 
 
 
 
 
RES 
 
HENAR 
 
 
 
 
RES 
 
HENAR 

y luego para los padres 
también hay una reunión del 
instituto donde te explican 
también en qué se basa cómo 
la enseñanza bilingüe  
 
ahá 
 
y que si no van a la 
{Sección} bilingüe no pasa 
nada que la normal es 
bastante: buena 
 
sí 
 
o sea te explican           
todo 

and then for the parents 
there’s also a high school 
meeting where they also 
explain what bilingual 
education consists of  
 
aha 
 
and if they don’t go to the 
bilingual {Section} it’s 
okay the normal one is 
pretty: good 
 
yes 
 
I mean they explain 
everything 

 

Categorisation is employed by Henar as she evokes two different value systems that are 

articulated in her discourse: one that co-constructs the CLIL Bilingual Section strand in 

terms of its marked or added linguistic features, granting this strand a special meaning – 

hence ‘bilingual’ (line 8); and another one which conforms the CLIL Bilingual 

Programme strand in association with ordinary or mainstream education (‘normal’, lines 

8-9). Henar’s follow-up statement y que si no van a la (Sección) bilingüe no pasa 

nada… (‘and if they don’t go to the bilingual (Section) it’s okay…’, lines 7-10) points 

to an existing asymmetrical frame that is created by reason of this categorisation, and to 

which different participants respond to. Here, the CLIL Bilingual Programme strand is 
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presented as having value, as my interviewee carries forward the following evaluative 

stance es bastante buena (‘it’s pretty good’, lines 9-10).  

A bit further in the interview, Pablo, Henar’s husband, answers my question on whether 

attending the CLIL Bilingual Programme strand had been wished for as an option for 

their daughter. 

Extract 4. 

Parent: PABLO 

Researcher: RES 

 

1 
2 
3 
4 
5 
 
6 
7 
8 
 
9 
 
10 
11 
12 
13 
14 
15 
16 
17 
 
18 
 
19 
20 
21 
 
22 
 
23 
24 
25 
 
26 

RES 
 
 
 
 
 
PABLO 
 
 
 
RES 
 
PABLO 
 
 
 
 
 
 
 
 
RES 
 
PABLO 
 
 
 
RES 
 
PABLO 
 
 
 
RES 

y vosotros eh queríais que 
María también fuera (.) eh 
al: (.) a la modalidad en 
la que ella está ahora? (.) 
º[o]:º 
 
[no ma-] ma-más que nada, 
(.) que ella se sintiera 
cómoda también  
 
vale 
 
sabes? que no: (.) no se 
viera: forzao presionao si 
ella estaba con ese: miedo 
con esa cosa sabes? (.) ya 
el cambio en sí en el 
instituto le: la ha costao 
un poco y le está costando 
sabes? [(palabras)] 
 
       [(ahá)] 
 
el cambio del paso del 
colegio al instituto      
[pues] 
 
[sí] 
 
intentar que ella se sienta 
lo más cómoda: (.) lo más 
cómoda posible 
 
vale vale 

and did you eh want María 
to also attend (.) eh the: 
(.) the strand in which 
she’s in now? (.)      
º[or]º 
 
[no mo-] mo-more than 
anything, (.) that she felt 
comfortable too 
 
okay 
 
you know? that she (.) didn’t 
find herself forced pressured 
if she had tha:t fear with 
that thing you know? (.) 
already the change itself at 
the high school i:is it’s 
been a bit hard for her and 
is hard you know? [words] 
 
                  [(aha)] 
 
the change the transition 
from the primary school to 
the high school [well] 
  
                [yes] 
 
trying for her to feel as 
comfortable: (.) as 
comfortable as possible 
 
okay okay 
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The topic articulated in my question – their plausible dispositions towards the CLIL 

Bilingual Programme strand – is displaced by Pablo, who prioritises his daughter’s 

contentment se sintiera cómoda (‘that she felt comfortable’, lines 7-8). Hence, the focus 

with respect to the object of the stance, whether attending the CLIL Bilingual 

Programme is considered a better option for his daughter, has shifted towards a broader 

educational issue to which Pablo responds to: María’s problematic transition from 

primary to secondary. Here, a stance is elicited: the CLIL Bilingual Programme strand 

is a good option for his daughter. The term ‘fear’ in line 12 suggests that this emotion 

was the guiding factor in María’s decision to opt for this strand, a choice that Pablo 

describes as having been made without coercion no se viera forzao presionao (‘didn’t 

find herself forced pressured’, lines 10-11). My use of back channeling (‘aha’, line 18) 

shows Pablo that I am following his attenuated argument.  

Placement in the CLIL Bilingual Programme strand was addressed by Jessica, the 

mother of Jennifer, a student attending this strand at El Campamento secondary school. 

In the following extract, she answers my question on whether attending this strand was 

contemplated as a better option for her daughter.  

Extract 5. 

Parent: JESSICA 

Researcher: RES 

 

1 
2 
3 
4 
 
5 
 
6 
 
7 
8 
9 
 
10 
 
11 
12 
13 
14 
15 

RES 
 
 
 
 
JESSICA 
 
RES 
 
JESSICA 
 
 
 
RES 
 
JESSICA 
 
 
 
 

y querías que:: Jennifer 
fuera a esta modalidad? (.) 
eh: Programa {Bilingüe}? 
(.) que es ehm: 
 
en el que está ahora? 
 
en el que está ahora sí 
 
bueno yo: (.) pienso de que 
si está allí es porque: los 
profesores saben [que] 
                          

[hmhm] 
 
pues si ella no: no tiene 
tal vez un nivel más 
superior al que ellos 
quieren pues (.) yo lo veo 
bien 

and did you wan:t Jennifer to 
attend this strand? (.) eh: 
the {Bilingual} Progamme? (.) 
which is ehm: 
 
the one she’s in now? 
 
the one she’s in now yes 
 
well I: (.) think that if 
she’s there is because: the 
teachers know [what] 
 
              [hmhm] 
 
well if she doesn:’t doesn’t 
have perhaps a higher level 
with respect to the one they 
want well (.) I see it as a 
good thing 
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Jessica’s request for clarification in line 5 signals the confusion with respect to the 

terminology used to refer to this strand en el que está ahora? (‘the one she’s in now?’, 

line 5), which may signal her unfamiliarity with this designation. My confirmation 

answer is followed by Jessica’s positioning with respect to the stance object – the CLIL 

Bilingual Programme strand – as suitable for her daughter. This stance brings forward 

an asymmetrical frame that is co-constructed in terms of students’ level pues si ella 

no… tiene tal vez un nivel más superior… (‘well if she doesn’t… have perhaps a higher 

level….’ lines 11-12). Within this frame, Jessica evokes a tracking system in which the 

teachers are depicted as the authority, and evaluates their criteria in a positive way yo lo 

veo bien (‘I see it as a good thing’, lines 14-15).   

The comparative frame that has been activated and to which my informants have 

responded to presents the CLIL Bilingual Section strand in terms of its higher linguistic 

and/or academic demands, contributing to its distinctive quality (e.g. ‘bilingual’). This 

frame confirms the families’ understanding of the value system that frames the CLIL 

Bilingual Section strand in terms of ‘excellence’. Far from being presented as a less 

favourable option, however, families evaluate the CLIL Bilingual Programme strand in 

positive terms. The objectives of this strand have been more closely linked to the 

objectives of mainstream education, as implied in Henar’s statement y que si no van a la 

bilingüe no pasa nada/and if they don’t go to the bilingual it’s okay. For Pablo, the 

CLIL Bilingual Programme strand provides a comfortable space for his daughter, given 

her problematic transition from primary to secondary. Jessica has also manifested an 

acceptance of the authority that participates in the tracking decision – i.e. the teachers – 

with respect to daughter’s placement in this strand, evaluating their criteria in a positive 

way.  

 

5.5.3. Representing CLIL Bilingual Section students as the “high 

achievers”: Teacher interviews 

The converging and diverging views shared in the primary school leaders and families’ 

discourses on the value ascribed to the CLIL Bilingual Section and CLIL Bilingual 

Programme strands in secondary and on the high-stakes standardised English language 

test KET/PET serve as a key elements for understanding how these strands are valued in 
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the school community in both school areas – District A and B – and serve the 

interpretive process of identifying how the streaming criterion involved in students’ 

transition from primary to secondary – i.e. the KET/PET – is interpreted by key 

stakeholders. This section tackles the representations of these students carried forward 

by the secondary school teachers at El Campamento and Luna secondary schools. All 

three teachers interviewed are Natural Science teachers whose classroom practices will 

be analysed in the subsequent chapter, chapter six. Pedro was the Natural Science 

teacher in the CLIL Bilingual Programme strand at El Campamento secondary school. 

Carlos was the Natural Science teacher in the CLIL Bilingual Section strand at this 

same schooñl. Manuela was the Natural Science teacher in both CLIL strands at Luna 

secondary school.   

The interview with Pedro was conducted towards the end of the academic year 2014/15. 

He had arrived at El Campamento secondary school the previous year. As an 

experienced teacher, Pedro began his teaching career in 2003 and in 2008, he became a 

civil servant. He had taught in several schools in the region, most of them non-bilingual. 

At the time of my fieldwork at the school, Pedro taught CLIL Bilingual Programme 

groups and was preparing and English language exam in order to be certified to teach in 

the CLIL Bilingual Section strand (certified teachers are allowed to teach in both 

strands, whilst non-certified teachers can only teach in the CLIL Bilingual Programme 

strand). Around the same time, I interviewed Carlos, the teacher in the only CLIL 

Bilingual Section classroom at this same school (see Figure 4.3 in chapter 4). He was a 

substitute teacher and this was his second year at the school. Besides teaching subjects 

such as Natural Science in the CLIL Bilingual Section strand – he was certified to teach 

in this strand, he taught subjects in the CLIL Bilingual Programme strand. Previously, 

he had worked as a substitute teacher in bilingual and non-bilingual secondary school 

located in different districts of the region. This experience accounted for a total of five 

years.  

In the following extract I ask Pedro, the Natural Science teacher in the CLIL Bilingual 

Programme strand at El Campamento secondary school, about students’ profiles in the 

CLIL Bilingual Programme and CLIL Bilingual Section strands.  
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Extract 1. 

Teacher: PEDRO 

Researcher: RES 

 

1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
 
12 
13 
 
14 
 
15 
16 
17 
18 
19 
20 
21 
 
22 
 
23 
24 
25 
26 
 
27 
 
28 
29 
30 
31 
32 
 
33 
 
34 
35 
36 
37 
 

RES 
 
 
 
 
 
 
 
 
 
 
 
PEDRO 
 
 
RES 
 
PEDRO 
 
 
 
 
 
 
 
RES 
 
PEDRO 
 
 
 
 
RES 
 
PEDRO 
 
 
 
 
 
RES 
 
PEDRO 
 
 
 
 

hay diferencias en el perfil 
de los estudiante que llegan 
a:l Programa {Bilingüe} en el 
primer curso de: (.) de la 
E.S.O (Educación Secundaria 
Obligatoria)? (.) hm: (.) es 
decir (.) eh-d vienen (.) hay 
distintos perfile:s en 
relación a: (.)  
pues (.) si son (.)  
no sé (.) hm 
 
a ver (.) eh:   
subjetivamente 
 
sí 
 
lo que te decía antes no? a 
mí me da la sensación, (.) 
de que los chico:s de 
Sección {Bilingüe}, (.) 
tienen, (.) mayor 
predisposición ha:cia el 
estudio  
 
hmhm 
 
eh (.) como dato objetivo: 
aunque bueno, (.) también 
influye el profesor         
no? 
 
sí 
 
pero: haciendo la memoria, 
(.) eh se ve que los chicos 
de: Sección, (.) pues casi 
todos aprueban (.) [la 
asignatura] 
 
              [hmhm] 
 
de Ciencias Naturales, (.) y 
sin embargo en Programa 
{Bilingüe}, (.) pue:s no es 
así (.) [hay:] 
 

are there differences in 
the profile of students who 
arrive at the: {Bilingual} 
Programme in the first year 
of: (.) of E.S.0. (year 7) 
(.) I mean (.) eh-d do they 
come (.) are there 
different profiles in 
relation to: (.) well (.) 
if they’re (.) I don’t know 
(.) hm 
 

 let’s see (.) eh: 
subjectively 

 
 yes 
 
 what I was telling you 

before right? I have the 
feeling, (.) that the kids 
in the Section {Bilingüe}, 
(.) have, (.) a better          
predisposition towar:ds    
studying 

 
 hmhm 
 
 eh (.) as an objective fa:ct 

even though well, (.) the 
teacher also has an 
influence right? 

 
 yes 
  
 bu:t when doing the report, 

(.) eh one sees that the kids 
in the: Section, (.) well 
almost all pass (.) [the 
subject] 

  
[hmhm] 
 

 of Natural  of Natural Science, (.) but 
in the {Bilingual} Programme, 
(.) we::ll that’s not the 
case (.) [there are:] 
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38 
 
39 
 
40 

RES 
 
PEDRO 
 
RES 

        [hmhm] 
 
mayor número de suspensos 
 
hmhm 

         [hmhm] 
a la           

 a higher number of failures 
  

hmhm 

 

Pedro answers my question by placing CLIL Bilingual Section and CLIL Bilingual 

Programme students on a comparative frame, bringing forward the following stance: 

CLIL Bilingual Section students are higher achieving students than CLIL Bilingual 

Programme students. Through sustained back channeling (‘yes’, ‘hmhm’), I obtain an 

elaboration of Pedro’s stance. First, he introduces this stance by giving his opinion a 

ver… subjetivamente (‘let’s see… subjectively..’, lines 12-13), and is followed by a 

downgrader a mí me da la sensación (‘I have the feeling’ line 16). Afterwards, the 

teacher uses an upgrader como dato objetivo (‘as an objective fact’, line 23). 

Categorisation is used by the teacher to co-construct the CLIL Bilingual Section 

students through positive attributes (‘better disposition towards studying’, ‘almost all 

pass’, lines 19-21, 31) and CLIL Bilingual Programme students in terms of less 

affirmative attributes (‘a higher number of failures’, line 39).  

In the following extract, which takes place right after Pedro’s previous intervention, 

additional categories emerge in the teacher’s depiction of the students attending both 

strands.  

Extract 2. 

Teacher: PEDRO 

Researcher: RES 

 

1 
2 
 
3 
 
4 
5 
6 
7 
8 
9 
10 
11 

PEDRO 
 
 
RES 
 
PEDRO 
 
 
 
 
 
 
 

a nivel de departamento pues 
también se ve, (.) [que] 
 
[ºhmº] 
 
hay un mayor número de 
aprobaos, (.) y: (.) bueno 
y un poco los comentarios 
de: los profesores y tal es 
como que siempre hay una 
(.) pues eso una mejor 
actitud hacia el estudio 
no? [que suelen] 

at the department level 
it’s  also seen, (.) [that] 
 

                      [ºhmº] 
 
 there’s a larger number of 

passes, (.) and well a bit 
the comments of: the 
teachers and so forth is 
that well always there’s a 
(.) well a better attitude 
towards studying right? 
[that they tend to] 
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12 
 
13 
14 
15 
16 
17 
 
18 

RES 
 
PEDRO 
 
 
 
 
 
RES 

    [hmhm] 
 
ser más responsables de: 
traer sus deberes el libro 
los materiales (.) un poco 
el-es la percepción que 
tenemos  
 
vale 

[hmhm] 
 
 be more responsible they: 

bring their homework the 
book the materials (.) a bit 
the-that’s the perception we     
have 

 
EFRIERERERE okay 

 

Pedro reaffirms the object of stance – the asymmetry between CLIL Bilingual Section 

and CLIL Bilingual Programme students – by contextualising the difference between 

both strands within a broader frame. That is, the differences observed with respect to 

students’ academic performance in both strands is not only noticed by him, but is also 

shared at the institutional level a nivel de departamento pues también se ve (‘at the 

level of the department it’s also seen’, lines 1-2). By reproducing other teachers’ 

comments, Pedro acts as an ‘animator’ (Goffman, 1981) or sounding board, placing 

on others the choice of ideas and words put forward. What follows is Pedro’s 

elaboration of his stance, this time locating himself as part of the school teaching 

staff’s shared view la percepción que tenemos (‘the perception that we have’, lines 16-

17). New categories are added to representation of the CLIL Bilingual Section 

students in terms of their actions (‘more responsible’, ‘bring their homework’).  

The hierarchical social categories emerging from Pedro’s depictions of students 

position the CLIL Bilingual Section students as the ‘high achievers’ at El 

Campamento secondary school. Carlos, the Natural Science teacher in the CLIL 

Bilingual Section and CLIL Bilingual Programme strand at this school, answers the 

same question that I had formulated earlier to Pedro on the students’ profile attending 

both strands in secondary.   
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Extract 3. 

Teacher: CARLOS 

Researcher: RES 

 

1 
2 
3 
4 
5 
6 
7 
 
8 
9 
10 
 
11 
 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 
29 
30 
31 
32 
33 
34 
35 
36 

RES 
 
 
 
 
 
 
 
CARLOS 
 
 
 
RES 
 
CARLOS 

y: hay diferencias en el 
perfil de estudiantes que 
llegan a Sección {Bilingüe} y 
al Programa {Bilingüe} en el 
primer curso de la E.S.O. 
(Educación Secundaria           
Obligatoria)? 
 
hm (.) en: centros de zona:s 
de clase media media alta 
como: 
 
hmhm= 
 
    =he podido: experimentar 
en *nombre de zona escolar* 
o: en el instituto de *nombre 
de zona escolar* donde estuve 
donde hablamos de un estatus 
social medio o medio alto, 
(.) pero que estudia en la 
pública, (.) eh: (.) las 
diferencias eran mínimas (.) 
es decir la única diferencia 
es que tú pasabas de dar la 
clase en español a darla en 
inglés pero (.) el alumnado, 
(.) era igual de maravilloso 
de verdad o sea yo dije qué 
maravilla (.) pero sin 
embargo te vas a: (.) pues en 
mi experiencia te vas a 
*nombre de zona escolar* o 
aquí en *nombre de zona 
escolar*, (.) y en cuanto 
sales de la Sección 
{Bilingüe} pues: hm (.) pues 
sí hay m:ucha                 
diferencia 

a:nd are there differences 
in the profile of students 
who arrive to the 
{Bilingual} Section and the 
{Bilingual} Programme in the 
first course of E.S.O.                 
(year 7)?  
 
hm (.) in: schools of 
middle and high middle 
class like: 
 
hmhm= 
 

=I’ve been       =able to experience in 
*name of school zone* o:r in 
the high school in *name of 
school zone* where I was 
where we’re talking about a 
middle or upper-middle 
social status, (.) but that 
studies in the public 
(school), (.) eh: (.) the 
differences were minimal (.) 
I mean the only difference 
is that that you went from 
teaching the class in 
Spanish to teaching it in 
English but (.) the students 
(.) were equally amazing 
really I mean I said how 
amazing(.) but you go to: 
(.) well in my experience 
you go to *name of school 
area*, (.) and as soon as 
you leave the {Bilingual} 
Section well: hm (.) well 
yes there’s a bi:g 
difference 

 

Carlos provides information he considers I should bear in mind “in order to 

contextually ground and understand” (Martín Rojo & Molina, 2017: 689) his 

positioning, reframing the interaction in terms of social class. This similarity across 
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strands in other areas is viewed positively by Carlos as his evaluative stance becomes 

explicit ‘were equally amazing’ (line 27). The utterance that follows is introduced by 

an argumentative marker (‘but’), establishing a contrast with what was said before. In 

the teacher’s view, in areas such as the one in which El Campamento school is located 

– School District A, the asymmetry found outside the CLIL Bilingual Section strand is 

more accentuated, as evidenced in his lengthening of the word ‘big’ (line 35). This 

prosodic feature functions as a contextualisation cue, allowing the researcher to 

interpret that the differences in student backgrounds outside the CLIL Bilingual Section 

strand are much greater at this school with respect to other areas. In the following 

extract, I ask Carlos about any differences in the performance of students attending 

these strands at the school.  

Extract 4. 

Researcher: RES 

Teacher: CARLOS 

 

1 
2 
 
3 
 
4 
 
5 
6 
 
7 
 
8 
9 
10 
11 
 
12 
 
13 
14 
 
15 
 
16 
17 
18 

RES 
 
 
CARLOS 
 
RES 
 
CARLOS 
 
 
RES 
 
CARLOS 
 
 
 
 
RES 
 
CARLOS 
 
 
RES 
 
CARLOS 
 
 

se esfuerzan má:s unos que 
[otro:s (.) ehm] 
 
[sí (.) sí] (.) en general  
 
sacan mejores [notas:] 
 
             [en general] a  
nivel de grupo el  
 
ºhmhmº 
 
los grupos de Sección 
{Bilingüe} son mucho más 
(.) eh (.) rinden mucho más      
[académicamente] 
 
[ºhmhmº] 
 
y obtienen mejores 
resultados  
 
vale:  
 
lo que pasa es que hay          
dificultad es como por 
ejemplo que este año eran 

do some put more: effort 
tha:n [other:s (.) ehm] 
 
[yes (.) yes] in general 
 
they obtain better [scores:] 
 
                   [in 
general] at the group level 
 
ºhmhmº 
 
the {Bilingual} Section 
groups are much more (.) eh 
(.) perform much more 
[academically] 
 
[ºhmhmº] 
 
and obtain better        
results  
 
okay: 
 
what happens is that there 
are difficulties for example 
that this year they were a 
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19 
20 
21 
22 
23 
 
24 
 
25 
26 
27 
28 
29 
30 
 
31 
 
32 
33 
34 
35 
36 
37 
 
38 
 
39 
40 
41 
 
42 
 
43 
44 
45 
 
46 
 
47 
 
48 
49 
 
50 
 
51 
52 
 
53 
54 
55 
56 
 

 
 
 
 
 
 
RES 
 
CARLOS 
 
 
 
 
 
 
RES 
 
CARLOS 
 
 
 
 
 
 
RES 
 
CARLOS 
 
 
 
RES 
 
CARLOS 
 
 
 
RES 
 
CARLOS 
 
RES 
 
 
CARLOS 
 
RES 
 
 
CARLOS 
 
 
 
 

muchos (.) es que eran 
treinta y dos (.) y: muchas 
veces yo me doy cuenta de 
que la exigencia que [se 
les hace] 
 
[un grupo grande] 
 
la exigencia en Sección 
{Bilingüe} es tan grande, 
(.) que los días que les 
tienes a últimas horas, (.) 
como son buenos chavales, 
(.) ellos están ahí (.) [y]
                    
[hmhm] 
 
aguantan tu chapa (.) pero 
tú les ves que tienen una 
cara que ya no pueden con 
su alma (.) pero aún así 
ellos ahí: (.) callados y 
quietos, (.) [entonces] 
    
             [hmhm] 
 
claro son maravillosos pero 
que es que están, (.) están 
agotados (.) [están] 
     
        [hmhm] 
 
o sea yo creo que les 
tenemos exprimidos de 
verdad (.) creo  
   
por= 
 
   =es mi sensación 
 
hmhm (.) también el horario 
no? ha sido 
 
sí 
 
quizás el: (.) [más 
apropiado]          
                
               [también: es 
que:] yo creo que son 
muchas horas aquí en el 
instituto ((ríe)) 
 

lot (.) they were thirty-two 
(.) a:nd (.) many times I 
realise that the demands 
placed on                 
[them] 
 
[a big group] 
 
the demand of the {Bilingual} 
Section is so big, (.) that 
the days you have them in the 
last hours, (.) since the’re 
good kids, (.) they’re there 
(.) [and] 
 
    [hmhm] 
 
stick though your chatter (.) 
but you see them their face 
they can’t any more (.) but 
still they’re there: (.) 
silent and still, (.)      
[then] 
 
[hmhm] 
 
of course they’re wonderful 
but they’re (.) they’re 
exhausted (.) [they’re] 
 
              [hmhm] 
 
I mean I think we pressure 
them too much really (.) I 
think 
 
cause= 
 
=it’s my sensation 
 
hmhm (.) also the schedule 
right? it’s been 
 
yes 
 
perhaps the: (.) [more 
appropriate] 
 
[it’s also:] I think it’s 
many hours here in te high 
school               
((laughs)) 
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57 
58 

RES 
 

hmhm (.) sí sí ((ríe))        
(.) sí sí 

hmhm (.) yes year ((laughs)) 
(.) yes yes  
 
 

Carlos brings forward the following stance: CLIL Bilingual Section students are higher 

achieving students than CLIL Bilingual Programme students. This comparative frame 

relates to the one provided by Pedro, although Carlos uses the intensifier ‘much more’ 

(lines 9-10) to establish a greater contrast between the academic performance of the 

CLIL Bilingual Section and CLIL Bilingual Programme groups. Specific attributions 

used to categorise his CLIL Bilingual Section students are the use of specific adjectives 

such as ‘wonderful’ (maravillosos, line 39), ‘silent and still’ (callados y quietos, line 

36) and ‘exhausted’ (agotados, lines 40-41). Moreover, specific actions are used to 

describe these students ‘they stick through your chatter’ (aguantan tu chapa, line 32). 

The teacher’s statement es mi sensación (‘it’s my sensation’, line 47) also signals that 

others may have other views on the level of demand placed on these students which, 

according to Carlos, is excessive yo creo que les exigimos demasiado la verdad (‘I 

think we pressure them too much really’, lines 43-33). The conversation is sustained as 

I use back channeling (‘hmhm’, ‘aha’), and specific interventions that prompt Carlos to 

elaborate.  

As mentioned in the preceding chapter, the school population at this school includes 

21% of migrant students and 6% of linguistic minorities, mainly Roma students.  In 

addition to teaching the Natural Science subject in the CLIL Bilingual Section strand in 

year 7, Carlos taught this subject in one of the classrooms that corresponds to the 

Bilingual Programme, which targeted minority and underachieving students. In the 

following extract, I enquire about the type of content learnt in this strand.  

Extract 5. 

Teacher: CARLOS 

Researcher: RES 

 

1 
2 
3 
4 
5 
 

RES 
 
 
 
 
 

y: tu asignatura en 
Programa {Bilingüe}, (.) es 
ta-también de Ciencias 
Naturales: eh: (.) pero los 
(.) es otro tipo: de: (.) 

a:nd your subject in the 
{Bilingual} Programme, (.) 
is al-also Natural Science: 
eh: (.) but the (.) it’s 
another type: of: (.) no-the 
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6 
7 
 
8 
 
9 
 
10 
11 
12 
 
13 
 
14 
15 
16 
 
17 
 
18 
19 
 
20 
 
21 
22 
23 
24 
25 
26 
27 
 
28 
 
29 
 
30 
 
31 
32 
33 
34 
35 
36 
37 
38 
39 
40 
 
41 
 
42 
43 

 
 
 
CARLOS 
 
RES 
 
CARLOS 
 
 
 
RES 
 
CARLOS 
 
 
 
RES 
 
CARLOS 
 
 
RES 
 
CARLOS 
 
 
 
 
 
 
 
RES 
 
CARLOS 
 
RES 
 
CARLOS 
 
 
 
 
 
 
 
 
 
 
RES 
 
CARLOS 
 

no-los contenidos no son 
los mismos  
 
[eh son]  
 
[no?] (.) tu grupo 1ºF? 
 
claro (.) es decir (.) es 
que el- (.) el año pasado 
cuando yo llegué aquí  
 
sí= 
   
=tuve un 1ºC y un 1ºD (.)de  
Pro-gra-ma, (.) normales 
(.) [como]   
    
    [ah: vale]  
 
el que ha tenido Pedro a lo  
mejor este año [un] 
 
     [sí] 
 
poco más (.) pero por 
desgracia que he tenido 
este año, (.) ha sido un 
grupo: (.) un poco fuera de 
lo común, (.) porque era un 
grupo bueno era un grupo 
de: [de etnia] 
      
    [de comp:] 
 
gitana  
 
ahá 
 
y tenían: (.) muchas ehm: 
(.) bueno tenían muchas 
lagunas y mucha falta de 
formación de hecho era lo 
que hemos estado trabajando 
cuando se ha podido 
trabajar, (.) es una 
adaptación curricular que 
(.) pertenece a un nivel de 
cuarto o quinto de primaria  
 
hmhm 
 
cuando: se ha podido hacer 
algo que viene siendo una 

contents aren’t the                  
same 
 
[eh they’re] 
 
[right?] you’re 1st F group? 
 
right (.) I mean (.) it’s 
that the- (.) last year 
when I arrived here 
 
year= 
 
=I had a normal 1C and 1D (.) 
normal (.) Pro-gram-me 
{sudents} (.) [like] 
 
              [ah: right] 
 
the one Pedro has had 
perhaps this year [a] 
 
                  [yes] 
 
little more (.) but 
unfortunately that I had this 
year, (.) was a grou:p (.) a 
bit out of the ordinary, (.) 
cause it was a group well it 
as a group of:                     
[of Roma] 
 
[of comp:] 
 
ethnicity  
 
aha 
 
and they ha:d (.) many 
ehm: (.) well they had 
many gaps and a big gap in 
their development in fact 
it was what we’ve been 
working when it’s been 
possible to work, (.) is a 
curricular adaptation that 
(.) belongs to a level of 
year 4 or 5 in primary 
 
hmhm 
 
when: it’s been possible to 
do something that comes down 
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44 
45 
 
46 
 
47 
48 
49 
50 
51 
 
52 
 
53 
54 
55 
56 
57 
58 
 
59 
 
60 

 
 
 
RES 
 
CARLOS 
 
 
 
 
 
RES 
 
CARLOS 
 
 
 
 
 
 
RES 
 
CARLOS 

clase: cada tres o cada 
cuatro (.) [el] 
 
           [hmhm] 
 
resto de los días pues ha 
sido: (.) más ehm 
audiovisuales y: tal para 
(.) pues para: bueno pues 
para [poder] 
     
     [hm:hm] 
 
estar allí y cumplir unos 
objetivos aún más básicos 
que es como el hecho de 
conseguir que los chicos 
(.) estén sentados (.) en 
clase (.) [bien] 
 
    [hmhm] 
 
((ríe brevemente)) 

a class: every three or 
every four (.) [the] 
 
               [hmhm] 
 
rest of the days well it’s 
been: (.) more ehm 
audiovisuals an:d so forth 
so that (.) well so tha:t 
well to be able [to] 
 
                [hmhm] 
 
be there and accomplish 
some basic objectives 
such as being able to 
manage that the kids (.) 
sit (.) in class (.)                 
[well] 
 
[hmhm] 
 
((laughs briefly)) 

 

Categorisation is used by Carlos to differentiate groups within the CLIL Bilingual 

Programme strand at El Campamento secondary school. Groups ‘C’ and ‘D’ at the 

school which were described by the teacher as being ‘normal’ groups (line 15), a view 

that corresponds to the categorisation used by one of the mothers to refer to this strand. 

Group ‘F’, however, is described as being ‘out of the ordinary’ (fuera de lo común, 

lines 24-25). The attributions assigned to the students attending group ‘F’ tenían 

muchas lagunas (‘they had many gaps’, lines 32-33) and the adverb used to describe 

the experience of working with these students por desgracia (‘unfortunately’, lines 21-

22), is used by Carlos to negatively evaluate the academic performance of students in 

this classroom. This view contrasts with the description given by the teacher on the 

demands placed on students in the CLIL Bilingual Section strand. Here, the curricular 

demands, according to Carlos, require adjusting to the level of the students, which are 

below grade level. Classroom management also seems to be a major concern, as 

inferred by the teachers’ statement in lines 53-58.  

Manuela, the teacher in both CLIL strands at Luna secondary school, was interviewed 

towards the end of the academic year 2016/17. At the time of the interview she was no 
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longer working at Luna secondary school, where she had substituted for almost one 

academic year. Like Carlos, she was certified to teach in the CLIL Bilingual Section 

strand. She had a total of two years of teaching experience in bilingual secondary 

schools in the region. As mentioned in chapter four, classroom observations at this 

school were carried out as part of the TRANS-CLIL project. In the following extract, 

the teacher provides the following response to my question on any differences found in 

the student profiles attending the CLIL Bilingual Programme and CLIL Bilingual 

Section strand.  

Extract 6. 

Teacher: MANUELA 

Researcher: RES 

 

1 
2 
3 
4 
5 
 
6 
7 
8 
9 
 
10 
 
11 
12 
 
13 
 
14 
15 
16 
 
17 
 
18 
19 
20 
21 
22 
23 
24 
 

RES 
 
 
 
 
 
MANUELA 
 
 
 
 
RES 
 
MANUELA 
 
 
RES 
 
MANUELA 
 
 
 
RES 
 
MANUELA 
 
 
 
 
 
 
 

hay diferencias: (.) en perf- 
(.) en el perfil de los 
estudiantes que llegaron a 
Sección {Bilingüe} y:              
Programa: {Bilingüe}? 
 
sí (.) son de (.) suelen 
ser de nivel más bajo los 
de Programa {Bilingüe} (.) 
eran [un] 
 
[xx] 
 
un poquito más bajos los de 
Programa {Bilingüe} 
 
ºvaleº 
 
según mi compañera la 
tutora del: grupo de 
Programa {Bilingüe} había 
 
ahá 
 
una diferencia muy grande 
yo, (.) no lo percibí tanto 
así (.) puesto que había 
algunos estudiantes muy 
buenos (.) de esa clase (.) 
quizá de manera más   
puntual, 
 

are there differences: (.) in 
the prof- (.) in the profile 
of students who arrived at 
the {Bilingual} Section and 
the {Bilingual} Programme:? 
 
yes (.) {Bilingual} Programme 
(.) students tend to be a 
level a bit lower (.) they 
were [a] 
 
     [xx] 
 
a bit lower the {Bilingual} 
Programme {students} 
 
ºokayº 
 
according to my colleague the 
tutor of the: {Bilingual} 
Programme groups there was 
 
aha 
 
a big difference I, (.) 
didn’t perceive it so much 
that way (.) since there were 
very good students (.) in 
that class (.) perhaps at a 
more exceptional             
level, 
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25 
 
26 
27 
28 
29 
30 
31 
32 
33 
34 
35 
36 
37 
38 
39 

RES 
 
MANUELA 

hmhm 
 
respecto a los de Sección 
(Bilingüe), (.) que eran 
la mayoría bastante 
buenos, (.) pero: no me 
pareció, (.) quiero decir 
(.) ellos me seguían más o 
menos igual y me entendían 
en las clases (.) otra 
cosa es la orientación al 
estudio y: un poco el: (.) 
el: el marco familiar que 
tengan que allí yo veía 
más dificultades (.) eso 
sí 

hmhm 
 
with respect to the 
{Bilingual} Section ones, (.) 
most of whom were pretty 
good, (.) bu:t I didn’t 
perceive, (.) I mean they 
followed me more or less the 
same way and they understood 
me in the classes (.) another 
thing is the disposition 
towards studying a:nd a bit 
the: (.) the family 
background that they have 
there I saw more difficulties 
(.) there yes 

 

Manuela carries forward the following statement: CLIL Bilingual Section students are 

slightly higher academic achievers. The use of the personal pronoun ‘I’ is employed by 

Manuela to show divergence with the tutor’s opinion on the degree of difference 

perceived between both strands. Manuela elaborates on her stance by co-constructing 

the category of ‘good student’ in both strands: highly present in the CLIL Bilingual 

Section classroom eran la mayoría bastante buenos (‘most of whom were pretty good’, 

lines 28-29) and more infrequent in the CLIL Bilingual Programme strand quizá de 

manera más puntual (‘perhaps at a more exceptional level’, lines 23-24). In addition, 

my interviewee addresses the ‘difficulties’ (line 38) found when working with the CLIL 

Bilingual Programme students through a process of categorisation with respect to 

students’ disposition towards studying and their family background. These perceived 

difficulties are contraposed with these students’ ability to follow and understand the 

Natural Science subject ellos me seguían más o menos igual… (‘they followed me more 

or less the same way…’, lines 30-32). 

 

5.6. Framing equity/inequity 

The analysis of stance-taking in stakeholders’ discourses has shown the tensions, 

ambivalences and contradictions linked to the streaming of students in the CLIL strands. 

Moreover, teacher representations of students in the previous section is reflective of the 

ways in which students attending these strands are being positioned under hierarchical 
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social categories, which seem to vary in degree depending on the school context. This 

section focuses on the positioning of some of the stakeholders interviewed on the 

consequences that the (dis)similar value assigned to these strands may have for 

equity/inequity. Participants in this section correspond to two of the Natural Science 

teachers interviewed, Pedro and Manuela, and to one of the mothers whose viewpoint 

has also been shared in in this chapter.  

In the following extract, Pedro, the Natural Science teacher in the CLIL Bilingual 

Programme strand at El Campamento secondary school, shares his perspective on the 

effects of introducing the BP at this school, and in particular on how it has impacted 

other programmes. 

Extract 1. 

Teacher: PEDRO 

Researcher: RES 

 

1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
 
11 
 
12 
13 
14 
15 
16 
17
18 
19 
20 
21 
 
22 
 
23 
24 

PEDRO 
 
 
 
 
 
 
 
 
 
 
RES 
 
PEDRO 
 
 
 
 
 
 
 
 
 
 
RES 
 
PEDRO 
 

y otros programas pues sí 
efectivamente se ven 
perjudicados a nivel de de 
recursos (.) es decir (..) 
a veces se: busca: una 
excelencia (.) ehm (.) 
pero: (.) yo creo que: la 
excelencia sin equidad 
(..) ya no es excelente          
((ríe)) 
 
hmhm 
 
no sé yo creo que hay que 
garantizar (.) que a esa 
excelencia pueda:n (..) 
ehm (.) incorporarse todos 
(.) y: que: a mí me parece 
que es mucho más grave que 
haya chicos que no saben 
leer y escribir como te 
encuentras en primero de 
la E.S.O. y es cierto  
 
ahá 
 
a:: eso me parece que es 
prioritario (.) eso es una: 

and other programmes well yes 
indeed they’re negatively 
affected at the level of 
resources (.) I mean (.) 
sometimes an excellence is: 
sear:ched for (.) ehm (.) 
bu:t (.) I think tha:t 
excellence without equity (.) 
then is not excellent 
((laughs)) 
 
hmhm 
 
I don’t know I think that it 
needs to be guaranteed (.) 
that to that excellence 
everyone (.) ehm (.) can be 
incorporated (.) a:nd tha:t I 
think that it’s much more 
serious that there are kids 
who don’t know how to read 
and write as you find in 
first of E.S.O. and it’s true 
 
aha 

aha 
a:: that I find a priority 
(.) that’s an: urgency 
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25 
26 
27 
28 
29 
30 
 
31 

 
 
 
 
 
 
 
RES 

urgencia y: que: (.) no hay 
que dedicar dinero al 
bilingüismo (.) por supuesto 
pero (.) pero también hay 
que dedicar dinero a: (.) a 
estas otras cosas  
 
hmhm 

a:nd tha:t (.) there has 
to be money dedicated to 
bilingualism (.) of course 
but (.) but money also 
needs to be dedicated to: 
(.) to these other things  
 
hmhm 

 

Pedro places inequity at El Campamento school within an economic frame by 

conveying the following stance: the BP increases the asymmetries in the distribution of 

resources. The statement la excelencia sin equidad… ya no es excelente (‘excellence 

without equity… then is not excellent’, lines 7-9) is used by Pedro to locate the 

discourses that link the BP to ‘excellence’ in education in a frame of social justice. As 

the teacher brings my attention to other needs that require a more urgent undertaking, 

such as providing support for the development of students’ basic reading and writing 

abilities, he evokes a discourse of equity in education that appears to have been 

silenced. Nonetheless, through the reiterated use of the term excelencia (‘excellence’, 

lines 8, 9, 14) it is inferred (Gumperz, 1982) that, even though Pedro problematises the 

value system that frames the BP, he considers bilingual education as something good 

for the school community. By bringing forward the parallelistic structure hay que 

dedicar dinero… pero también hay que dedicar dinero (‘there has to be money 

dedicated to… but money also needs to be dedicated to…’, lines 25-30), the teacher 

advocates for an equal distribution in the financing of programmes and strands at the 

school.  

In the following extract, Pedro addresses an existing problem at the school with respect 

to the shortage of buses for students living in a marginal area, who otherwise have no 

other means to attend school.  

Extract 2. 

Teacher: PEDRO 

Researcher: RES  

 

1 
2 
3 

PEDRO 
 
 

una cosa que es muy: (.) 
muy sencilla por ejemplo 
aquí hay alumnos que vienen 

one thing that’s ve:ry (.) 
very simple for example here 
there are students who come 
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4 
5 
6 
7 
8 
9 
10 
11 
 
12 
 
13 
14 
15 
16 
17 
18 
19 
20 
21 
 
22 
 
23 
24 
25 
26 
27 
28 
 
29 
 
30 
31 
32 
33 
34 
35 
 
36 
 
37 
38 
39 
40 
41 
42 
43 
 
44 
 
45 
46 

 
 
 
 
 
 
 
 
 
RES 
 
PEDRO 
 
 
 
 
 
 
 
 
 
RES 
 
PEDRO 
 
 
 
 
 
 
RES 
 
PEDRO 
 
 
 
 
 
 
RES 
 
PEDRO 
 
 
 
 
 
 
 
RES 
 
PEDRO 
 

de ((*nombre de zona 
deprimida)) en (.) en ruta 
(.) en autobús (..) y:: (.) 
y el autobús los recoge a 
la:s dos y media (.) 
resulta que aquí tenemos 
clase (.) lunes y miércoles 
hasta las (.) tres y media 
 
hmhm 
 
entonces estos chicos (.) 
como son de ((*nombre de 
zona deprimida)) (.) y: sin 
no: los recoge el autobús no 
pueden venir a recogerlos 
(..) pues se pierden (.) la 
séptima hora del lunes y la 
séptima hora del (.) del 
miércoles (.) [y:] 
 
              [ahá] 
 
por ejemplo yo: (.) e-en 
este caso: (.) yo tutor de 
tercero pues tenía (.) eh: 
(.) mi grupo tenía clase 
de física y química los 
lunes a: séptima hora 
 
hmhm 

 
y: física y química (.) 
só-sólo son dos horas a la 
semana (.) con lo cuál (.) 
un chico (.) que venía de 
((*nombre de área            
deprimida)) 
 
[hmhm] 
 
[solamente] (.) ha dado el 
cincuenta por ciento de las 
clases de esa asignatura 
(.) con música le ha pasado 
lo mismo porque (.) música 
también eran dos horas (.) 
daba clase los miércoles 
 
hmhm 
 
entonces (.) bueno pues a lo 
mejo:r (.) poder contratar 

from ((*name of area)) en (.) 
en route (.) by bus         
(..) a:nd (.) and the bus 
picks them up at half past two 
(.) it turns out that here we 
have class (.) on Mondays and 
Wednesdays until (.) half past 
three 
 
hmhm 
 
then these kids (.) since 
they live in ((*name of 
deprived area)) (.) and if 
the bus doesn’t pick them up 
then they can’t be picked up 
(..) well they miss (.) the 
seventh class on Mondays and 
the seventh class on (.) 
Wednesdays (.) [a:nd] 
 
               [aha] 
 
for example I: / i-in this 
case: / I am the tutor of 
level 10 well I had / eh: / 
my groups had physics and 
chemistry class on Mondays 
during the seventh class 
 
hmhm 
 
a:nd physics and chemistry 
(.) on  only take place two 
hours a week (.) which meas 
that (.) a kid (.) who comes 
from ((*name of deprived 
area))  
 
[hmhm] 
 
[only] (.) has taken fifty 
percent of the classes that 
correspond to that subject (.) 
with music the same thing’s 
happened cause (.) music also 
was two hours (.) it was 
taught on Wednesdays  
 
hmhm 
 
then (.) well maybe: (.) being 
able to hire the buses that 
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47 
48 
49 
50 
 
51 
 
52 
53 
54 
55 
56 
 
57 
 
58 
59 
60 
61 
62 
 
63 
 
64 
65 
66 
67 

 
 
 
 
 
RES 
 
PEDRO 
 
 
 
 
 
RES 
 
PEDRO 
 
 
 
 
 
RES 
 
PEDRO 

los autobuses para que 
vengan una hora después (.) 
en los centros donde tenemos 
séptima hora [que] 
 
             [s:í] 
 
que a lo mejor no: es tan 
costoso pero (.) sí se 
está mermando las 
posibilidades de chicos 
que además [están] 
 
           [hmhm] 
 
en desventaja: (.) social 
¿no? (.) porque vienen de 
lejos (.) porque vienen de 
zonas un poco económicamente 
má:s deprimidas 
 
sí 
 
entonces te da un poco de  
rabia pues que haya: (.) 
se vuelquen los recursos 
en un lado 

can come an hour later (.) 
well maybe / in schools where 
we have the seventh class 
[that] 
 
[yes:] 
 
well maybe it’s no:t as 
costly but (.) the  
possibilities of kids who 
are also in social 
disadvantage [are] 
 
             [hmhm] 
 
being undermi:ned (.) 
right? because they come 
for far away (.) because 
they come from a bit mo:re 
economically deprived areas 
 
yes 
 
then it makes you  
a bit angry well that there: 
(.) that resources are 
transferred on one side 

 

Pedro’s use of the terms ‘hire’ and ‘costly’ locate his argument once more within an 

economic frame. This time, the teacher describes the consequences of the lack of 

additional bus services for some of his CLIL Bilingual Programme students living in 

deprived areas, and the academic injustices these students face due to this shortage of 

buses se está mermando las posibilidades de chicos que están en desventaja social… 

(‘the possibilities of kids who are also in social disadvantage are being undermined…’, 

lines 53-58). Here, Pedro voices an affective stance te da un poco de rabia (‘it makes 

you a bit angry’, line 64) in relation to the asymmetrical distribution of resources 

introduced by the BP, which is implicit in his statement se vuelquen los recursos en un 

lado (‘that resources are transferred one side’, lines 66-67). Extensive use of back 

channeling (‘aha’, ‘hmhm’) shows my interest in Pedro’s elaboration of the situation he 

is describing.  

The potential inequities brought forth by reason of the classification of students into 

strands at El Campamento secondary school was briefly addressed by Daniela, the 
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mother of a Luis, a student in the CLIL Bilingual Section strand at this secondary 

school. In the following extract, she voices the following concern with respect to the 

differentiation between strands.  

Extract 3. 

Mother: DANIELA 

Researcher: RES 

 

1 
2 
3 
 
4 
 
5 
 
6 
 
7 
8 
9 
 
10 

DANIELA 
 
 
 
RES 
 
DANIELA 
 
RES 
 
DANIELA 
 
 
 
RES 

hay gente que no está tan de 
acuerdo de que se haga: (.) 
en bilingüe:: en español 
 
hmhm 
 
que haya: varios grados 
 
sí, 
 
porque: piensan que: (.) 
que: que no son todos 
iguales 
 
ahá, (.) vale 

there are people who don’t 
agree as much that it’s done: 
(.) in bilingual:: in Spanish 
 
hmhm 
 
that there are several ranks 
 
yes, 
 
cause: they think tha:t (.) 
that not all are the       
same 
 
aha, (.) okay 

 

By employing the term bilingüe (‘bilingual’) in contraposition with español (‘Spanish’, 

line 3), Daniela establishes two different value systems that have already emerged in the 

parents’ discourses in School District A: one which places a marked linguistic value on 

the CLIL Bilingual Section strand (‘bilingual’, line 3) and another which removes other 

strands from this linguistic value – hence, ‘Spanish’. This categorisation conceals an 

asymmetrical frame that is mediated by language – English. Here, Daniela acts as an 

‘animator’ (Goffman, 1981) with respect to a generalised controversy, eliciting the 

following stance: the classification of students in secondary may give rise to inequity. 

As she briefly elaborates on the controversy, she uses the term grados (‘ranks’, line 5) 

to refer to the existing tracking system and its inequity consequences porque piensan 

que… no todos son iguales (‘cause they think that… not all are the same’, lines 7-9).
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Manuela, the Natural Science teacher at Luna secondary school, gives her point of view 

on the implementation of the BP at the school.  

Extract 4. 

Teacher: MANUELA 

Researcher: RES 

 

1 
2 
 
3 
 
4 
5 
6 
7 
8 
9 
 
10 
 
11 
12 
13 
14 
15 
16 
17 
 
18 
 
19 
20 
21 
22 
 
23 
 
24 
25 
26 
27 
 
28 
 
29 
30 
31 
32 
 
33 

MANUELA 
 
 
RES 
 
MANUELA 
 
 
 
 
 
 
RES 
 
MANUELA 
 
 
 
 
 
 
 
RES 
 
MANUELA 
 
 
 
 
RES 
 
MANUELA 
 
 
 
 
RES 
 
MANUELA 
 
 
 
 
RES 

eh: (.) creo que en este 
instituto está bien llevado 
 
ahá 
 
el tema de: la 
diferenciación de Programa 
{Bilingüe} Sección 
{Bilingüe} sin un              
agravio            
comparativo,  
 
hmhm  
 
que es lo que creo que 
debiera suceder, (.) en: la 
mayoría de los centros la 
Comunidad de Madrid (.) 
desgraciadamente, (.) (.)lo 
que yo he visto en: (.) en 
v-ya (.) varios institutos, 
 
hmhm 
 
es que: (.) eh se premia se 
valora y se recompensa mucho a 
los alumnos que están en 
Sección {Bilingüe}, 
 
hmhm 
 
en detrimento de un claro: 
dejarles un poquito a un 
lado, (.) a los de     
Programa {Bilingüe} 
 
ahá= 
 
   =y yo creo que eso lo 
perciben los alumnos, (.) 
se desmotivan, (.)            
y:= 
 
  =hmhm  

eh I think in this high 
school it’s well taken 
 

 aha 
 
 the topic of: the 

differentiation between the 
{Bilingual} Section and 
{Bilingual} Programme without 
a resulting comparative 
disadvantage, 

 
hmhm  
 
which is what I think should 
happen, (.) in: most of the 
schools of de the Community 
of Madrid (.) unfortunately, 
(.) what I’ve seen in: (.) in 
v- already (.) several high 
schools, 
 
hmhm 
 
is tha:t (.) the students who 
are in the (Bilingual) 
Section are rewarded valued 
and rewarded a lot, 
 
hmhm 
 
in detriment of a clear: 
leaving them a bit to the 
side, (.) the (Bilingual) 
Programme ones 
 
aha= 
 
=and I think that that is 
perceived by the students, 
(.) they become demotivated, 
(.) and= 
 
    =hmhm 
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34 
35 
36 
 
37 

 
MANUELA 
 
 
 
RES 

 
y genera: (.) una serie de 
consecuencias muy     
negativas 
 
hmhm 

 
and generates: (.) a series 
of very negative   
consequences  
 
hmhm 

 

Manuela’s choice of the term creo (‘I believe’ line 1), signals that others may have other 

opinions apart from hers on the differences perceived across CLIL strands at Luna 

school. Along the exchange, she locates her statements in a frame of social justice. The 

adverb desgraciadamente (‘unfortunately’, line 14) indexes her feeling and position, 

one that rejects any differential treatment of students. The teacher contextualises her 

stance by referring to her own experience lo que yo he visto en… varios institutos 

(‘what I’ve seen in… several high schools’, lines 15-17). Her perspective on inequity 

resonates with the view put forward by Pedro, the teacher at El Campamento school. 

Manuela, however, locates the asymmetry between CLIL strands within a frame of 

motivation se desmotivan (‘they become demotivated’, line 30). Her statement y 

genera… una serie de consecuencias muy negativas (‘and generates… a series of very 

negative consequences’, lines 34-36) allows the researcher to infer that there can be 

adverse consequences when the needs of one segment of students are anticipated and 

rewarded over another.  

As Manuela points to the discrimination that CLIL Bilingual Programme students face 

in other areas, she positions herself ideologically in the debate, as noted in the following 

sequence. 

Extract 5. 

Teacher: MANUELA 

Researcher: RES 

 

1 
2 
3 
4 
5 
6 
7 
 
8 
 

MANUELA 
 
 
 
 
 
 
 
RES 
 

precisamente, (.) si los 
chavales de Programa 
{Bilingüe}, (.) po:r sus 
circunstancias porque no: 
(.) no tienen (.) les cuesta 
un poquito más el dominio de 
una: segunda lengua 
 
hmhm= 
 

precisely, (.) if the kids in 
the {Bilingual} Programme, (.) 
because: of their 
circumstances cause they don: 
(.) they don’t have (.) it 
takes them a bit more effort 
to master a: second language 
 

 hmhm= 
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9 
10 
11 
12 
13 
14 
15 
 
16 
 
17 
18 
19 
 
20 
 
21 
22 
23 
 
24 
 
25 
26 
27 
28 
29 
30 
31 
 
32 
 
33 
 
34 
 
35 
36 
37 
38 
 
39 
 
40 
41 
42 
 
43 

MANUELA 
 
 
 
 
 
 
 
RES 
 
MANUELA 
 
 
 
RES 
 
MANUELA 
 
 
 
RES 
 
MANUELA 
 
 
 
 
 
 
 
RES 
 
MANUELA 
 
RES 
 
MANUELA 
 
 
 
 
RES 
 
MANUELA 
 
 
 
RES 

=o porque prefieren (.) no 
i-(.) no incorporar, (.) 
que es muy respetable, (.) 
esta forma de aprendizaje 
las familias, (.) creo 
para evitar                     
esta diferenciación 
 
hmhm 
 
se debieran: buscar 
recursos compensatorios al 
sistema del bilingüismo 
 
hmhm= 
 
    =para que los do:s (.) 
las dos vías sean eficaces 
y: efectivas jolín 
 
hmhm 
 
hay muchos que no hemos 
crecido en el sistema de 
bilingüismo y a día de hoy 
pues (.) hablamos inglés 
y: (.) y bueno y: (.) y: 
somos competentes (.) 
[(xxx)mente (.) entonces] 
 
[ahá (.) vale] 
 
así es como lo veo 
 
hm vale= 
 
     =pero este sitio en 
particular pues yo creo 
que hay un equilibrio 
claro no? 
 
hmhm, (.) vale 
 
no digo que no: se puedan 
mejorar cosas pero: eh 
(.) es-va bastante bien 
 
hmhm (.) vale 

    =or because they prefer 
(.) not to i- (.) not to 
incorporate, (.) which is 
respectable, (.) this learning 
approach the families, (.) I 
think that to avoid this 
differentiation 
  
hmhm 
 
compensatory resources to the 
bilingualism system should be 
sought 

 
 hmhm= 
 
     =so that bo:th (.) both 

ways are effective a:nd 
efficient jeez 

 
 hmhm 
 

there are many of us who to 
this day haven’t grown in the 
bilingualism system and to 
this day well (.) we speak 
English a:nd (.) and well a:nd 
(.) we’re proficient (.) 
[(xxx)ly (.) then] 
 
[aha (.) okay] 

 
 that’s how I see it 
 
 hm okay= 
 

       =but in this place in 
particular well I think 
there’s a clear balance    
right? 
 
hmhm (.) okay 
 
I don’t say that things can:’t 
be improved bu:t eh                         
(.) it-goes pretty well 
 
hmhm (.) okay 
 
 

Manuela evokes an asymmetrical frame created within the ‘bilingualism system’ (line 

18-19, 26-27), which, in her view, is not the case at Luna secondary school yo creo que 

hay un equilibrio claro no? (‘I think there’s a clear balance right?’, lines 36-38). Here, 
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the teacher’s question tag no? (‘right’, line 38) seeks the researcher’s confirmation. 

Manuela’s utterance se debieran buscar recursos compensatorios al sistema de 

bilingüismo (‘compensatory resources to the bilingualism system should be sought’, 

lines 17-19) is, once again, a claim for social justice which, according to the teacher, 

should be carried out by equally valuing other learning alternatives outside the BP. The 

teacher’s personalisation in lines 25-31 situates her successful foreign language learning 

experience as part of a collective, justifying her evaluative stance: other learning options 

besides the BP are good. Moreover, Manuela’s statement así es como lo veo (‘that’s 

how I see it’, line 33) indirectly refers to the fact that others have other beliefs on this 

matter. 

The framing of inequity described above has shown how sakeholders responded to the 

existing tensions, ambivalences and contradictions emerging from dominant discourses 

on ‘excellence’ promoted in the BP, which may lead to positioning students attending 

these strands under polarised categories (‘high’ versus ‘low’ achiever). The stances that 

have been shared by the Pedro and Manuela, the Natural Science teachers and by 

Daniela, the mother of a student in the BP, have voiced a concern with respect to the 

potential social disadvantages experienced by students who do not participate in the 

goals of ‘excellence’ of the BP. Pedro and Manuela have resorted to a frame of social 

justice as a plea for equity. Whilst Pedro has more often referred to the inequal 

distribution of economic resources at El Campamento secondary school, Manuela has 

located her arguments in frame of motivation. Moreover, a feature that has surfaced in 

the analysis is that the asymmetries between CLIL strands seem to vary in degree 

across socioeconomic contexts. Manuela’s contextualisation of equity/inequity beyond 

the school resonates with the contextualisation shared by Carlos on the differences in 

student profiles in these strands across areas. Although she does not explicitly refer to 

social class or student types, the teacher has brough my attention to the fact that the 

values ascribed to both strands are not static and need to be understood in relation to 

other contexts.  
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5.7.  Chapter summary and conclusion  

In this chapter, I have addressed the ways in which the stakeholders in the school 

community orient towards students’ streaming into one of two strands– CLIL 

Bilingual Section and CLIL Bilingual Programme – as they transition from primary to 

secondary in two school areas: School District A and B. ‘Stance’ (Du Bois, 2007) has 

been employed as a useful tool for addressing the ways in which social actors interpret 

the criteria for placement into the CLIL strands in School District A and B (research 

question one) and the value emerging from the discursive representations of the 

strands and the students attending them (research question two). In positioning 

themselves, subjects have responded to “the stances of others and to the values rooted 

in the community” (Martín Rojo & Molina, 2017: 693). Moreover, stakeholders have 

adopted dynamic identities as the researcher reacted to their stances and rapport was 

being built during the trajectory of the interview (Márquez Reiter, 2018: 6).  

Regarding the first research question, reservations and ambivalences have been voiced 

with respect to the high-stakes standardised English language test KET/PET, 

signalling existing tensions with respect to its suitability and fairness. The evoking of 

the power and authority behind this testing system and the existing asymmetries 

between the testing agency and those directly affected by the results of the test – 

schools, teachers, students and families – is one common aspect that has surfaced in 

my interviewees’ discourses. The controversy tied to the fact that the KET/PET is 

delivered by a commercial testing institution and the high-stakes decisions that 

surround the test has been evaluated positively and negatively by my informants. The 

role of this test in designating streaming decisions was also manifested by several 

interviewees, who often located their stances in a frame of risk. Within this frame, 

most of the families interviewed conveyed feelings of fear and anxiety around the test.  

With respect to the second research question, my interviewees have shown a variety of 

stances on the symbolic value that conforms the CLIL strands in secondary. Here, the 

role played by ideologies and sociocultural values have become a key factor in the 

negotiation of stance. Among these, it is worth highlighting the ideologies that link 

bilingualism and English to social prestige and to profit, through the close relationship 

that is established between ‘excellence’ and future aspirations in a competitive global 
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job market. I was able to gather an interpretation of how the CLIL Bilingual Section 

strands is more closely associated to the goals of ‘excellence’ of the BP. The ‘added 

value’ of this strand was given by its association to its higher level of demand – 

linguistic and academic – and to better future opportunities. Placement in these strands 

has been justified by some of my interviewees in a meritocratic discourse, according to 

which the students with higher capacities are considered to be better suited for the goals 

of the CLIL Bilingual Section strand. Other actors, however, have placed both CLIL 

strands in the same dimension of value by either bringing forward a frame of inclusion – 

i.e. every student must be successful -  rather than merit, by expressing their conformity 

with the tracking decisions, or by allowing the researcher to interpret that ‘excellence’ 

may not be the goal they want for their children.  

Resulting from the hierarchical representation of the strands are the binary 

categorisation of students carried forward by the secondary school teachers, with the 

CLIL Bilingual Section students being positioned as the ‘higher achievers’. These 

representations have been contextualised in two of the teachers’ discourses, who have 

implicitly or explicitly referred to the role played by the social, economic and cultural 

factors. In addition, perceived inequities have been described by two of the teachers and 

one of the mothers with respect to the differential positioning of students attending these 

strands. These inequities have been described in relation to the differential distribution 

of resources at El Campamento secondary school, the potential (de)motivating effects 

resulting from the dissimilar value placed on the strands and the students and the 

controversies of the classification of students in different ‘ranks’, which may entail that 

not all students are treated on an equal basis. These stances reconstruct an ongoing 

debate with respect to the opportunities granted to students within the BP, and the 

tensions involved when the goals of this programme are challenged by a multiplicity of 

educational and social needs.  

The role of the researcher – myself – has been more unreservedly noticed in the 

communication act in a variety of ways. My informants’ awareness that my research is 

embedded “in a larger-scale linguistic hierarchy” (Jaspers and Meeuwis, 2013: 734) has 

been revealed through particular patterns of linguistic behaviour. The feeling of being 

under surveillance or even questioned by the researcher shaped my interviewees’ 

discourses in the form of mocking (imitating speech features in English), face-
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threatening acts and mitigated arguments. At other times, my interviewees responded by 

generating conformity with  expectations that were very likely driven by the 

constrictions inherent to the interview, especially in the form of face-saving acts, but 

also influenced by social pressure – group sanctions and approvals – and the visibility 

of the acts (Martín Criado, 2014: 119). 
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Chapter 6. Classroom practices in the CLIL Bilingual 

Section and CLIL Bilingual Programme strands 

6.1.   Introduction 

The preceding chapter has focused on the analysis of stakeholders’ - primary school 

leaders, families and secondary school teachers - stances towards different aspects 

related to streaming in the BP. In the situated context of the interview, the analysis has 

shown the stock of discursive strategies used by these social actors with respect to their 

interpretation of the streaming criteria for placement into the CLIL Bilingual Section 

and CLIL Bilingual Programme strands (research question one), and the value emerging 

from these actors’ discursive representations of these strands – and the students – in two 

contrasting socioeconomic areas (research question two). The present chapter centres on 

the analysis of classroom interaction practices taking place in these strands. The 

approach follows the models used for the analysis of classroom interaction in CLIL as 

developed by Llinares, Morton and Whittaker (2012), who draw on a variety of 

theoretical perspectives, including systemic functional linguistics (SFL) and 

sociocultural psychological theory, and on models developed in second language 

acquisition (SLA) and science teaching (Mortimer & Scott, 2003). Findings in the 

classroom interactional patterns identified are subsequentially interpreted through the 

lens of habitus, which, as argued in this thesis, incorporates signs of linguistic, cognitive 

and gestural behavior that underlie the production of social practices aimed, 

intentionally or not, at conveying social position (Bourdieu, 1991; see Anyon, 1980; 

Apple, 1990; Bourdieu & Passeron, 1977; Bowles & Gintis, 1976; Villegas, 1988).).  

 

6.2. Objectives of the analysis of classroom interactional 

practices 

The following analysis addresses the ways in which the teachers lead the students into 

the academic content of the lesson in four Natural Science classrooms that correspond 

to year 7 in both strands – CLIL Bilingual Section and CLIL Bilingual Programme – at 

El Campamento and Luna secondary schools. As argued in chapter four, these schools 
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are located in different school areas: El Campamento secondary school is located in 

School District A, a primarily working-class area, and Luna school is situated in School 

District B, an upper-middle class area. The research question that guides this section, is: 

- What is the dynamic relationship between pedagogical purposes and the types 

of communication systems employed in the CLIL Bilingual Section (CLIL BS) 

and non-CLIL Bilingual Programme (non-CLIL BP) classroom in two 

socioeconomic areas (A and B)? 

A total of four Natural Science classrooms were observed and video recorded at El 

Campamento and Luna secondary schools in year 7. This subject is taught through 

CLIL in the CLIL Bilingual Section strand (hence, CLIL BS) and non-CLIL (or 

Spanish) in the CLIL Bilingual Section strand (hence, non-CLIL BP). At El 

Campamento secondary school, the two Natural Science classrooms were observed and 

video recorded: one CLIL BS Natural Science classroom in the CLIL Bilingual Section 

strand and one CLIL BP Natural Science classroom in the CLIL Bilingual Programme 

strand. At Luna secondary school, an additional two Natural Science classrooms were 

observed and video recorded: one CLIL BS Natural Sciece classroom in the CLIL 

Bilingual Section strand and one CLIL BP Natural Science classroom in the CLIL 

Bilingual Programme strand.  

 

6.3.   Analysis of the communication systems in the CLIL BS and  

non-CLIL BP classrooms 

As mentioned in chapters three and four, the analysis of classroom interactional 

practices focus on the different types of “communicative approach”: interactive/non-

interactive and dialogic/authoritative (Mortimer & Scott, 2003) that emerge in different 

phases of classroom talk that correspond to the introduction and development of a new 

topic (see Llinares, Morton & Whittaker, 2012). A multi-layered analysis includes the 

following models: 
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1) Types of communicative approach 

Different types of “communicative approach” (Mortimer & Scott, 2003) are identified: 

interactive/non-interactive and dialogic/authoritative. This is summarised in Figure 6.1. 

 

*Attention is paid to 

more than one point of 

view (Alexander, 2008; 

Bakhtin, 1986; 

Voloshinov, 1929; 

Vygotsky, 1978) 

                           - 

e.g. exploratory talk 

*Patterns of discourse: 

IRF/IRFRF; student-

initiated patterns  

 

        *Attention is focused on  
         just one point of view  

      - e.g. recitation talk,  

               *Patterns of discourse: 

IRE - e.g. ‘cued 

elicitation' 

 

Figure 6.1. Types of communicative approach. 

 

2) The role of scaffolding  

2.1. Teacher and student questions 

The analysis centres on specific teacher and student questions: display questions, that is, 

questions whose answer is already known by the person who formulates the question, 

and referential questions, which demand information that is unknown (Llinares, Morton 

& Whittaker, 2012: 84). In addition, the following categories of questions are identified: 

- questions for facts (asking for objective happenings) 

- questions for explanation (asking for how something happened) 

- questions for reason (why something happened) 

- questions for opinion  
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- metacognitive questions (which engage the learner in extended dialogues) 

2.2. Types of corrective feedback 

- clarification requests  

- explicit correction 

- elicitation  

- repetition  

- recasts 

- metalinguistic feedback 

 

2.3. Other scaffolding techniques 

- moving from horizontal (or everyday) to vertical (or scientific) knowledge 

- breaking up the meaning of key terms 

- providing clues as to the meaning of items 

- assisting in the accomplishment of a task 

- non-verbal language  

- translanguaging 

 

6.4.   Selection of sessions and extracts 

The selection of sessions and extracts was carried out based on two criteria: (1) two 

specific phases of a lesson; and (2) teachers’ orientation towards their classroom 

practices. 

1.  Phases of the lesson identified for the analysis 

Two specific phases of the lesson were identified for the analysis, which correspond to 

the beginning of a new topic: (1) review and orientation stage and (2) introducing and 

developing the scientific topic. The rationale for the selection of these two phases lies in 

the interest gathered in the understanding of how the introduction of a new topic takes 

place along the authoritative/dialogic continuum identified by Mortimer and Scott 

(2003). Specific teaching purposes associated to each phase will be identified and 

analysed. These teaching purposes, are: 
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1.1. Review and orientation stage: the “staging” process. 

a. Opening up the problem. That is, how teachers “engage students intellectually, 

and emotionally, in the initial development of the scientific story” (Mortimer 

& Scott, 2003: 29). 

b. Checking students’ prior knowledge on the topic. 

c. Exploring students’ views.  

1.2. Introducing and developing the scientific story: “building up” the scientific 

topic. 

a. Making the scientific meanings “available on the social plane of the 

classroom” (Mortimer & Scott, 2003: 29).  

b. Checking students’ prior knowledge on the topic. 

c. Exploring students’ views. 

 

2. Teachers’ orientation with respect to their pedagogical practices.  

Drawing on prospective interview data with the teachers in the CLIL BS and non-CLIL 

BP Natural Science classroom, extracts were selected which include relevant 

information with respect to the ways in which these teachers orient their classroom 

practices. These views include one or more of the following aspects: (1) particular 

teacher interventions which may create different opportunities for learning; (2) the 

planning of lessons and activities (3); description of interactive skills and strategies 

used; (4) perceived teaching and learning differences across the CLIL BS and non-CLIL 

BP Natural Science classroom (this only applies to teachers who teach the same subject 

across strands). These interpretations, together with the phases and teaching purposes 

identified above, have guided the selection of lessons and extracts from the corpus 

compiled for a more consistent analysis. 

As argued in chapter four, at El Campamento secondary school, the CLIL BS and CLIL 

BP classroom were taught by two different teachers. Classroom recordings at this 

school took place in the academic year 2014/15. At Luna secondary school, it was the 

same teacher for both the non-CLIL BP and the CLIL BS classroom. Sessions at this 

school were recorded the following year, in 2015/16, coinciding with the data collection 
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for the TRANS-CLIL project. The organisation of the chapter follows this 

chronological order by addressing the analysis of classroom interaction practices in the 

CLIL BS and non-CLIL BP Natural Science classroom at El Campamento secondary 

school, which is followed by the analysis of classroom interaction practices in the CLIL 

BS and CLIL BP Natural Science classroom at Luna secondary school.  

 

6.5.  DISTRICT A: El Campamento secondary school  

Two Natural Science classrooms in year 7 were observed and analysed. Carlos was the 

teacher in the CLIL BS classroom (group A) and Pedro was the teacher in the non-CLIL 

BP classroom (group C). As mentioned in chapter four, El Campamento school has one 

CLIL Bilingual Section group ‘A’ and five CLIL Bilingual Programme groups ‘B-F’. 

Students in the latter strand are also classified according to their English proficiency 

level. I established first contact with Carlos through the coordinator of the Bilingual 

Project at El Campamento secondary school. In January of 2014/15, I was given 

permission to observe his CLIL BS Natural Science class, although I was not able to 

carry out recordings until later in the year, once the families of students attending this 

class had signed the informed consent document. During that time, I conducted sporadic 

observations in his classroom and held conversations with the coordinator of the 

Bilingual Project regarding the possibility of observing a non-CLIL BP classroom. In 

the late spring, I was confirmed that Pedro, the Natural Science teacher in the non-CLIL 

BP classroom, agreed to my observation of his classroom. Recordings in Carlos’ CLIL 

BS classroom took place starting in the spring until the end of the academic year and in 

Pedro’s non-CLIL BP classroom, these were delayed until the end of the academic year 

2014/15, once the families of students in this classroom had signed the informed 

consent.  

A total of four sessions – two per classroom – have been selected and analysed in the 

following two sub-sections. These sessions were chosen on the basis of the criteria 

described above: they correspond to the introduction of a new topic and were chosen on 

the basis of the information gathered from the interview with the teachers on the ways 

in which they orient their teaching practices. In Carlos’ CLIL BS Natural Science 

classroom, the topics correspond to ‘The Periodic Table’ and ‘Acid Rain’ In Pedro’s 
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non-CLIL BP Natural Science classroom, the topics belong to ‘The Periodic Table’ and 

‘The Separation of Mixtures’. Each sub-section begins with the fragments that 

correspond to the views shared by the teachers during the interviews on the ways in 

which they orient their pedagogical practices. These views were shared during the semi-

structured interview conducted with each one once the classroom observations had 

finished.  

 

6.5.1. Science in the CLIL BS classroom 

During the interview with Carlos on his CLIL BS Natural Science classroom, I ask him 

a question about the working dynamics of this class. The exchange is shown in the 

following extract.  

 

Extract 1. 

Teacher: CARLOS 

Researcher: RES 

 

1 
2 
3 
4 
5 
6 
7 
8 
 
9 
10 
11 
12 
13 
14 
15 
 
16 
 
17 
18 
19 
20 
21 
 

RES 
 
 
 
 
 
 
 
 
CARLOS 
 
 
 
 
 
 
 
RES 
 
CARLOS 
 
 
 
 
 

y: en general cómo trabaja 
el grupo de Ciencias 
Naturales de 1º de la 
E.S.O.(Educación 
Secundaria Obligatoria) en 
Sección (Bilingüe)? (.) 
cómo trabaja tu grupo? (.)      
ehm 
 
pues este año, (.) este 
año, (.) ehm: (.) las 
prin- ehm (.) traba- (.) 
>a ver< (.) trabajamos, 
(.) intentamos aunque doy 
clase: <explicativa> 
[explica-tiva] 
 
[hmhm] 
 
ºse diceº? (.) ºbuenoº (.) 
eh intento que sea lo más 
interactiva posible (.)(.) 
preguntando lanzando 
preguntas [eh] 
 

a:nd in general how does 
your Natural Science 
group in 1st of E.S.O.        
(year 7) work in          
the (Bilingual)            
Section (.) how does      
your group work? (.)      
ehm 
 
well this year, (.) this 
year, (.) ehm: (.) the 
mai-ehm (.) I wor- (.) 
>let’s see< (.) we worked, 
(.) we tried even though I 
give <explanatory> 
[explanatory class] 
 
              [hmhm] 
 

ºdo you sayº? (.) ºwellº 
(.) eh I try for it to be 
as interactive as 
possible (.) by asking 
throwing questions [eh] 
 



195 
 
 

22 
 
23 
24 
25 
26 
27 

RES 
 
CARLOS 
 
 

          [hmhm] 
 
acaba has entendido lo que 
acabo de contar? (.) eh 
interactuando con ellos 
porque si no ellos se duermen 
y me duermo yo también 

             [hmhm] 
 
just have you understood 
what I’ve just said? (.) 
eh interacting with them 
because otherwise they 
fall asleep 

 

Carlos argues that helping students reach an understanding of the topic happens through 

consistent interaction, characterised by teacher-initiated questions. Moreover, through 

contextualising the question has entedido lo que acabo de contar? (‘have you 

understood what I’ve just said?’, lines 23-24), Carlos provides a glimpse of the specific 

interventions used as part of his ‘interactive toolkit’ (Llinares, Morton & Whittaker, 

2012: 68) to engage students. A bit further in the interview, I ask Carlos about his 

students’ ability to follow the class in English.   

 

Extract 2.  

Teacher: CARLOS 

Researcher: RES 

 

1 
2 
 
3 
 
4 
 
5 
6 
7 
 
8 
 
9 
10 
11 
12 
 
13 
14 
15 
16 
17 
18 
 

RES 
 
 
CARLOS 
 
RES 
 
CARLOS 
 
 
 
RES 
 
CARLOS 
 
 
 
 
RES 
CARLOS 
 
 
 
 
 

y en general siguen los 
estudiantes la clase:?  
  
en general?= 
 
           =en general sí? 
 
s::í (.) porque hace 
para que te puedan se- 
[guir] 
 
[claro] 
 
lo explicas tres veces 
lo explicas cuatro veces 
gesticula:s al 
trescientos por cien 
 
hmhm 
y: como último recurso si 
no queda otra terminas 
dando una explicación en: 
castellano como: (.)       
has podido ºfilmar       

and in general do students 
follow the cla:ss? 
 
in general?= 
 
=in general yes? 
 
ye::s (.) cause you do it 
in a way that they can 
follow [you] 
 
[right] 
 

            you explain it three times 
you explain it four times 
you make gestures three 
hundred percent 

 
 hmhm 

as a last resource if 
there isn’t any other way 
you end up giving an 
explanation in Spanish a:s 
(.) as you’ve been able to 
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19 
20 
 
21 
 
22 
 
23 

 
 
 
RES 
 
CARLOS 
 
RES 

alguna vez                             
no séº 

 
para clarific:ar= 
 
                =sí 
 
para: hmhm? 

ºfilm some time I don’t 
knowº 

 
to clarify:= 
 

             =yes 
 

 to: hmhm? 

 

In this fragment, Carlos addresses his approach to “working on understanding” (Barnes, 

2008: 1) with his CLIL BS Natural Science students. He describes several scaffolding 

techniques in order to tackle the language and content barriers in the CLIL classroom. 

These techniques include repeated explanations (lines 9-10), non-verbal language 

(‘make gestures’, line 11) and translanguaging, which is described by Carlos as ‘a last 

resource’ (line 13). Moreover, he interpellates me, the researcher, by referring back to 

my witnessing of this technique during the videorecording sessions como has podido 

filmar alguna vez (‘as you’ve been able to film some time’, lines 17-20). My 

intervention in line 21 seeks Carlos’s subsequent elaboration on the role of 

translanguaging in this class, which is followed by his brief confirmation of the 

clarification function of this technique sí (‘yes’, line 22).  

Features of the ‘interactive toolkit’ and of the approach to ‘working on understanding’ 

described by Carlos are identified in the following extracts from two CLIL BS 

classroom sessions, which correspond to the topic of ‘The Periodic Table’ and ‘Acid 

Rain’. These sessions were recorded on different times of the year: the session on ‘The 

Periodic Table’ was recorded towards the end of the academic year 2014/15, and the 

session on ‘Acid Rain’ took place in the spring of that same year. 

 

 

1. A lesson on Chemistry: The Periodic Table of Elements 

Carlos introduces a new topic: ‘The Periodic Table’, which corresponds to the unit on 

Chemistry. This classroom has a total of thirty-two students, who are sitting individual 

desks. Prior to the start of the lesson, the teacher and students have gone over some 

exercises and concepts related to the atom and the subatomic particles, which were 

introduced in the previous session. The lesson has the following phases and teaching 

purposes:  
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1.1.Review and orientation stage. 

- Opening up the problem. 

1.2.Introducing and developing the scientific topic. 

- Making the scientific meanings ‘available on the social plane of the 

classroom’. 

 

1.1.Review and orientation stage: opening up the problem 

The teacher has just played for the students the animated video of the song Meet the 

Elements. The video footage was played on a projected screen located in the front of the 

classroom. This multimodal resource provided students with visual, audio and written 

input associated to the topic of ‘The Periodic Table’. Terms such as ‘iron’, ‘oxygen’, 

‘carbon’ were used in the song, which also included sentences that described where 

these elements are found in everyday life (e.g. neon's a gas that lights up the sign for a 

pizza place). Students sang along, mainly during the chorus. The song was played three 

times: two corresponded to the video clip of the song and one included the lyrics of the 

song. After the song was played for the third time, Carlos proceeds to introduce the 

scientific topic for the first time.  

Extract 1. 

Teacher: CARLOS 

Students: S, SS 

 

1 
2 
3 
4 
 
5 
 
6 
7 
 
8 
 
9 
10 
 
11 
 

CARLOS 
 
 
 
 
SS 
 
 
CARLOS 
 
S 
 
CARLOS 
 
 
 
 

((holding the textbook)) this i:s the moment, (.) (x) 
time when officially:, (.) I’m (.) going to be eh: 
proudly the one (.) to do it (.) who introduce you, (.) 
the periodic ºtableº ((turns the book facing students)) 
 
eh: 
 
((clapping)) 
(words) 
 
ºaplausosº 
 
this (.) is, (.) don’t be scared (.) this is your best 
(words) just don’t know yet (.)  
 
(voices) 
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12 
13 
14 
15 
16 
 
17 
 
18 
 
19 

CARLOS 
 
 
 
 
 
S 
 
CARLOS 

you don’t know how much information you can (.) extract 
from here ((signals with his hand)) just (.) at a 
glance, (.) having a look at here, (.) and 
understanding it I don’t know how much time I will have 
today to: (.) to: 
 
diez minutos 
 
I have twelve minutes, (.) ehm 
 
(voices) 

 

This is a non-interactive/dialogic extract in which Carlos ‘opens up the problem’ by 

engaging his students “intellectually, and emotionally, in the initial development of the 

scientific story” (Mortimer & Scott, 2003: 29). First, he introduces the topic in a rather 

original way, impersonating the Periodic Table of Elements (‘proudly the one… who 

introduce you’, lines 2-3). Students respond positively to the teacher’s statement by 

clapping (line 6). Right after, Carlos anticipates students’ affective response to the 

complexity of the topic (‘don’t be scared’ line 9), encouraging them to take up the 

challenge (‘you don’t know how much information…’, line 12). By taking into account 

“students’ ways of thinking” (Mortimer & Scott, 2003: 116), the purpose of this 

sequence is to motivate students to take part and make sense of scientific topic.  

 

1.2. Introducing and developing the scientific topic: making the scientific meaning 

available on the social plane of the classroom. 

 

Picture 6.1. The teacher explains how elements are distributed in the Periodic Table. 
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The next step taken by Carlos after ‘opening up the problem’ is to introduce and 

develop the scientific topic. This time, the teacher has managed to project an image of 

the Periodic Table on the screen (see Picture 6.1.). In the following extract, Carlos 

explains how elements are distributed in the Periodic Table.  

Extract 2. 

Teacher: CARLOS 

Students: RODRIGO, DIEGO, S 

 

1 
2 
3 
4 
 
5 
 
6 
 
7 
 
8 
 
9 
 
10 
11 
 
12 
13 
 
14 
15 
 
16 
 
17 
 
18 
 
19 
 
20 
 
21 
22 
 
23 
 
24 
 

CARLOS 
 
 
 
 
RODRIGO 
 
CARLOS 
 
RODRIGO 
 
CARLOS 
 
S 
 
CARLOS 
 
 
DIEGO 
 
 
CARLOS 
 
 
 
 
CARLOS 
 
S 
 
CARLOS 
 
DIEGO 
 
CARLOS 
 
 
DIEGO 
 
CARLOS 
 

((points to the periodic table, which is projected on a 
screen)) so a column is a group or a family (.) for 
example the first column is the group or the family of 
alkaline metals 
 
y:= 
 
  =the second 
 
and (.) hydrogen? 
 
hydrogen (.) thank you for your question (.) because eh:         
 
is (x) 
 
hydrogen is the only element of the periodic table that 
scientists do not know where (.) to (.) put  
 
(xx) pone (.) unknown ((stands up and points to the 
table)) (words) solid liquid gas 
 
unknown (.) rutherfordium (.) rutherfordium (.) what 
does it mean? 
 
((laughs)) 
 
es- el rutherfordio 
 
sí Diego 
 
eso que significa si no está: solido ni líquido: ni gas 
 
ah val 
 
que no conocemos su estado? (.) puede ser plasma el 
cuarto estado de la materia? 
 
sí 
 
no sabemos 
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25 
 
26 
 
27 
28 
29 
30 

S 
 
S 
 
CARLOS 
 
 
 

ºyo creo que síº 
 
ºyo tambiénº 
 
but the thing is that hydrogen, (.) is here, (.) but I 
can tell you that scientist do not where to fix (.) 
because they’re not (.) doesn’t have eh: (.) same 
properties as the other elements 

 

In this fragment, we find examples of ‘jagged’ discourse (Llinares, Morton & 

Whittaker, 2012: 59) which, according to Walsh (2006), involves “a lot of interruption, 

back-tracking, and requests for clarification” (Walsh, 2006; as cited in Llinares, Morton 

& Whittaker, 2012: 59). Here, the teacher and the students take part in an 

interactive/dialogic approach. Rodrigo initiates a question ‘and hydrogen?’ (line 7), 

seeking reasoning or explanation on behalf of Carlos, who responds positively by 

showing appreciation (‘thank you for your question’, line 8) and incorporates the 

question into the learning process by skillfully “redirecting the talk” (Mortimer & Scott, 

2003: 88). Although Rodrigo’s question draws only on the point of view of school 

science, it is used “as a basis for generating new meanings” (Mortimer & Scott, 2003: 

91), contributing to expand the topic. Diego, another student, initiates a clarification 

request in Spanish (‘pone unknown’, line 12) as he stands up and points to the table. 

Carlos initially replies in English (lines 14-15) and after “realigns to the learner’s 

choice” (Moore & Nikula, 2016: 228) by providing an explanation in Spanish es el 

rutherfordio (it’s rutherfordium’, line 17). The teacher follows-up with a formulation of 

a ‘real’ referential question that demands unknows information, as evidenced in Carlos’ 

statement no sabemos (‘we don’t know’, line 24), triggering two students’ brief answer 

(lines 25, 26). 

The spontaneous interventions of Rodrigo and Diego in the previous extract signal that 

the classroom offers opportunities for “genuine communication” (Llinares, Morton & 

Whittaker, 2012: 77) as students articulate their questions freely and there is a real effort 

to “establish joint understanding by making sure that the students’ contributions can be 

heard” (Llinares, Morton & Whittaker, 2012: 60). Moreover, Carlos’ referential 

question serves a heuristic function, given that language is used “to enquire about the 

world” (Llinares, Morton & Whittaker, 2012: 84), rather than obtain information on 

how much or what the students know. Carlos continues on to develop the scientific 
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topic by bringing students’ attention to the arrangement of the chemical elements in the 

Periodic Table according to their atomic number. Moving from horizontal to vertical 

knowledge, the teacher brings to bear the understanding of how elements are located in 

the Periodic Table and the reasons behind this distribution. 

Extract 3. 

Teacher: CARLOS 

Students: RODRIGO, SS  

 

1 
2 
3 
4 
 
5 
 
6 
7 
8 
9 
10 
11 
12 
 
13 
 
14 
15 
 
16 
 
17 
 
18 
 
19 

CARLOS 
 
 
 
 
SS 
 
CARLOS 
 
 
 
 
 
 
 
 
 
CARLOS 
 
 
RODRIGO 
 
CARLOS 
 
RODRIGO 
 
CARLOS 

((points to the Periodic Table) elements are as well eh: 
(.) organised in the Periodic Table according to their (.) 
rising (.) atomic number (.) what is the atomic number 
this ugly word? is just the number of [protons] 
 
                                      [protons] 
 
okay? so lithium has three protons ((points to the 
periodic table, which is projected on a screen)) (.) so it 
has number three (.) hydrogen has one (.) that’s why for 
example (.) now when things make sense ((moves his arms)) 
(.) that’s why hydrogen is the lightest (.) element (.) in 
the universe ((shakes his fists up and down)) (.) is the 
lightest one (.) and after hydrogen which one? (.) helium 
 
(low voices) 
 
in balloons cause you remember from [the (.) from from                         
the video] 
 
                                    [ah (.) that’s why:?] 
 
that’s why= 
 
          =they ºflo(x)º 
 
exactly 

 

Here, the teacher and the students take part in a dialogic approach as there is a strong 

impression “of new ideas being developed on the individual plane” (Mortimer & Scott, 

2003: 91). Carlos is skillfully guiding students in establishing relationships between 

what is observed in everyday life (balloons float) and the scientific explanation (helium 

has few protons). Even though the question in lines 3-4 is answered by the teacher 

himself, the choral overlapping signals that the definition of ‘atomic number’ has been 

covered at some point prior to the start of the lesson and that students are following the 
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teacher’s scientific explanation. By referring to the video watched earlier on in the 

session (‘cause you remember…’, line 14), Carlos stimulates recall of the video clip that 

has been played and triggers Rodrigo’s ‘logical prompt’ (Mortimer & Scott, 2003: 91) 

‘that’s why...’ (line 16), which shows that the student is thinking in abstract terms. This 

move is noticed by Carlos, who echoes the student’s logical prompt (line 17) and 

evaluates it (‘exactly’, line19). Moreover, the use of non-verbal language such as 

shaking his fists up and down (line 9) is employed by Carlos to scaffold key concepts – 

in this case, the lightness associated to the element of ‘hydrogen’.  

In the following extract, Carlos explains the relationship between the symbol and the 

name associated to the elements in the Periodic Table. 

Extract 4. 

Teacher: CARLOS 

Students: S, S 

 

1 
2 
3 
4 
5 
6 
 
7 
 
8 
 
9 
10 
11 
12 
13 

CARLOS 
 
 
 
 
 
 
S 
 
S 
 
CARLOS 
 
 
 

eh by the way (.) sometimes the symbol (.) has nothing to 
do with the name (.) okay? (.) but all (.) but usuall- 
(.) it usually does (.) okay? (.) this PB ((points to the 
Periodic Table)) (.) which belongs to: led (.) >pues no 
tiene nada que ver con led ni con plomo< ni en inglés ni 
en castellano pero es que viene del latín vale? 
 
y cómo se 
 
y cómo se dice plomo? 
 
pues (.) plumber eh: s- (.) plumber es (.) tiene que ver 
con fontanero (.) pero: ehm: no recuerdo el nombre vale? 
(.) >sé que los compuestos de plomo son plúmbicos y 
plumbosos y viene de allí< (.) vale? (.) allí es donde 
sale el PB a relucir 

 

Carlos provides a rich context for thinking about the term ‘plumber’ cross-

linguistically, which coincides his description of the use of explanations in Spanish 

during the interview. In this extract, Carlos resorts to translanguaging as “a useful 

supportive device in that it scaffolds meaning” (Moore & Nikula, 2016: 226), making 

the scientific language comprehensible to students as he elaborates in Spanish (pues 

no tiene nada que ver ni con led ni con plomo/well it has nothing to do either with led 

nor with plumber, lines 4-5). This explanation triggers two students’ intervention, who 



203 
 
 

align with Carlos’ language choice by formulating a question in Spanish y cómo se/y 

cómo se dice plomo? (‘and how do you say plumber?’, lines 7, 8), to which Carlos 

answers also in Spanish. The repetition of the noun ‘plumber’ in English (line 9) and 

its Spanish equivalent plomo (line 11), together with its derived adjectives plúmbicos 

and plumbosos, are effectively used by Carlos as scaffolding techniques “when it 

comes to key terms” (Moore & Nikula, 2016: 220). 

The supportive atmosphere created by Carlos in the previous extracts allowed students 

to articulate their questions freely, which reflects their “real engagement in 

interaction” (Llinares, Morton & Whittaker, 2012: 88). From this point on, the lesson 

consists mainly of student-initiated patterns in the form of questions that take place in 

the instructional register, which refers to the building of scientific or vertical 

knowledge skills (Llinares, Morton & Whittaker, 2012: 29). As Carlos brings attention 

to the different features of the Periodic Table, students inquire about the rationale 

behind the distribution of the rows and the columns. In the following extract, Carlos 

addresses the questions posed by David and Luis.  

Extract 5. 

Teacher: CARLOS 

Students: DAVID, SS, S 

 

1 
 
2 
3 
4 
 
5 
 
6 
7 
8 
 
9 
 
10 
 
11 
12 
13 
14 
15 
16 

CARLOS 
 
DAVID 
 
 
 
S 
 
CARLOS 
 
 
 
S 
 
 
 
CARLOS 
 
 
 
 
 

David 
 
((lowers his hand)) in the seventeenth (.) column (.) 
the: last one (..) the: (.) that is in white (..) what 
is (..) the:? 
 
that is (.) unknown 
 
I don’t know (.) these elements ((signals in the table)) 
(.) are now (.) are now being created in the lab (.) 
under artificial 
 
°(ah por eso no sale aquí)° 
 
[(voices)] 
 
[conditions] (.) under artificial conditions (.) exactly 
(.) they are kind of new (.) that’s why they are not 
there (.) but they are (.) they (.) can (.) scientists 
can (.) chem -  (.) or eh / ((snaps his fingers)) (..) 
chemists (.) lo:s quími-/ los químicos (.) chemists (.) 
are able (.) ha-have already been able to create these 
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17 
18 
19 
 
20 
 
21 
 
22 
23 
 
 
24 
25 
26 
27 
28 
 
29 
 
30 
31 
32 
33 
34 
35 
36 
 
37 
 
38 
 
39 

 
 
 
 
SS 
 
CARLOS 
 
LUIS 
 
 
 
CARLOS 
 
 
 
 
 
SS 
 
CARLOS 
 
 
 
 
 
 
 
S 
 
CARLOS 
 
 

elements but they are very very unstable (.) they only 
last (.) micro or (.) nano seconds before disintegrating 
(.) ¿se entiende lo que he dicho?  
 
°(sí)° 
 
Luis 
       
((the student lowers his hand, which was raised)) eh (.) 
why they are (.) there are (.) two lines (.) on the 
table? 
 
because (.) here you have ah: (.) here ((points to the 
table)) (.) eh you have lanthanum and here you have 
actinium ok? in these (.) in these two (.) cells (.) and 
(.) between lanthanum and a:m (.) I don’t know which 
element is this to be honest  
 
(words) 
 
vale (.) eh: (.) there are all of this (.) so if we 
place (.) se les llaman los lantánidos y actínidos (.) 
se les llama también tierras raras porque se comportan 
(words) (.) químicamente hablando (.) so (.) they are 
here below the table because if we properly set them 
where they should be then our table would be (.) like 
this ((the teacher stretches his arms)) 
 
enorme 
 
y no nos cabe 
 
((laughs)) 

 

Most of the techniques described by Carlos in the interview as part of his ‘interactive 

toolkit’ – comprehension checks, repeated explanations, translanguaging and non-

verbal language – are played out in this extract. David formulates a question (lines 2-

4) that challenges the teacher’s knowledge of the topic (‘I don’t know’, line 6). Carlos 

redirects the talk to sustain the flow of the interaction, bringing students’ attention to 

another part of the Periodic Table that is next to the one indicated by David. Another 

student intervenes by using a ‘logical prompt’ in Spanish ah por eso no sale aquí (‘ah 

that’s why it doesn’t appear here’, line 9) that is very similar in form to the prompt 

used by Rodrigo in extract 3, indicating once more that the student is making sense of 

the scientific explanation. Luis, another student, initiates a question for reason (‘why 

they are…there are’ line 22-23). The use of ‘language through learning’ (Coyle, Hood 

& Marsh, 2010), that is, spontaneously and unplanned language, is noticed as Luis 
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self-repairs in his search for the linguistic resources to formulate the question. Carlos’ 

answer to the question formulated by Luis is accompanied by the use of non-verbal 

language such as stretching his arms (lines 35-36) to break down meaning, in this case 

to show students what the periodic table would look like if the distribution of elements 

were different.  

 

Summary 

The extracts analysed on the topic of The Periodic Table show the potential of teacher-

fronted sessions for “developing students’ language and content engagement” (Llinares, 

Morton & Whittaker, 2012: 95). Carlos begins the lesson by acknowledging the 

complexity of the topic and prepares students to “affectively” engage in the content they 

will need to learn, motivating them to take up the challenge. Even though in the 

majority of the extracts analysed the teacher does most of the talk, he is “adjusting the 

language, content and manner” (Barnes, 2008: 5) to the needs of his CLIL audience. 

The spontaneous participation of students in the form of questions in the instructional 

register characterise the dialogic tone of the lesson. Moreover, the logical prompts used 

by two students (‘that’s why…’) “maintain the continuity of thinking throughout the 

episode” (Mortimer & Scott, 2003: 91). The ‘interactive toolkit’ depicted by Carlos in 

the interview is performed through scaffolding techniques such as comprehension 

checks, non-verbal language and reiterative use of translanguaging. These techniques 

support students in making sense of conceptual and linguistic aspects of the topic, 

sustain the flow of the interaction and avoid the breakdowns “which would likely occur 

if a strict L2 monolingual protocol were in place” (Moore & Nikula, 2016: 232). 

 

2. A lesson on Acid Rain 

The following lesson was recorded in the same CLIL BS Natural Science classroom and 

with the same students. The recording took place in the spring of the academic year 

2014/15.  As with the previous session, the specific phases and teaching purposes are 

identified, which correspond to:  
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2.1.Review and orientation stage 

- Checking students’ prior knowledge 

2.2.Introducing and developing the scientific topic.  

- Exploring students’ views 

2.3.Introducing and developing the scientific topic. 

- Making the scientific meanings ‘available on the social plane of the 

classroom’ 

2.1. Review and orientation: checking students’ prior knowledge 

Carlos begins the lesson by drawing a chart on the blackboard with three categories: 

‘human activity’, ‘pollutant’ and ‘consequences’ and writes ‘acid rain’ under the last 

category. The lesson is teacher fronted. In the following extract, the teacher checks 

students’ understanding of the concept of acid rain.  

Extract 1. 

Teacher: CARLOS 

Students: MANUEL, S, SS 

 

1 
 
2 
 
3 
 
4 
5 
 
6 
 
7 
 
8 
9 
10 
11 
12 
13 
14 
15 

CARLOS 
 
SS 
 
CARLOS 
 
MANUEL 
 
 
CARLOS 
 
S 
 
CARLOS 
 
 
 
 
 
 

do you know what acid rain is? 
 
lluvia ácida 
 
the last one, (.) the last (.) global problem (.) un[like] 
                                                   
                                                    [la] 
((raises his hand)) (.) la primera the consequence? 
 
looks at MANUEL in a puzzled way 
 
la última 
 
yes there were three problems and this is the last one (.) 
okay? I’m not (xx) the other two today ((erases the 
blackboard)) (0.7) so yes acid rain is a consequence but, 
(.) unlike (.) the ozone layer’s hole and (.) global 
warming, (.) climate change, (.) acid rain has (.) not (.) 
global (.) consequences (.) it doesn’t happen (.) 
throughout the entire globe (.) it just happen in a, (.) 
determined region (.) okay? 

 

Here, Carlos begins with a display question (line 1), which triggers a short response on 

behalf of some students, who translate the term ‘acid rain’ into its Spanish equivalent 
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lluvia ácida (line 2). At this point, students are somewhat engaged although the question 

does not seem to be not very cognitively demanding. The interruption of Manuel in 

lines 4 and 5 seeks clarification on behalf of the teacher (‘la primera the consequence’, 

line 4). This type of student-initiated pattern was observed in the previous lesson, with 

students spontaneously asking questions and, on occasion, interrupting the teacher. 

Carlos’s non-verbal behavior in line 6 signals strangeness upon the student’s question. 

Rather than being discarded, however, this question is incorporated into the teacher’s 

‘staging’ of the topic. Carlos responds to Manuel’s question ‘so yes acid rain is a 

consequence’ (line 10) and proceeds to clarify the topic further (lines 12-15). The 

teacher ends his intervention with the comprehension check ‘okay?’ (line 15) in order to 

make sure that students are following.  

 

2.2. Introducing and developing the scientific topic: exploring students’ views. 

After ‘staging’ the topic, Carlos moves on to explore students’ views on the reasons 

why acid rain take place.  

Extract 2. 

Teacher: CARLOS 

Students: RAUL, SANDRA, DAVID, KIKE 

 

1 
 
2 
 
3 
 
4 
 
5 
 
6 
7 
8 
 
9 
10 
11 
 
12 
 

CARLOS 
 
RAUL 
 
 
 
RAUL 
 
CARLOS 
 
SANDRA 
 
 
 
CARLOS 
SANDRA 
 
 
CARLOS 
 

so eh: why do you think acid rain happens? (.) Raúl 
 
hm:  
 
((some students raise their hands)) 

 
I don’t know 
 
Sandra 
 
when the emission of s- of (.) gases (.) to the: (.) the 
sky, (.) when it rains, (.) the: wa- (.) water tha:t (.) 
is 
 
in the cloud? 
yeah (.) is contaminated by (.) those gases that was (.) 
se-[(words)] 
 
[that were] emitted be[fore]? 
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13 
 
14 
 
15 
 
16 
17 
 
18 
 
19 
 
20 
 
21 

SANDRA 
 
CARLOS 
 
DAVID 
 
CARLOS 
KIKE 
 
CARLOS 
 
KIKE 
 
CARLOS 
 
KIKE 

[hmhm] 
 
hm nice try DAVID ((looks at the student)) 
 
the same as 
 
Kike 
eh: con-tamination of the water? 
 
pollution (.) water pollution 
 
ºwater pollution?º 
 
but that (.) that’s a consequence 
 
ah 

 

The metacognitive question formulated by Carlos in line 1 prompts the engagement of 

students, as evidenced in raising of hands. The interactional pattern observed between 

Carlos and Sandra is that of I-R-F-R-F, which signals that the talk is ‘cumulative’, and 

therefore has dialogic elements. Upon Sandra’s answer (lines 6-8), the teacher 

completes the turn ‘in the cloud?’ (line 9), encouraging the student to elaborate further. 

Carlos’ confirmation check ‘that were emitted before?’ (line 12) scaffolds the student’s 

answer by completing her turn once again, given that Sandra seems to have difficulty 

elaborating her response. Even though Sandra’s idea is not what the teacher has in 

mind, her initiative to come up with an answer is positively evaluated (‘nice try’, line 

13). Carlos then selects David, who had his hand raised. After David’s brief 

intervention, Carlos selects Kike, who offers a confirmation check (‘contamination of 

the water?’, line 17). The teacher’s explicit provision of the correct term ‘water 

pollution’ (line 19) reformulates the student’s error (Llinares, Morton & Whittaker, 

2008). Once Kike provides the correct form, Carlos focuses on the meaning of his 

utterance ‘but that… that’s a consequence’ (line 20), acknowledging the student’s 

answer in some way, yet indicating that it refers to something else.  

The teacher continues to co-construct the topic by formulating questions that explore 

students’ views. In the following sequence, Carlos asks students to think about the 

sources of pollutant emissions.  
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Extract 3. 

Teacher: CARLOS 

Students: SANDRA, DIEGO, S, SS 

 

1 
2 
3 
 
4 
5 
 
6 
 
7 
 
8 
9 
 
10 
 
11 
 
12 
 
13 
 
14 
 
15 
 
16 
 
17 
 
18 
 
19 
 
20 
 
21 
22 
23 
 
24 
 
25 
26 

CARLOS 
 
S 
 
 
 
 
S 
 
CARLOS 
 
 
 
 
DIEGO 
 
CARLOS 
 
DIEGO 
 
CARLOS 
 
S 
 
CARLOS 
 
SS 
 
 
 
CARLOS 
 
SS 
 
 
 
CARLOS 
 
 
 
SANDRA 
 
CARLOS 

so which (.) human activities do you think is releasing, 
(.) pollutants to the atmosphere in this [case] 
                                         [ehm] 
 
((the teacher writes “industrial activity” in the human 
activity category on the board)) 
 
contaminating the: sea 
 
industrial activity 
             
((the teacher grabs a student’s key and places them on 
his desk)) 
 
teacher (.) tea  
 
((continues writing on the blackboard)) yes 
 
qué pone? 
 
industrial activity 
 
ºindustrial activityº 
 
industrial 
 
industrial  
 
((students laugh)) 
 
industrial agriculture 
 
industrial agriculture  
 
((laughing)) 
 
what would you think this is responsible for? ((points 
to the blackboard)) (.) what do you think this is 
responsible for? 
 
ºfactoriesº 
 
factories (.) emissions (.) isn’t it? (.) factories 
thank you Sandra ((writes on the blackboard)) 
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This cumulative questioning sequence signals the dialogic features of this extract. The 

first is a question for opinion ‘… do you think is releasing…?’ (lines 1-2), which again 

pushes students to think about the topic rather than simply stimulate recall. Here, Carlos 

answers the question himself as he writes the answer ‘industrial activity’ on the 

blackboard. The second is also a question for opinion (‘what do you think this is 

responsible for?’, lines 21-22). Sandra’s answer (line 24) is acknowledged by the 

teacher, who recasts the term ‘factories’ into ‘emissions’ (line 25), thus pushing the 

exchange towards the ‘official’ vertical knowledge. What follows is a confirmation 

question (‘isn’t it?’, line 25) on behalf of the teacher, who ends the exchange by 

showing appreciation for the student’s contribution (‘thank you’, lines 25-26). Diego’s 

clarification question in Spanish qué pone? (‘what does it say?’, line 12) is also 

answered by Carlos, who shifts the focus of the talk to the pronunciation of the word 

‘industrial’ and ‘industrial agriculture’. The choral imitation of students brings a lighter 

tone to the lesson, as evidenced in the students’ laughs.  

 

2.3. Introducing and developing the scientific topic: making the scientific meanings 

‘available on the social plane of the classroom’ 

The positive affective tone of the lesson so far suggests that the participants are 

listening to each other and there is a real effort to push students’ thinking and 

understand each other. Through exploratory talk, Carlos addressed “the thinking and 

talking involvement of students” (Scott, 2008: 35). Students were actively involved in 

the co-construction of knowledge together with the teacher. The next step taken by 

Carlos is to develop the scientific topic by asking questions regarding other sources of 

pollution emission that contribute to the creation of acid rain.  

Extract 4. 

Teacher: CARLOS 

Students: LUIS, S, SS 

 

1 
2 
 
3 
 

CARLOS 
 
 
S 
 

what abou::t (.) traffic (.) cars (.) lorries (.) cars 
((walks between students’ desk))  
 
ºse le ha caído un dienteº 
 



211 
 
 

4 
 
5 
 
6 
 
7 
 
8 
 
9 
 
10 
 
11 
 
12 
 
13 
 
14 
 
15 
 
16 
 
17 
 
18 
 
19 
 
20 
21 
22 
 
23 
 
24 
 
25 
26 
27 
28 
29 
30 
 
31 
 
32 
33 
34 

 
 
CARLOS 
 
LUIS 
 
S 
 
CARLOS 
 
LUIS 
 
S 
 
S 
 
CARLOS 
 
 
 
CARLOS 
 
 
 
CARLOS 
 
S 
 
CARLOS 
 
LUIS 
 
CARLOS 
 
 
 
S 
 
SS 
 
CARLOS 
 
 
 
 
 
 
SS 
 
CARLOS 
 

(voices) 
 
((heads towards Luis)) es de leche? 
 
((holding the tooth) ºsíº 
 
a ver? 
 
ºquieres ir al baño?º (.) ºquieres ir al bañoº 
 
shakes his head 
 
es de leche? 
 
a ver a ver? 
 
((heads towards the blackboard)) 
 
(voices) 
 
es de leche, (.) podemos continuar 
 
((murmuring)) 
 
what happens, (.) w-what happens in winter at home? 
 
eh: the: 
 
Luis does it hurt? or: are you okay? 
 
yes 
 
okay (.) if you bleed and want to go to the; (.) toilet 
just ask for that(.) what happens in your house in winter 
(.) is it cold? ((looking at a student)) 
 
yes 
 
yes 
 
what do you do then or what do your mother? that’s your 
mother or your father do then (.) do (words) ((pointing to 
a student)) (.) they turn, they on heating and when they 
turn on heating ok temperature (.) goes up (.) (x) up (.) 
and (.) heating’s powered by gas (.) emit (.) as well 
pollutants to the atmosphere (.) did you understand me? 
 
yes 
 
(words) gas natural para que se me entienda ((the teacher 
writes domestic heating in the ‘human activity’ category 
on the board)) 
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Here we find more examples of ‘jagged’ discourse (Llinares, Morton & Whittaker, 

2012: 59), which have also identified in the lesson on The Periodic Table. The co-

construction of knowledge is carried out as Carlos asks questions on the horizontal 

plane (‘what do your mother…?’, lines 25-26) and bridges this knowledge with the 

scientific topic (‘heating’s powered by gas…’, lines 29-30). Right after, the teacher 

checks students’ comprehension of what has just been explained (‘did you understand 

me?’, line 30), and scaffolds the scientific vocabulary through the use of 

translanguaging gas natural para que se me entienda (‘natural gas so that I’m 

understood’, line 32), and by providing the written form of key terms (e.g. writing 

‘domestic heating’ on the blackboard). Most of these techniques that have been depicted 

by Carlos in the interview as part of his ‘interactive toolkit’ are used to break down the 

scientific language in order to make it comprehensible to students. Moreover, there is a 

short sequence of social talk regarding a student’s fallen baby tooth (lines 3-14). This 

exchange triggers other students’ interventions, which requires the teacher to redirect 

the talk in line 14.  

 

Summary 

Carlos engages students dialogically in the initial development of the topic of ‘Acid 

Rain’ by asking questions that explore their views on the human activities that cause 

this phenomenon. By formulating questions that push students to think rather than 

merely test what they already know, Carlos provides his CLIL BS Natural Science class 

with a rich context for content and language development (Llinares, Morton & 

Whittaker, 2012). These questions prompt students’ engagement in the reasoning 

process of the scientific topic. The interactive nature of the lesson shows that the teacher 

is making use of his ‘interactive toolkit’ in the form of questions, comprehension 

checks, translanguaging and gestures. In addition, students are allowed to spontaneously 

intervene in order to clarify different aspects of the topic, including the language 

features that are considered problematic.  
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6.5.2.   Science in the non-CLIL BP classroom 

In the interview with Pedro, the Natural Science teacher in the Non-CLIL BP Natural 

Science classroom at El Campamento school, he discusses the benefits of engaging 

students in more ‘practical’ learning tasks. For Pedro, taking students to the laboratory 

was an incentive because they were able to experience this type of learning, a view he 

provides in the following extract.  

Extract 1.  

Teacher: PEDRO 

Researcher: RES 

 

1 
2 
3 
4 
5 
6 
7 
8 
9 
 
10 
 
11 
12 
13 
14 
15 
 
16 
 
17 
 
18 
19 
20 
21 
22 
23 
24 
 
25 
 
26 
27 
28 

PEDRO 
 
 
 
 
 
 
 
 
 
RES 
 
PEDRO 
 
 
 
 
 
 
 
RES 
 
PEDRO 
 
 
 
 
 
 
 
RES 
 
PEDRO 
 

y: por ejemplo en primero (de 
la E.S.0.) no tenemo:s 
posibilidad de hace:r 
prácticas, (.) entonces estos 
chicos, (.) pues todo lo que 
sea experimenta:r toquetea:r 
yo creo que les       
ayudaría mucho                 
a asimilar 
 
hmhm 
 
y: (.) como no tenemos 
profesore:s (.) suficientes 
para hace:r prácticas de 
laboratorio, (.) pues yo 
creo que también es un 
  
hándicap (.) [porque] 
 
            [si] 
 
también a la hora de 
motivarlos y poder 
engancharlos, (.) pues el 
llevarlos al laboratorio 
para ellos es un aliciente 
y: lo que                    
trabajas en clase 
 
ºhmhmº= 
 
      =cuando lo: cacharrean, 
(.) como que: yo creo que:   
ºes mejor noº? 

a:nd for example in first 
(year 7) we don’t have: 
the possibility of doi:ng 
practice classes, (.) then 
these kids, (.) well 
everything that involves 
experimenti:ng fiddli:ng 
around I think would help 
them assimilate a lot  
 
hmhm 
 
a:nd (.) since we don’t      
have enough (.) teacher:s     
to do: laboratory      
practices, (.) well I       
think that it’s also a 
handicap (.) [cause] 
       
             [yes] 
 
also when it comes to 
motivating and being able 
to hook them, (.) well 
taking them to the 
laboratory for them is an 
incentive a:nd what you 
work in class  
 
ºhmhmº= 
 
      =when they mess with 
it, (.) well it’s: I think 
ºit’s better rightº? 
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In this sequence, Pedro weighs his pedagogical orientation “towards concrete learning 

and tasks” (Gibbons, 2006: 68). The fact that students in the year 7 do not have the 

opportunity to do laboratory practices, together with a lack of teaching staff at El 

Campamento secondary school to carry out these practices, is described by Pedro as 

being a ‘handicap’ (line 16). He argues that students benefit from their engagement with 

practical tasks that involve experimenting and fiddling around (toquetear, lines 7-8). 

This idea is repeated in his use of the word cacharrean (‘they mess with it’ in lines 26-

27), which again refers to his ‘practical’ view of learning. For Pedro, taking students to 

the laboratory is a way of ‘motivating and being able to hook them’ (in Spanish 

motivarlos y poder engancharlos, lines 19-20).  

In the following extract, Pedro refers to the materials used in class and the strategies 

used to activate students’ knowledge prior to the start of a lesson.  

Extract 2.  

Teacher: PEDRO 

Researcher: RES 

 

1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
13 
14 
15 
 
16 
 
17 
18 
19 
20 
21 
22 
23 
24 
 

PEDRO 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
RES 
 
PEDRO 
 
 
 
 
 
 
 
 

y: luego a la hora de: (.) 
de preparar las clases, (.) 
pue:s (.) bueno (.) pues 
(.) a veces yo utilizo: (.) 
pues (.) aparte del libro 
de texto (.) de: los chicos 
porque es bueno leerlo para 
saber qué vocabulario 
tienen por si (xx) algún 
erro:r por si (.) algo: ves 
que no (.) pues también 
utilizo: otros materiales, 
(.) libros, (.) interne:t 
ehm (.) materiales                   
míos  
 
hmhm 
 
y: bueno, (.) pues claro 
(.) en función de: del 
nivel, (.) ºporqueº  
normalmente en cada: (.) 
en cada unidad pue:s  
siempre: (.) hacer un 
poco de (xx)ción de ideas      
previas  
 

a:nd then when it comes to: 
(.) to preparing the 
classes, (.) we:ll (.) well 
(.) I  sometimes use: (.) 
well (.) apart from the 
textbook (.) of: the 
students cause it’s good to 
read it to know what 
vocabulary they have in 
case of (xx) some erro:r in 
case (.) you see somethi:ng 
that doesn’t (.) well I 
also use: other materials, 
(.) books, (.) interne:t 
ehm (.) my own materials 
 

 hmhm 
 

a:nd well, (.) well of 
course (.) on the basis of 
the: the level, (.) ºcauseº 
normally in every: (.) in 
every unit  
we:ll always: (.) doing a 
bit of (.)tion of previous 
ideas 
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25 
 
26 
27 
 
28 
29 
30 
31 
32 
33 
 
34 
 
35 
36 
37 
38 
 
39 

 
 
RES 
PEDRO 
 
RES 
 
PEDRO 
 
 
 
 
RES 
 
PEDRO 
 
 
 
 
RES 

hmhm 
 
ya [ehm:] 
   [hmhm] 
 
hm: pasado el curso pues 
más o menos (.) vas viendo 
el nivel que tienen y a lo 
mejor no en cada unidad 
didáctica haces una 
tormenta de ide:as o: 
 
hmhm 
 
o haces un cuestionario 
(.) sino que ya te lanzas 
((ríe)) directamente a ir 
viendo los contenidos  
 
hmhm (.) sí 

hmhm 
 
already [ehm:] 
        [hmhm] 
 
hm: as the course moves 
along well more or less (.) 
you see the level they have 
and maybe not in each 
didactic unit you do a 
brainstorm of ide:as or: 
 

 hmhm 
 

you do a questionnaire (.) 
but instead you jump 
((laughs)) directly to 
address the contents  
 
hmhm (.) yes 

 

Pedro mentions the materials used in his classes. Apart from the textbook, he uses other 

sources such as internet and his own materials. Although one of his statements is not 

fully comprehensible, it very likely refers to the elicitation or revision of students’ 

previous ideas (lines 23-24) that often occurs in the “recap/review and set up stage” 

(Gibbons, 2006: 177) prior to introducing a new topic. The purpose of this stage is “to 

stimulate recall over what has already been learned” (Llinares, Morton & Whittaker, 

2012: 62) in order to activate the new topic that is going to be introduced subsequently. 

Moreover, Pedro mentions other scaffolding techniques such as the ‘brainstorm of 

ideas’ (line 33) and activities such as a ‘questionnaire’ (line 31) that bridge students’ 

understanding with the topic. In his view, the extent to which these functions used vary 

‘on the basis of the level’ (lines 18-19), and in some cases such unpacking was not 

needed.  

This ‘practical’ view was reflected in one of the lessons observed and which was chosen 

for this analysis. This lesson took place towards the end of the academic year 2014/15. 

Pedro brought scientific equipment to class and, through the manipulation of different 

instruments, the purpose of the lesson was to guide students to work with scientific 

meanings that correspond with different methods of separating mixtures – 

crystallisation, distillation, decanting, filtration and magnetic separation (see Picture 
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6.2). This topic corresponds to the unit on The Matter. Additionally, the recap/review 

stage alluded to by Pedro in the interview was identified at the start of the lesson.  

1. A lesson on The Separation of Mixtures 

 

 

Picture 6.2. The teacher carries out a separation of a mixture, which is called magnetic 

separation. 

 

Pedro introduces a new topic: ‘The Separation of Mixtures’. The classroom has a total 

of approximately twenty students, who sat in pairs. Students who were seated to the 

right of the class and do not appear in the video, either because their parents had not 

signed the informed consent or because they had not agreed to the recording. Prior to 

the start of the lesson, the teacher and students went over some exercises and concepts 

related to the atom and the subatomic particles, which had been introduced in the 

previous session. The lesson has the following phases and teaching purposes: 

1.1. Review and orientation stage  

- Checking students’ prior knowledge 

1.2. Introducing and developing the scientific topic 

- Making the scientific meanings ‘available on the social plane of the 

classroom’ 
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1.1. Review and orientation: checking students’ prior knowledge 

In the following extract, Pedro checks students’ prior knowledge on the concept of 

‘mixture’ and the differences between mixtures and pure substances. The classroom is 

teacher fronted. Roberto, who is sitting at the front of the class, intervenes.  

Extract 1. 

Teacher: PEDRO 

Students: ROBERTO, LAURA, S 

 

1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
13 
14 
15 
16 
 
17 
 
18 
 
19 
20 
 
21 
22 
23 
 
24 
25 
 
26 
 
27 
 
28 
 
29 
 
30 

PEDRO 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
ROBERTO 
 
PEDRO 
 
ROBERTO 
 
 
PEDRO 
 
 
 
ROBERTO 
 
 
LAURA 
 
S 
 
ROBERTO 
 
LAURA 
 
S 

((escribe en la pizarra)) 
(7.0) de separación de 
mezclas ((termina de 
escribir)) (..) antes de 
ver los métodos de 
separación de mezclas 
vamos a recordar, ((se da 
la vuelta y se dirige a su 
escritorio)) (.) qué era 
una mezcla, (.) y qué 
diferencia había con (x) 
sustancia pura que es lo 
que (x) explicar 
(palabras) ((se apoya en 
el borde de la mesa)) (.) 
venga (.) algún voluntario 
 
((levanta la mano)) 
 
((asiente con la cabeza)) 
 
las mezclas puras son unas 
mezclas que: 
 
no mezclas puras no 
((sonríe)) (.) las mezclas 
no son [puras] 
 
       [o sea] (.) la:s 
(palabras) 
 
profe qué página es? 
 
doscientos doce 
 
(palabras) 
 
doscientos? 
 
doce 

methods ((writes on the 
blackboard)) (7.0) of 
separating mixtures 
((finishes writing)) (..) 
before going over the 
methods of separating 
mixtures let’s remember, 
(.) ((turns around and 
heads towards his desk)) 
what a mixture was (.) and 
what differences there 
were with (x) pure 
substance that’s what (x) 
explain (words) ((leans on 
the edge of the desk)) (.) 
come on (.) a volunteer 
 

 ((raises his hand)) 
 
 ((nods)) 
 
 pure mixtures are mixtures     

tha:t 
 
 no pure mixtures no 

((smiles)) (.) mixtures 
aren’t [pure] 
 
       [I mean] (.) the:    
(words) 
 
teacher what page is it? 
 
two hundred twelve 
 
(words) 
 
two hundred? 
 
twelve 
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31 
32 
33 
 
34 
 
35 
36 
37 
38 
 
39 
 
40 
41 
42 
43 
44 
45 
46 
47 
48 

PEDRO 
 
 
 
S 
 
PEDRO 
 
 
 
 
ROBERTO 
 
PEDRO 
 
 
 
 
 
 

espera que hay gente que 
no te está escuchando 
((mira a la clase)) 
 
no 
 
a ver (.) página 
doscientos doce (.) bien 
decía Iker, (.) que las 
sustan-       cias= 
 
    =ROBERTO= 
 
            =puras eh Iker 
ROBERTO (.) que las 
sustancias puras solamente 
están formadas por un tipo 
de materia (.) y las 
mezclas están formadas, 
(.) por al menos dos tipos 
distintos de materia (.) 
vale? 

wait there are people who 
aren’t listening to you 
((looks to the class)) 
 
no 
 
let’s see (.) page two 
hundred and twelve (.) 
good as Iker was saying 
(.) that pure= 
    
    =ROBERTO= 
 
       =pure eh Iker 
ROBERTO (.) that pure 
substances are only formed 
by one type of matter (.) 
and mixtures are formed, 
(.) by at least two 
different types of      
matter (.)             
okay? 

 

The expression vamos a recordar (‘let’s remember’, lines 6-7) is used by Pedro to 

locate himself as “part of this shared understanding” (Gibbons, 2006: 179) of what has 

been learned so far. He encourages students to intervene venga… algún voluntario 

(‘come on… a volunteer’, lines 15-16) in order to review the concept of ‘mixture’ and 

its relation to ‘pure substances’. Roberto raises his hand and intervenes (lines 17, 19-

20), although his explanation is not carried out fully. Right after, Pedro provides explicit 

correction no mezclas puras no (‘no pure mixtures no’, line 21) and non-verbal cues 

(smiles, line 22), prompting Roberto to repair o sea… (‘I mean…’, line 25). After a 

short digression on the topic initiated by Laura and another student (lines 26-30), Pedro 

decides to pause the explanation provided by Roberto espera que hay gente que no te 

está escuchando (‘wait there are people who aren’t listening to you’, lines 31-33) and 

manages to redirect the talk a ver... página doscientos doce (‘let’s see… page two 

hundred and twelve’, lines 35-36). From this point on, there is little scaffolding taking 

place given that Roberto is not encouraged to elaborate further. The interaction shifts to 

the authoritative/non-interactive dimension as Pedro provides an implicit recast that 

reformulates “all or part of the student’s utterance” (Gibbons, 2006: 51) and is followed 

by a comprehension check ‘okay?’ (line 48).  
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As the review/orientation stage develops, we find that exchange patterns are always 

initiated by the teacher in the form of questions that elicit students’ previous knowledge 

on the topic. In the following extract Esteban, another student, intervenes.  

Extract 2. 

Teacher: PEDRO 

Students: ESTEBAN, S 

 

1 
2 
 
3 
 
4 
 
5 
 
6 
7 
 
8 
9 
10 
 
11 
12 
13 
14 
15 
16 
17 

PEDRO 
 
 
ESTEBAN 
 
S 
 
ESTEBAN 
 
PEDRO 
 
ESTEBAN 
 
 
 
 
PEDRO 
 
 
 
 
 

un ejemplo de: (.) mezcla 
homogénea? 

 
eh: 
 
homogénea? 
 
el Colacao 
    
qué pasa con el Cola-         
cao 
 
pues que: tú echas el       
polvito, (.) y se          
disuelve en la leche 
 
entonces ves un líquido 
marrón y te da la sensación 
de que: (.) está formado 
todo por lo mismo pero no 
sabes que es una mezcla de 
leche, (.)                     
y Colacao 

an example o:f (.) an 
homogeneous mixture? 
 
eh: 
 
homogeneous? 
 
chocolate milk 
 
what happens with 
chocolate milk 
 
well tha:t you throw in 
the powder, (.) and it 
dissolves in the milk 
 
then you see a brown 
liquid and you have the 
feeling tha:t (.) that 
it’s formed all by the 
same but you don’t know 
that it’s a mix of milk, 
(.) and chocolate powder 

 

Pedro’s question is answered by Esteban ‘chocolate milk’ (in Spanish Colacao, line 5). 

The follow-up question provided by Pedro qué pasa con el Colacao (‘what happens 

with the chocolate milk’, lines 6-7) requires that Esteban “produce longer sketches of 

talk” (Gibbons, 2006: 156), and therefore elaborate on his first response. This exchange 

would potentially allow the teacher to bridge the “familiar and everyday language of the 

students” (Gibbons, 2006: 169) by relating chocolate milk with the principle of 

‘homogeneous mixture’, which is part of the academic language of the curriculum. 

However, Pedro does not push the horizontal exchange “towards official or vertical 

knowledge” (Llinares, Morton & Whittaker, 2012: 41). Instead, he recasts Esteban’s 



220 
 
 

contribution without scaffolding the scientific language that students “will later be 

expected to use” (Gibbons, 2006: 128).  

The prevalence of recitation talk characterises this stage of the lesson, whereby the 

teacher asks questions that stimulate recall of concepts learned in the previous lesson. In 

the following extract, Farid, another student, participates in the exchange.   

Extract 3. 

Teacher: PEDRO 

Students: FARID, S 

 

1 
2 
3 
4 
5 
6 
 
7 
8 
 
9 
 
10 
 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
 
22 
22 
 
23 

PEDRO 
 
 
 
 
 
 
FARID 
 
 
PEDRO 
 
FARID 
 
PEDRO 
 
 
 
 
 
 
 
 
 
 
 
S 
 
 
PEDRO 

((escribe en la pizarra)) 
las disoluciones estaban 
formadas por dos 
componentes al menos (.) 
cómo se llamaban los 
componentes?  
 
dese- (.) desinstalación   
y: 
 
cómo? 
 
cristalización y:= 
 
                 =no no no  
no no (.) cómo se llaman, 
(.) ((toca la pizarra)) los 
componentes que forman las 
disoluciones (.) una mezcla 
homogénea es una disolución 
((señala la palabra 
‘disoluciones’ en la 
pizarra)) (.) cómo se le 
llamaba, (.) a           
[los] 
 
[disol]vente y          
soluto 
 
disolvente y soluto 

((writes on the 
blackboard))       
solutions were formed by 
two components at least 
(.) how were these 
components called? 
 
dis- (.) deinstallation  
a:nd 
 
how? 
 
crystallisation a:nd= 
 

              =no  
no no no no (.) how are 
they called, (.) ((touches 
the blackboard)) the 
components that form the 
solutions (.) a 
homogeneous mixture is a 
solution ((points to the 
word ‘solutions’ on the 
blackboard)) (.) how were 
they called, (.) [the] 
                
                 [sol]vent 
and solute 
 
solvent and solute 

 

The talk here is controlled by the teacher and can be identified “in the authoritative end 

of the dialogic-authoritative dimension” (Mortimer & Scott, 2003: 55). The vertical 

knowledge structure is played out in this sequence as the teacher looks for specific 

scientific terms. Farid’s first answer is followed by Pedro’s clarification request cómo? 
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(‘how?’, line 9). In his second turn, Farid provides a completely different answer that is 

evaluated negatively by Pedro through the repetition of the term ‘no’ (lines 11-12), 

signaling that this answer “is not what the teacher wants to hear” (Mortimer & Scott, 

2003: 35). Pedro moves on to provide metalinguistic feedback by giving clues to the 

class – he reformulates his prior question and points to the word ‘solutions’ on the 

blackboard, triggering another student’s correct answer (line 20). The triadic Initiation-

Response-Evaluation (I-R-E) pattern plays out as the student’s response is evaluated by 

Pedro in the form of a repetition disolvente y soluto (‘solvent and solute’, line 23).  

 

1.3. Introducing and developing the scientific topic: making the scientific meanings 

‘available on the social plane of the classroom’ 

 

Picture 6.3. The teacher mixes the copper sulfide and the water. 

Once the teacher has reviewed with students the key concepts and processes involved in 

the different types of mixtures learned in the previous lesson, he proceeds to introduce 

and develop the scientific topic that corresponds to ‘The Separation of Mixtures’. The 

following extract shows how the teacher guides the students to work with the meaning 

of crystallisation. He has just mixed copper sulfide with water and shows the mixture to 

the class (see Picture 6.3).  

Extract 4.  

Teacher: PEDRO 

Students: JUAN, FELIPE, S 

 

1 
2 
3 
4 
5 
6 
7 

PEDRO 
 
 
 
 
 
 

vale ((sujetando vaso con 
la disolución de sulfato 
de cobre)) (.) pero es 
que: ahora yo quiero, (.) 
imaginaros que: (.) yo 
parto de la disolución, 
(.) y lo que yo quiero es 

okay ((holding the cup 
with the copper sulfide)) 
(.) but it’s tha:t now I        
want to, (.) imagine tha:t   
(.) I start off with          
the solution, (.) and what 
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8 
9 
 
10 
 
11 
 
12 
 
13 
 
14 
15 
 
16 
17 
18 
19 
20 
21 
22 
23 

 
 
 
S 
 
PEDRO 
 
JUAN 
 
FELIPE 
 
JUAN 
 
 
PEDRO 
 
 
 
 
 
 

separar (.) el sulfato de 
cobre (.) [quiero quitar] 
 
[º(palabras)º] 
 
el agua   
  
lo: [(palabras)] 
 
    [lo evaporas] 
 
se evapora el agua y se 
queda el sulfato 
 
efectivamente (.) con el 
calo:r, (.) conseguiría que 
se evaporara el agua, (.) y 
al final se me quedaría los 
cristales (.) podría      
separar, (.) el            
sulfato de cobre del         
agua 

I want is to separate (.)         
the copper sulfide (.) 
[I want to remove] 
 
[º(words)º] 
 
the water 
 
you: [(words)] 
 
     [evaporate it] 
 
the water evaporates and 
the sulfide is left 
 
that’s right (.) with the 
hea:t, (.) I’d manage to 
evaporate the water, (.) and 
in the end the crystals would 
be left (.) I’d be able to 
separate, (.) the copper 
sulfide from the water 

 

The authoritative nature of this sequence is evidenced in the triadic Initiation-Response- 

Evaluation (I-R-E) that is played out, in which the teacher has in mind only one answer. 

Pedro holds the instrument while he motivates students to think about a causal 

explanation for separating the water and the copper sulfide. His statement imaginaros 

que (‘imagine that’ line 5) encourages students to theorise about the phenomenon. Upon 

a student’s interruption in line 10, Pedro decides to finish the content of his proposition 

first and then leaves interactional space for students to intervene. Juan and Felipe’s 

statements (lines 12-15) show that they are thinking through the relationship between 

the physical state of the solution and the mechanisms that account for the phenomena 

(i.e. separating water and copper sulfide). These movesreceive a positive evaluation on 

behalf of the teacher (‘that’s right’, line 16), who then offers a functional recast con el 

calor… conseguiría (‘with the heat… I’d manage to…’, line 16-23), providing an 

alternative, “more precise way to express the meaning” (Mohan & Beckett, 2003: 423).  

The participation of students in the previous extract highlights their interest in talking 

around the experiments. The next step taken by the teacher is to show students how the 

crystallisation process occurs. Pedro places the mix of copper sulfide and water in a 

smaller recipient called watch glass, which facilitates a faster evaporation of the water 
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and the crystal formation. In the following extract, the teacher places the watch glass 

outside the window.   

Extract 5.  

Teacher: PEDRO 

Students: ESTEBAN, S 

 

1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
 
11 
 
12 
13 
 
14 
15 
16 
17 
18 
 
19 
 
20 
21 
22 
23 
24 

PEDRO 
 
 
 
 
 
 
 
 
 
 
S 
 
ESTEBAN 
 
 
PEDRO 
 
 
 
 
 
 
 
PEDRO 
 
 

vamos a colocarlo aquí en 
la ventana ((coloca el 
vidrio de reloj con la 
disolución de sulfato de 
cobre y agua en la 
ventana)), (.) y al final 
de la clase pues a ver si 
hay suerte, (.) yo creo 
que no porque no da el 
sol si diera el sol  
 
pero tampoco es mucho 
 
y por qué no con una 
linterna de móvil? 
 
podríamos traer a lo 
mejor, (.) eh: un mechero 
y calentarlo pero bueno, 
(.) por si acaso os he 
traído los otros cristales  
 
(algunas voces) 

 
pasarlo ((le pasa un pequeño 
recipiente con los cristales 
formados a una estudiante)) 
(.) que así es como va a                    
quedar 

let’s place it here in the 
window ((places the watch 
glass with the solution of 
copper sulfate and water 
next to the window)), (.) 
and in the end of class 
well let’s see if there’s 
any luck, (.) I don’t think 
so because the sun isn’t on 
it if the sun were on it 
 
but it’s not a lot 
 
and why not with a mobile’s 
flashlight? 
 
we could perhaps bring (.) 
eh: a lighter and heat it 
but well, (.) just in case 
I brought you the other      
crystals 
 
(some voices) 
 
pass them around ((passes a 
small container with the 
already formed crystals to 
a student)) (.) that this 
is how it’ll look like 

 

Here, Pedro mentions that the lack of sunlight might affect the rate of the crystallisation 

process. Esteban offers an alternative way of carrying out the experiment in order to 

address the ‘problem’ y por qué no con una linterna de móvil (‘and why not with a 

mobile’s flashlight?’, lines 12-13). His suggestion is acknowledged in some way by the 

teacher podríamos traer a lo mejor… un mechero (‘we could perhaps bring… a lighter’, 

lines 14-15), yet he moves on, “discounting in turn the students’ suggestions” 

(Mortimer & Scott, 2003: 35). Pedro’s last intervention reveals that he has anticipated 

the ‘problem’, which no longer exists por si acaso os he traído los otros cristales (‘just 
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in case I brought you the other crystals’, lines 16-18). By showing the already formed 

crystals, students are no longer given the opportunity to engage in the “job of 

problematizing” (Scott, 2008: 32; see Engle & Conant, 2002) as all they are asked to do 

is to pass the small container around, which the teacher presents as mere ‘facts’ que así 

es como va a quedar (‘that this is how it’ll look like’, lines 23-24).  

In the following extract, the teacher guides students to work with the scientific meaning 

of distillation, which is another method for separating mixtures. This time, the teacher 

works from the textbook and uses the blackboard to illustrate some concepts.  

Extract 6.  

Teacher: PEDRO 

Students: MARTA, ROBERTO 

 

1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
 
13 
 
14 
15 
16 
 
17 
 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 
29 
30 

PEDRO 
 
 
 
 
 
 
 
 
 
 
 
 
ROBERTO 
 
PEDRO 
 
 
 
MARTA 
 
PEDRO 
 
 
 
 
 
 
 
 
 
 
 
 

imaginaros que yo tengo 
((escribe en la pizarra)), 
(.) imaginaros que yo 
tengo, (.) esa mezcla (.) 
tengo agua pura (.) agua 
destilada (.) vale? (.) no 
agua de grifo (.) agua 
pura (.) y alcohol 
((señala en la pizarra)) 
(.) el agua pura sabéis 
que su punto de ebullición 
está a qué temperatura?  
 
a cien grados 
 
a cien grados (.) 
((escribe en la pizarra))                     
el alcohol, 
 
que lo paséis 
 
lo tiene casi casi a (.) 
ochenta grados (.) trae 
((se dirige a una 
estudiante)) (.) lo paso 
por ahí no? (.) no lo 
habéis visto (x) ((vuelve 
a la pizarra y escribe)) 
(..) es un poquito menos 
de ochenta grados (.) es 
setenta y ocho (.) si no 
recuerdo mal pero bueno 
vamos a poner ochenta (.) 
cuando se alcancen los 80 

imagine I have ((writes on 
the blackboard)), (.) 
imagine I have, (.) that 
mix (.) I have pure water 
(.) distilled water (.) 
okay (.) not tap water (.) 
pure water (.) and alcohol 
((points to the 
blackboard)) (.) you know 
that its boiling point is 
at what                     
temperature? 
 
one hundred degrees 
 
one hundred degrees (.) 
writes on the blackboard)) 
alcohol 
 
pass it 
 
it has it almost almost at 
(.) eighty degrees (.) give 
me ((heads to a student)) 
(.) I pass it there right? 
(.) you haven’t seen (x) 
((goes back to the 
blackboard and writes)) 
(..) it’s a bit less than 
eighty degrees (.) it’s 
seventy-eight (.) If I 
don’t remember wrong but 
well lets put eighty (.) 
when 80 degrees is reached 
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31 
32 
33 
 
34 
 
35 
36 
 
37 
38 
39 
 
40 
41 
42 
43 
44 
45 
46 

 
 
 
 
MARTA 
 
PEDRO 
 
 
MARTA 
 
 
 
PEDRO 

grados (.) to:do el etanol 
(.) o todo el alcohol (.)                     
se va a evaporar  
 
profe 
 
y todavía (xx) quedar agua 
(.) dime 
 
que el alcohol (x) (.) si 
se calienta (.) se va el 
alcohol no? 
 
sí sí por eso digo (.) si 
tú tienes una mezcla (.) 
con agua y alcohol, (.) tú 
llegas a la temperatura de 
80º centígrados (.) el 
alcohol (.) se te    
evapora 

(.) a:ll the ethanol (.) or 
all the alcohol (.) is 
going to evaporate  
 
teacher 
 

 and still (xx) water left 
(.) tell me 

 
t that the alcohol (.) (.) 

if you heat it (.) the 
alcohol goes away right? 

 
yes yes that’s why I say 
(.) if you have a mix (.) 
with water and alcohol, (.) 
you reach the temperature 
of 80º centigrates (.) the 
alcohol (.)         
evaporates 

 

The restricted nature of this sequence takes us once again to the authoritative dimension. 

This time, Pedro’s statement imaginaros que (‘imagine that’ line 1) does not seem to 

stimulate students’ thinking and talking around the mechanisms that account for the 

phenomenon that is being described. The triadic I-R-E pattern is found as Pedro 

formulates a factual question (lines 9-11), which is answered by Roberto a cien grados 

(‘one hundred degrees’, line 13) and evaluated by the teacher in the form of repetition 

(line 14). Right after, Pedro introduces the scientific version of how distillation occurs. 

Marta does not seem to follow and provides an explanation of the phenomenon, seeking 

confirmation on behalf of Pedro by using a question tag no? (‘right?’, line 39). She 

might not have heard or understood the teacher’s previous statement on the temperature 

required for the evaporation of alcohol, probably due to a short digression taking place 

as students circulated the container with the crystals (lines 18-21). Pedro’s answer to 

Marta’s request for confirmation is carried out by restating his previous input por eso 

digo (‘that’s why I say…’, line 40) and recasts Marta’s statement si se calienta… se va 

el alcohol (‘if you heat it… the alcohol goes away’, lines 36-38) into tú llegas a la 

temperatura de 80º centígrados…el alcohol… se te evapora (‘you reach the temperature 

of 80º centigrates… the alcohol evaporates’, lines 43-16). It is not clear how successful 

Pedro’s recast clarifies Marta’s point of view as his elaboration very brief.  
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Pedro continues on to explain to process of distillation by shifting from everyday to 

scientific knowledge. In the following extract, Roberto intervenes.  

Extract 7.  

Teacher: PEDRO 

Students: ROBERTO 

 

1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
 
13 
14 
 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 

PEDRO 
 
 
 
 
 
 
 
 
 
 
 
 
ROBERTO 
 
 
PEDRO 
 
 
 
 
 
 
 
 
 
 

realmente vuestra madre 
cuando calienta el vino 
blanco con la comida, (.) 
está haciendo una especie de 
destilación lo que pasa es 
que en este caso el vapor 
n:- (.) no lo recoge sino 
que el vapor se disipa (.) 
vale? (.) en este caso esto 
es un destilador (.) y aquí, 
(.) este se recupera el 
alcohol 
 
pero no sería (.) hm: 
evaporación? porque:  
 
sí sí (.) es evaporación 
(.) pero (.) la evap- (.) 
es una evaporación que 
permite separar (.) las 
dos sustancias por eso, 
(.) es un método de 
separación de mezclas (.) 
que llamamos destilación 
((señala     en la 
pizarra)) (.) que (.)      
está basado en la           
evaporación, (.) vale?       

in reality your mother when 
she heats white wine with 
the food, (.) she’s doing a 
type of distillation what 
happens is that in this 
case the vapor d:- (.) 
doesn’t collect it but 
instead the vapor 
dissipates (.) okay? (.) in 
this case it’s a distiller 
(.) and here, (.) this it 
recovers the alcohol 
 

 but wouldn’t it be (.) hm: 
evaporation? cause: 

 
yes yes (.) yes yes (.) 
it’s evaporation (.) but 
(.) the evap- (.) it’s a 
type of evaporation that 
allows to separate (.) both 
substances that’s why, (.) 
it’s a method of separating 
blends (.) that we call 
distillation ((points to 
the blackboard)) that (.) 
is based on evaporation (.) 
okay? 

 

Roberto’s question in this extract shows ‘hints’ of dialogic teaching, as there are 

different interpretations of the scientific view being presented. Pedro moves from 

everyday knowledge (heating a meal with white wine) to the more scientific distillation. 

This shift from horizontal to vertical exchange is employed by the teacher as a ‘thinking 

tool’ (Llinares, Morton & Whittaker, 2003: 41) that pushes students towards grasping 

the ‘official’ Natural Science knowledge. Roberto’s intervention (lines 13-14) shows 

that he is reasoning about the scientific meaning of distillation. In this question-answer 

sequence initiated by Roberto, the student presents an alternative point of view that is 

taken to account partially by Pedro sí sí… es evaporación… pero (‘yes yes… it’s 
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evaporation… but’, lines 15-16), who reformulates Roberto’s idea in order to bridge 

together “the different points made” (Llinares, Morton & Whittaker, 2012: 68). The 

exchange ends with a comprehension check ‘okay’ (line 26) on behalf of the teacher to 

make sure that the student has understood his elaboration of the idea – in this case, that 

distillation is based on evaporation.  

The previous extract is one example of how the teacher’s explanation “triggered 

students’ real engagement in interaction and their formulation of different types of 

questions” (Llinares, Morton & Whittaker, 2012: 88), whilst the teacher chooses an 

overall authoritative tone to introduce and develop the scientific topic. Once Pedro 

finished explaining the process of distillation, he proceeds to introduce another method 

of separating mixtures, that of decantation. In the following extract, he carries out an 

experiment to show students what happened when water and alcohol are mixed 

together.  

Extract 8.   

Teacher: PEDRO 

Students: ROBERTO, ESTEBAN, S 

 

1 
2 
3 
4 
5 
6 
7 
8 
9 
 
10 
 
11 
12 
13 
14 
15 
16 
17 
18 
19 
 
20 
 
21 

PEDRO 
 
 
 
 
 
 
 
 
 
S 
 
PEDRO 
 
 
 
 
 
 
 
 
 
ROBERTO 
 
PEDRO 

bien (.) echamos primero 
el aceite (.) ahora echo 
agua ((echa el agua)) (..) 
y fijaros que a pesar de 
haber echado primero el 
aceite, (.) rápidamente el 
agua se ha colocao abajo 
((muestra el vaso de 
precipitado a la clase)) 
 
no se ve muy bien 
 
porque tiene mayor 
densidad (.) vale? la 
disposición (.) de los 
líquidos cuando no se 
pueden mezclar, (.) se: 
(.) se co->osea< se 
colocan debido a su 
densidad (.) si tienen más 
densidad, [queda] 
 
          [como] 
                
abajo 

well (.) first we pour the 
oil (.) now I pour the 
water ((pours the water)) 
(..) notice how even 
though the oil was first 
poured, (.) the water 
quickly has placed itself 
underneath ((shows the 
beaker to the class)) 
 
you can’t see it very well 
 
cause it has more density 
(.) okay? the disposition 
(.) of the liquids when 
they can’t be mixed, (.) 
they: (.) they co- >I 
mean< they’re placed 
according to their density 
(.) if they have more 
density, [they’re placed] 
 
         [like] 
 
under 
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22 
23 
 
24 
25 
26 
27 
28 
29 
30 
31 
32 
33 
34 
35 
36 
37 
38 
39 
40 
41 
 
42 
43 
44 
 
45 
46 
47 
48 
49 
50 
51 
52 
53 
54 
55 
56 
57 
58 
59 
60 
61 

ROBERTO 
 
 
PEDRO 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
ESTEBAN 
 
 
 
PEDRO 
 

como el petróleo (x) si se 
cae al mar no? 
 
claro (.) efectivamente 
(.) yo creo que: (.) lo 
hemos comentado aquí (.) 
uno de los problemas de 
los vertidos de los (.) 
petroleros, (.) cuando: 
hay un accidente en los 
barcos estos que: llevan 
petróleo, (.) claro (.) se 
desparrama todo ese 
petróleo (.) y el pe- (.) 
el contacto con el 
petróleo para los seres 
vivos (.) es tóxico (.) 
pero (.) no solamente es 
malo por eso, (.) sino 
porque queda el petróleo 
(.) sobre la capa de agua  
 
y no deja pasar la luz           
(.) a las               
algas 
 
efectivamente (.) entonces 
al no dejar pasar la luz, 
(.)las algas no pueden 
hacer fotosíntesis, (.) 
las algas que sirven de 
alimento a los peces (.) 
al no: no poder crecer (.) 
pues (.) hm dejarían sin 
a-al no haber algas no 
habría alimento para los 
peces pequeños los peces 
pequeños a su vez (.)                    
no dejarían comida para 
los peces más grandes (.) 
con lo cuál (.) es una 
tragedia para el 
ecosistema (.) vale?  

like the oil (x) when it 
falls into the sea right? 
 
right (.) exactly (.) I 
think tha:t (.) we’ve 
commented here (.) one of 
the problems of the (.) 
oil tanker spills, (.) 
when: there’s an accident 
the tankers these tha:t 
carry oil, (.) right (.) 
all that oil spills (.) 
and the pe- (.) the 
contact with petroleum for 
human beings (.) is toxic 
(.) but it’s not only      
harmful because of that, 
(.) but because petroleum 
is left (.) over           
the layer of                
water 
 
and it doesn’t let the 
light go through (.) to 
the seaweed 
 
right (.) then since it 
doesn’t let the light go 
through, (.) the seaweed 
can’t do photosynthesis, 
(.) the seaweed serves as 
food to the fish (.) since 
they: can’t grow (.) well 
(.) hm without seaweed 
there would be nor f-foo 
there wouldn’t be food for 
small fish at the same 
time the small fish (.) 
wouldn’t leave food for 
the bigger fish (.) and 
consequently (.) it’s a 
tragedy for the ecosystem 
(.) okay?  

 

This sequence shows how this time, the experiment carried out by the teacher enabled 

students to make sense of the topic and gather their own understandings of it. Roberto 

and Esteban initiate (asking questions) around the phenomena that is being observed 

and ‘hints’ of dialogic teaching can be identified. Roberto’s statement (lines 22-23) 

seeks confirmation on behalf of Pedro, who evaluates the student’s contribution claro… 

efectivamente (‘right… exactly’ 24) and elaborates on the problem affecting the oil 
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spills. Esteban’s input adds to what has been said in the preceding turns, which shows 

that the talk is ‘cumulative’ and therefore has dialogic elements. As the teacher 

elaborates on the students’ input, he is responding to their understandings, “in terms of 

how they relate to the intended scientific point of view” (Mortimer & Scott, 2003: 20) 

 

Summary 

The lesson on ‘The Separation of Mixtures’ began with a review and orientation stage 

that prepared students for their “subsequent comprehension and participation” (Llinares, 

Morton & Whittaker, 2012: 93) in making sense of new scientific knowledge. The 

prevalence of recitation talk characterised this stage of the lesson, in which Pedro, the 

teacher, asked questions to stimulate recall of concepts learned in the previous lesson. In 

the subsequent teaching phase, which is devoted to introducing and developing the 

scientific topic, Pedro scaffolds the scientific meaning to the students. The manipulation 

of different instruments and the shift from horizontal to vertical knowledge are 

techniques used by Pedro to build a connection “between the student, the task and the 

curriculum” (Gibbons, 2006: 176). Moreover, the frequent use of functional recasts by 

the teacher provides “implicit corrective feedback” (Ellis, Loewen & Erlam, 2006: 349) 

to students. The interactional patterns analysed depict instances of student-initiated 

patterns, which show their real engagement in the topic and their reasoning around the 

experiments carried out by the teacher. Hence, these students are involved in ‘thinking’ 

and ‘talking’ around the processes observed, whilst the teacher chooses a more 

authoritative tone to address the scientific knowledge and the accomplishment of tasks. 

There is little room for “questioning and discussing findings and ideas” (Mortimer & 

Scott, 2003: 70) as the teacher controlled the patterns of interaction, as evidenced in the 

extensive use of the triadic I-R-E pattern.  

 

2. A lesson on chemistry: learning The Periodic Table of Elements 

After going over the exercises that had been done in class by the students the day 

before, when Pedro had introduced the topic of ‘The Separation of Mixtures’, he 

introduces a new topic on ‘The Periodic Table, which corresponds to the sub-unit 

‘Atoms and Molecules’, included in the same unit on The Matter. The lesson is carried 
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out in the same non-CLIL BP Natural Science classroom and with the same students. 

The following phases and teaching purposes have been identified.  

2.1. Review and orientation stage 

- Opening up the problem 

2.2. Introducing and developing the scientific story  

- Making the scientific meanings “available on the social plane of the 

classroom” 

 

2.1. Review and orientation stage: opening up the problem 

The lesson is mainly teacher fronted. In the following extract, the teacher draws 

students’ attention to the concept of ‘atom’.  

Extract 1.  

Teacher: PEDRO 

Students: SS, S 

 

1 
 
2 
 
3 
4 
5 
6 
 
7 
 
8 
9 
10 
11 
12 
13 
 
14 
15 
 
16 
 
17 
18 
 

PEDRO 
 
 
 
PEDRO 
 
 
 
 
 
 
PEDRO 
 
 
 
 
S 
 
PEDRO 
 
 
SS 
 
PEDRO 
 
 

vamos a ver  
 
(voces) 
 
yo creo que todos habéis 
escuchado hablar (.) de 
los átomos ((escribe en 
la pizarra?)) 
 
(voces) 
 
bien (..) un tomo sabéis 
lo que es ¿no? ((cubre 
con la mano una parte de 
la palabra átomo en la 
pizarra) 
¿un tomo? 
 
¿un tomo de una    
enciclopedia?  
 
ah si 
 
qué es un tomo de una 
enciclopedia? 
 

let’s see 
  

 (voices) 
 
 I believe that all of you 

have heard (.) about the 
atoms ((writes on the      
blackboard)) 

 
 (voices) 
 
 good (..) you know what a 

tomo (volume) is right? 
((covers with his hand a 
part of the word atom on 
the blackboard)) 
a tomo (volume)? 
 
a tomo (volume) of an 
encyclopedia? 
  
ah yes 
 
what is a tomo (volume) of 
an encyclopedia? 
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19 
 
20 
21 
22 
 
23 
 
24 
25 
26 
27 
28 
 
29 
 
30 
31 
32 
33 
34 

S 
 
PEDRO 
 
 
 
S 
 
PEDRO 
 
 
 
 
SS 
 
PEDRO 

la a (.) la b por ejemplo 
 
una parte de una 
enciclopedia (.) bien (.) 
¿y el prefijo –a? 
 
a – ºde toda la vidaº 
 
significa sin (.) o que 
no tiene (.) o lo 
contrario (.) por ejemplo 
lo contrario de normal es              
[anormal] 
 
[anormal] 
 
bien (.) pues un átomo, (.) 
un átomo (.) significa que 
no tiene más partes (.) que 
no tiene más                 
partes 

a (.) b for example 
 

 a part of an encyclopedia 
(.) good (.) and the          
prefix -a? 

 
a- a- ºof every day lifeº 
b-  

it means without (.) or it 
doesn’t have (.) or the 
opposite (.) for the 
example the opposite of 
normal is [abnormal] 
 
          [abnormal] 
 
good (.) well an atom, (.) 
an atom (.) means that it 
doesn’t have more parts (.) 
that it doesn’t have more 
parts 

 

In this sequence, Pedro begins by mentioning students’ familiarity with the topic yo 

creo que todos habréis escuchado hablar (‘I believe that all of you have heard…’, lines 

3-5) and ‘opens up the problem’ by making scientific point of view available to the 

social plane of the classroom. Through scaffolding key terms – in particular, the word 

‘atom’ (see Picture 6.4), the teacher ‘opens up the problem’ in a co-constructed way, 

focusing on the meaning of key lexis. The question ‘what is a tomo (volume)’ in line 14 

takes advantage of students’ existing knowledge of this word and is answered by S la 

a… la b por ejemplo (‘a... b for example’, line 19). The follow up question inquires on 

the meaning of the prefix ‘a-’ (line 22) and is answered by the teacher himself significa 

sin... (‘it means without…’ lines 24-25). At this point students are following in some 

way, as evidenced in the choral overlapping of the word ‘abnormal’ (line 29). 

 

Picture 6.4. The teacher goes over the meaning of the word ‘atom’ with students. 
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2.2. Introducing and developing the scientific story: making the scientific meanings 

‘available on the social plane of the classroom’ 

Once the teacher has brainstormed the concept of ‘atom’ with students, along with 

explaining its structure, he proceeds to introduce the Periodic Table. This topic covers 

the same content taught by Carlos in the CLIL Bilingual Section classroom, which has 

been analysed earlier in this chapter. 

Extract 2.  

Teacher: PEDRO 

Students: S 

 

1 
2 
3 
4 
5 
6 
7 
 
8 
 
9 
10 
11 
12 
13 
14 
15 
16 
17 
18 

PEDRO 
 
 
 
 
 
 
 
S 
 
PEDRO 
 
 
 
 
 
 
 

pues resulta que hay 
muchos tipos de átomos (.) 
todos los tipos de átomos, 
(.) se clasifican, (.) en 
una tabla que tenéis aquí 
en la página 215 ((coge el 
libro de texto)) 
  
(x) bonito 
 
que es la tabla periódica 
((sujeta el libro de texto 
mostrando la página a los 
estudiantes)) (.) entonces 
(.) a cada uno de los 
distintos tipos de átomos 
se le llama elemento (.) 
entonces es- (.) esta es 
una tabla donde están, (.) 
todos los elementos 

well it turns out that 
there are many types of 
atoms (.) all types of 
atoms, (.) are classified, 
(.) in a table that you 
have here on page 215 
((grabs the textbook)) 
 
(x) nice 
 
which is the periodic table 
((holds the textbook with 
the page facing students)) 
(.) then (.) each one of 
the different types of 
atoms is called an element 
(.) then thi- (.) this is a 
table where there         
are, (.) all the       
elements 

 

Here, Pedro introduces a new concept in science: that all elements are classified in the 

Periodic Table. He introduces the scientific point of view in a non-

interactive/authoritative way, providing visual cues by holding the textbook facing the 

students. This type of communicative approach, however, does not last long. Pedro 

engages a student in an interactive sequence in order to help “perform the scientific 

explanation” (Mortimer & Scott, 2003: 44), that is, to help explain how elements are 

classified in the periodic table according to their number of protons, as analysed in the 

following extract. 
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Extract 3. 

Teacher: PEDRO 

Students: ALBA, FARID, JORGE, ESTEBAN 

 

1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
13 
14 
15 
 
16 
 
17 
 
18 
19 
20 
 
21 
 
22 
 
23 
 
24 
25 
 
26 
27 
 
28 
 
29 
30 
 
31 
 
32 
33 
 
34 
 

PEDRO 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
S 
 
S 
 
PEDRO 
 
 
 
ALBA 
 
PEDRO 
 
ALBA 
 
PEDRO 
 
 
FARID 
PEDRO 
 
 
 
PEDRO 
 
 
ALBA 
 
PEDRO 
 
 
ESTEBAN 
 

y así podemos ir, (.) 
clasificando (.) a los 
distintos elementos, (.) 
según el número de protones 
(.) y cómo se yo el número 
de protones que tiene cada 
átomo? (.) pues fijándome, 
(.) en el numerito que 
viene, (.) en la esquina 
(.) superior (.)        
izquierda ((señala en el 
libro de texto)) (.) 
fijaros que hay un número 
en rojo ((señala en el 
libro de texto)) 
 
lo (x) 
 
ºsíº 
 
Alba (.) dime que número 
tiene el hidrógeno (.) en 
la esquina superior  
 
eh:= 
 
   =el hidrógeno 
 
eh: 
 
¿qué número es el que 
tienes allí? 
 
°uno (.) ah°   
rojito 
 
((murmullo de los alumnos)) 

 
aquí ((va hacia           
Alba)) 
 
ah (.) e:l uno 
 
el uno (.) ¿y e:l que 
está debajo (.) el litio?  
 
((levanta la mano)) 
 

and this way we can, (.) 
classify the different 
elements, (.) according to 
the number of protons (.) 
and how do I know the 
number of protons each 
atom has? (.) well by 
paying attention, (.) to 
the little number that is 
(.) on the top (.) left 
hand (.) corner ((signals 
in the textbook)) (.) 
notice that there’s a 
number in red ((signals in 
the textbook)) 
     
it (x)  
 
ºyesª 
 
Alba (.) tell me what 
number hydrogen has (.) in 
the upper corner 
 
eh:= 
 

 =hydrogen 
 

eh: 
 
what’s the number you have 
there?  
      f 
°one (.) ah°   

Re red 
 

((murmuring of students)) 
 
here ((heads towards 
Alba)) 
 
ah (.) one 
 
one (.) and the: one 
below? (.) lithium?    
  
((raises his hand)) 
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35 
 
36 
37 
 
38 
 
39 
40 
41 

ALBA 
 
PEDRO 
 
 
ALBA 
 
PEDRO 

e:l tres 
 
e:l tres (.) ¿y el que está 
debajo (.) que es el sodio? 
 
eh: once 
 
once (.) ¿qué significa 
once? (.) pues que tiene 
once protones 

three   
                                                           
three (.) and the one b 
below (.) which is sodium? 
 
uh eleven 
 
eleven (.) what does 
eleven mean? (.) well that 
it has eleven protons 

 

In this extract, Pedro guides the talk by selecting Alba to perform a task. In particular, 

the teacher requests the student to perform an action: to focus on the red number on the 

upper left corner. The authoritative nature of the exchange is evidenced in the use of 

‘cued elicitation’ (Edwards & Mercer, 1987), in which the teacher shapes students’ 

input through questions that seek a pre-determined answer (Solomon & Black, 2008: 

80). Here, the student is “asked to work through the teacher’s agenda regardless of her 

understanding” (Solomon & Black, 2008: 80). Alba seems to be confused with the task 

she is asked to do and is assisted by the teacher, who uses exophoric reference (‘there’ 

in line 25 and ‘here’ in line 29) to contextualise the item. The exchange pattern consists 

of simple display question formats that demand short answers on behalf of the student, 

which are then evaluated through teacher repetitions (lines 32, 36, 39). Once Alba 

carries out the task successfully, Pedro follows-up with the question qué significa once? 

(‘what does eleven mean?’, lines 39-40). This question does not leave interactional 

space for the student to focus on the meaning of the item identified, which is answered 

by the teacher himself pues que tiene once protones (‘well that it has eleven protons’, 

lines 40-41). By “telling” the student the scientific explanation, the teacher’s 

intervention does not confirm the student’s understanding of the item.  

Once Alba has successfully completed the task, the teacher explains how atoms are 

balanced by positive and negative charges.  

Extract 4. 

Teacher: PEDRO 

Students: ALFONSO, SS 

 

1 
2 
3 

PEDRO 
 
 

si tiene once protones, (.) 
también va a tener once (.) 
electrones ((señala la 

if it has eleven protons, 
(.) it’ll also have eleven 
(.) electrons ((points to 
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4 
5 
6 
7 
8 
9 
10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
 
20 
 
21 
 
22 
23 
 
24 
 
25 
 
26 
27 
 
28 
 
29 
30 
31 
32 
33 
34 
35 
36 
37 
38 
39 
40 
41 
42 
43 
44 
45 
46 
47 
48 
49 
50 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
S 
 
S 
 
PEDRO 
 
 
 
 
SS 
 
PEDRO 
 
 
SS 
 
PEDRO 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

palabra electrones en la 
pizarra)) (.) porque los 
átomos tienen carga (.) 
neta (.) cero ((hace la 
forma de un círculo con la 
mano)) (.) es decir las 
cargas positivas tienen 
que, (.) compensarse con 
las cargas negativas (.) si 
yo tengo un átomo que tiene 
dieciséis protones, (.) va 
a tener dieciséis 
electrones (.) si me fijo 
por ejemplo el oxígeno a 
ver ¿quién encuentra el 
oxígeno 
 
ºyoº 
 
ºyoº 
 
¿cuántos protones         
tiene? 
 
(voces) 
 
ocho 
 
¿cuántos electrones     
tendrá? 
 
ocho 
 
muy bien pues ya sabéis 
cómo se clasifican los 
átomos en la tabla 
periódica (.) o los 
elementos en la tabla 
periódica, (.) según su 
número de, (.) protones (.) 
pues al número de protones 
lo llamamos número (..) 
a:tómico ((escribe en la 
pizarra)) (.) es decir el 
número atómico es le número 
de protones que tiene (.) y 
es el que viene en la 
esquina (.) superior (.) 
izquierda (.) vale? (.) la 
estructura del átomo la 
conocíais ((señala en la 
pizarra)) lo que no 
conocíais (.) por qué se 
clasifican todos los 
elementos en la tabla 

the word electrons on the 
blackboard)) (.) cause 
atoms have net (.) charge 
(.) zero ((makes a circle 
shape with his hand)) (.) 
I mean positive charges 
need to, (.) balance the 
negative charges (.)       
if I have an atom         
that has sixteen      
protons, (.) it’ll have 
sixteen electrons (.)       
if I pay attention for 
example to oxygen let’s 
see who can find         
oxygen?  
                  
ºmeº 
 
ºmeº 
 
how many protons does it 
have? 
 
(voices) 
 
eight 
 
how many electrons will            
it have? 
 
eight 
 
very good well you now 
know how atoms are 
classified in the periodic 
table (.) or the elements 
in the periodic table (.) 
according to their number 
of, (.) protons (.) well 
we call the number of 
protons (.) atomic (.) 
number ((writes on the 
blackboard)) (.) that is 
the atomic number is the 
number of protons it has 
(.) and it’s the one that 
is on the top (.) left 
hand (.) corner (.) okay? 
(.) you knew the structure 
of the atom ((points to 
the blackboard)) what you 
didn’t know (.) why all 
the elements are 
classified in the periodic 
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51 
52 
53 
54 
55 
 
56 
 
57 
58 
59 
60 
61 
62 
63 
64 
65 
66 

 
 
 
 
 
 
ALFONSO 
 
PEDRO 
 

periódica (.) o cómo se 
clasifican los elementos en 
la tabla periódica me 
imagino que eso no lo 
sabíais ¿no? 
 
(palabras) 
 
entonces (.) es que (.) 
estos son los elementos, 
(.) pero luego los 
elementos se pueden 
combinar formando 
moléculas como por ejemplo 
H20 ((escribe en la 
pizarra)) (.) pero eso lo 
vamos a ver, (.) más 
adelante (.) bien 

table (.) or how elements 
in the periodic table are 
classified I imagine you 
didn’t know that         
right? 
 
(words) 
 
then (.) it’s that (.) 
these are the elements, 
(.) but then elements can 
be combined to form 
molecules as in for 
example H2O ((writes on 
the blackboard)) (.)            
but that we will see 
further on (.)            
good 

 

Once more, the use of display factual questions on behalf of the teacher forces the 

students into a “passive, monosyllabic role” (Solomon & Black, 2008: 80). These 

questions seek short answers to be evaluated (lines 22-23, 26-27). The restrictive pattern 

of the I-R-E cycle suggests that students are not expected to make an important 

contribution, as there is more a desire to control the proceedings than to assist in the 

development of the topic (see Cazden, 1988; see Martín Rojo 2010). Hence, there is no 

evidence that the concept has been understood, even though the teacher assumes this is 

the case pues ya sabéis cómo se clasifican los átomos… (‘you now know how atoms are 

classified…’, lines 29-31). At this point, students are not given opportunities to build up 

the scientific explanation as “new ideas are introduced and then the teacher moves on” 

(Scott, 2008: 33). The brief exchange with Alfonso illustrates how, even though the 

teacher seeks confirmation on students’ prior learning of the topic me imagino que eso 

no lo sabíais no? (‘I imagine you didn’t know that right?’, lines, 53-55), there hardly 

any interactional space for them to intervene, as shown in Alfonso’s answer in line 56, 

let alone to engage their previous knowledge, as the teacher moves on by advancing a 

new topic (lines 57-66).  

From the previous extracts we can see how Pedro focused students’ attention to 

particular features of the Periodic Table, such as the number of protons and electrons 

associated to each element. The teacher’s authoritative voice has been identified as he 

narrowed the questions in order to seek specific answers to be evaluated, thus limiting 
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students’ opportunities for interactional participation (see Nikula, 2007). In the 

following extract, Pedro draws attention to the symbols associated to the elements in the 

Periodic Table. 

Extract 5.  

Teacher: PEDRO 

Students: ROBERTO 

 

1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
 
22 
23 
24 
 
25 
 
26 
27 
28 
29 
 
30 
31 
32 
33 
34 
35 
36 
37 
38 
39 

PEDRO 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
ROBERTO 
 
 
 
PEDRO 
 
ROBERTO 
 
 
 
 
PEDRO 
 
 
 
 
 
 
 
 
 

como véis, (.) yo en vez de 
escribir <cloruro de sodio> 
o escribir sodio estoy 
escribiendo un símbolo (.) 
en este caso (.) el del 
sodio es ene a (.) son dos 
letras donde la primera es 
mayúsculas y la segunda 
minúscula ((señala en la 
pizarra)) el cloro también 
son dos letras, (.) siempre 
la primera mayúscula la 
segunda minúscula (.) en 
ocasiones en lugar de dos 
letras es una sola (.) y 
siempre tiene que ir en 
mayúscula (.) por ejemplo el 
carbono, (.) por ejemplo el 
hidrógeno, (.) por ejemplo 
el oxígeno (.)                  
vale? 
 
(x) el cloruro de sodio 
(.) ‘n’ ‘a’ (.) y no 
tiene (palabras) 
 
cómo? 
 
>normalmente< (.) helio 
(.) es hache e porque 
empieza por ‘h’ ‘e’: (.) 
o (.) [x]   
 
      [ah] porqué no: 
empieza por ejemplo por 
‘s’ ‘o’ (.) porque muchas 
veces, (.) el nombre 
deriva del latín (.) 
sodio, (.) en la-en latín 
es Natrium (.) entonces es 
una palabra rara que ya no 
se utiliza pero Na-trium 
empieza por Na (.) y de 

as you can see, (.) I 
instead of writing <sodium 
chloride> or write sodium 
I’m writing a symbol (.) in 
this case (.) the one for 
sodium is ‘n’ ‘a’ (.) it’s 
two letters where the first 
one is upper case and the 
second lower case ((points 
to the blackboard)) 
chlorine is also two 
letters, (.) always the 
first upper case and the 
second lower case (.) in 
some occasions instead of 
two letters its only one 
(.) and it always has to be 
upper case (.) for example 
carbon, (.) for example 
hydrogen, (.) for example 
oxygen (.) okay? 
 
(x) sodium chloride (.) ‘n’ 
‘a’ (.) and it doesn’t have 
(words) 
 
what? 
 
>normally< (.) helium (.) 
is ‘h’ ‘e’ because it 
starts with ‘h’ ‘e’: (.) or 
(.) [x] 
 
    [ah] why doesn:’t it 
start for example by ‘s’ 
‘o’ (.) because many times, 
(.) the name derives from 
Latin (.) sodium, (.) in 
the-in Latin is Natrium (.) 
then it’s a strange word 
that isn’t used any more 
but Na-trium starts with Na 
(.) and it derives from 
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40 
41 
42 
 
43 
 
44 
45 
46 
47 
48 
 
49 

 
 
 
 
S 
 
PEDRO 

ahí deriva eso (.) por 
ejemplo (.) el oro 
((escribe en la pizarra)) 
 
au 
 
es au (.) Aureum (.) vale 
(.) áureo (.) todavía se 
mantiene la palabra (.) que 
está relacionado con (.) 
pues algo dorado no? 
 
((suena el timbre)) 

that (.) for example (.) 
gold ((writes on the 
blackboard)) 
 
au 
 
it’s au (.) Aureum (.) okay 
(.) áureo (.) the word is 
still maintained (.) it’s 
related to (.) well with 
something golden right? 
 
((the bell rings)) 

 

The exchange pattern between the teacher and Roberto is revealing of the 

interactive/dialogic nature of the sequence. Upon Roberto’s initiation pattern (lines 22-

24), the teacher’s clarification question ¿cómo? (‘what’, line 25) is followed by 

Roberto’s explanation (lines 26-29). Pedro reformulates the student’s question (lines 27-

28) and provides an elaborated response in which he moves from horizontal to vertical 

knowledge. Scaffolding takes place as the teacher provides the example of gold, which 

brings students’ familiarity between this metal and its corresponding element in the 

Periodic Table (line 39-42). Hence, the teacher ‘builds bridges’ between students’ 

everyday understanding of the colour associated to this metal in Spanish áureo 

(‘golden’) and its etymological derivation from Latin ‘Aureum’. This scientific 

explanation resonates with the way in which Carlos had brought students’ attention to 

the discrepancy between the symbol and the name associated to the elements, as he 

engaged students in thinking about the term ‘plumber’ cross-linguistically.  

 

Summary 

Pedro initiated several interactional patterns to engage students in making sense of the 

scientific topic. As he ‘opened up the problem’, he scaffolded the meaning of the word 

‘atom’ by breaking down the meaning of the prefix ‘a-’ and the root ‘-tom’ (in Spanish -

tomo, translated in English as ‘volume’). Students participated yet their contributions 

were brief since they were not given much interactional space. In the subsequent 

teaching purpose, which is devoted to introducing and developing the scientific story, 

the teacher involved the students mainly in task-based interaction through ‘cued 

elicitation’ (Edwards & Mercer, 1987). The teacher’s authoritative role was evidenced in 
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the frequent use of the I-R-E pattern initiated in the form of factual display questions 

that required short answers to be evaluated. In the absence of “exploratory talk” (Mercer 

& Dawes, 2008), few opportunities were given for “students’ thinking to be made 

explicit” (Gibbons, 2006: 252). In other words, students were not encouraged or 

expected to “use extended responses which would require more complex language and 

higher cognitive engagement” (Llinares, Morton & Whittaker, 2012: 79). In the final 

extract, however, Roberto’s initiation pattern initiates a dialogic sequence around the 

relationship between the elements in the Periodic Table and their corresponding symbol.  

 

6.6. DISTRICT B: Luna secondary school  

As already stated in chapter four, classroom observations at Luna secondary school took 

place as part of the project TRANS-CLIL (FFI2014-55590-R). Classroom recordings 

for the project took place in the academic year 2015/16. Prior to such recordings, the 

topics were agreed between the classroom teachers and the project team. Manuela was 

the Natural Science teacher in the CLIL BS and non-CLIL BP Natural Science 

classroom at this school, which corresponds to groups ‘B’ and ‘F’ respectively. For the 

project, three recordings took place in each of these classrooms, which correspond to 

the beginning, middle and end of a unit. For the present study, the session that 

corresponds to the beginning of a unit was selected in order to fulfill one of the criteria 

for the analysis in the study. This session was the same across the CLIL BS and non-

CLIL BP classrooms and covers the topic of ‘The Hydrosphere’. In addition, the 

teacher’s views on the ways in which she orients her pedagogical practices are also 

shared at the beginning of this sub-section. These views were shared during the semi-

structured interview conducted with this teacher once the classroom observations had 

concluded.  

In the following extract, Manuela answers my question on how she prepared her Natural 

Science subject in the CLIL BS and non-CLIL BP classrooms.   

 

 

 

 



240 
 
 

Extract 1.  

Teacher: MANUELA 

Researcher: RES 

 

1 
2 
3 
4 
5 
6 
7 
8 
 
9 
10 
11 
12 
13 
14 
 
15 
 
16 
17 
 
18 
 
19 
20 
21 
22 
 
23 
 
24 
25 
26 
 
27 
 
28 
29 
30 
31 
 
32 
33 
 
34 
 
 
 

RES 
 
 
 
 
 
 
 
 
MANUELA 
 
 
 
 
 
 
RES 
 
MANUELA 
 
 
RES 
 
MANUELA 
 
 
 
 
RES 
 
MANUELA 
 
 
 
RES 
 
MANUELA 
 
 
 
 
RES 
 
 
MANUELA 
 
 
 

y cómo preparabas las 
asignaturas por ejemplo 
Ciencias Naturales (.) e: 
(.) en Sección y en 
Programa había alguna 
diferencia a la hora de 
planifica:r (.) eh las     
clase:s? 
 
no (.) trataba de utilizar, 
(.) eh: más o menos el 
mismo tipo de recursos para 
las dos modalidades (.) 
incluyendo, (.) eh 
audiovisuale:s  
 
ºhmhmº 
 
eh presentaciones 
elaboradas por mí 
 
ºaháº 
 
teniendo en cuenta la 
base: del libro que les 
exigían en: el instituto, 
(.) [eh] 
 
    [º(xx)º] 
 
juegos, (.) prácticas de 
laboratorio, (.) etcétera 
(.) [pero] 
 
    [ºvaleº] 
 
intentaba que fuera 
uniforme sí (.) tanto para 
Programa (Bilingüe) como 
para Sección (Bilingüe) 
 
ºvaleº entonces en la 
metodología: también 
 
similar (.) [sí] 
 

and how did you prepare 
the subjects for example 
Natural Science (.) e: 
(.) in the Section and in 
the Programme were there 
any difference when it 
came to planning (.) eh 
the classe:s? 
 
no (.) I tried to use, 
(.) eh more or less the 
same type of resources 
for both strands (.)            
including, (.) eh 
audiovisuals 
 
ºhmhmº 
 
eh presentations done by      
me  
 
ºahaº 
 
taking into account the: 
book that is required at 
the high school as a point 
of departure, (.) [eh] 
 
                 [º(xx)º] 
 
games, (.) laboratory 
practices, (.) etcetera 
(.) [but] 
 
    [ºokayº] 
 
I tried for it to be 
uniform yes (.) for both  
the (Bilingual) Programme 
and the (Bilingual) Section 
 
ºokayº then the           
methodology also 
 
similar (.) [yes] 
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35 
36 
37 
 
38 
 
39 
 
40 

RES 
 
 
 
MANUELA 
 
RES 
 
MANUELA 

        [similar] en 
las tareas y materiales 
también 
 
sí 
 
vale 
 
ºsíº 

            [similar] in 
the task and materials 
too 
 
yes 
 
ºokayº 
 
ºyesº      

 

Manuela argues that she used the same ‘type of resources’ (lines 10-11) in her CLIL BS 

and non-CLIL BP Natural Science classrooms. A bit further in the sequence, she 

provides more detail on the types of activities carried out in her classroom, which 

include multimodal resources such as audiovisuals in addition to presentations, games 

and laboratory practices that extended the learning objectives of the textbook used in 

class. My follow-up paraphrasing in lines 32-33 and 35-37 prompts Manuela to confirm 

that the methodology was similar for both strands, as well as the tasks and materials 

used. 

Despite these similarities, Manuela stated that she had encountered differences when 

working with both groups. This view is provided in the following extract.  

Extract 2.  

Teacher: MANUELA 

Researcher: RES 

 

1 
2 
3 
4 
 
5 
6 
7 
8 
9 
 
10 
 
11 
 
12 
 
13 
14 

RES 
 
 
 
 
MANUELA 
 
 
 
 
 
RES 
 
MANUELA 
 
RES 
 
MANUELA 
 

y: (.) ehm (.) existían 
diferencias e-en la manera 
de trabajar las materias 
en ambas modalidade:s? 
 
la principal diferencia 
(.) eh estribaba en que 
costaba más (.) que los 
alumnos de Programa                
(Bilingüe) 
 
ahá 
 
focalizaran su atención  
 
vale 
 
ese era el principal 
problema (.) pero: (.) con 

a:nd (.) ehm (.) were 
there differences i-in 
the way of working the 
subjects in both stra:nds 
 
the main difference (.) eh 
was founded on the fact 
that it took more effort 
(.) with the (Bilingual) 
Programme students 
 
aha 
 
to focus their attention 
 
okay 
 
that was the main problem 
(.) bu:t (.) with a 
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15 
16 
 
17 
18 
19 
20 
21 
 
22 
23 
 
24 
 
 
25 
26 
27 
28 
29 
30 
31 
32 
 
33 

 
 
 
RES 
 
 
 
 
 
MANUELA 
 
 
RES 
 
 
MANUELA 
 
 
 
 
 
 
 
 
RES 

un poquito de esfuerzo se 
conseguía también 
 
hmhm, (.) vale (.) y: (.) 
vale o sea el esfuerzo era 
que: que los alumnos (.) 
prestaran           
atenció:n= 
                               
         =se centraran     
no? 
 
         =se centraran= 
 
        
  =para saber qué (.) que 
tenían que hacer qué era 
realmente importante,      
(.) no sé (.) eh costaba 
más meterles en: un    
poquito en: (.) en lo      
que queríamos       
conseguir 
 
Vale 

little bit of effort it 
was also achieved 
 
hmhm, (.) okay (.) a:nd 
(.) okay so then the 
effort was tha:t that the 
students (.) paid 
attention= 
 

   =would focus         
right?= 

 
 =would focus= 
 
 
      =to know what (.) 
what they needed to do 
what was really    
important, (.) I don’t 
know (.) it took more 
effort to engage them in: 
a bit in: (.) what we 
wanted to achieve  
 
okay 

 

In this extract, Manuela suggests that more teacher intervention was required when 

working with the students in the non-CLIL BP Natural Science classroom. For her, the 

‘main problem’ (line 13) lies in the fact that it ‘took more effort’ to focus students’ 

attention in this classroom. Nonetheless, the problem was successfully overcome ‘with 

a little bit of effort’ (lines 14-15). Manuela’s use of similar structures such as ‘focus 

their attention’ and ‘pay attention’ is used to get her point across. I paraphrase 

Manuela’s statement vale o sea el esfuerzo era que… (‘okay so then the effort was…’, 

lines 18-21), triggering her expansion in the subsequent lines, although she still does 

not provide much detail. The ‘problem’ faced with the non-CLIL BP students 

continues to be described by Manuela in general terms para saber qué… tenían que 

hacer qué era realmente importante (‘to know… what they needed to do to know 

what was really important’, lines 25-28).  

Even though Manuela did not describe any particular scaffolding techniques, the 

information provided in the previous extract suggests that the ways “to explore the 

best ways of achieving the aims of the teaching programme” (Gibbons, 2006: 175) 
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require a greater undertaking when working with her non-CLIL BP students. In the 

following extract, Manuela explains the pedagogical approach used in her classrooms.  

Extract 3.  

Teacher: MANUELA 

Researcher: RES 

 

1 
2 
3 
4 
 
5 
6 
7 
 
8 
 
9 
10 
11 
12 
 
13 
 
14 
15 
16 
17 
18 
 
19 
 
20 
 
21 

RES 
 
 
 
 
MANUELA 
 
 
 
RES 
 
MANUELA 
 
 
 
 
RES 
 
MANUELA 
 
 
 
 
 
RES 
 
MANUELA 
 
RES 

y: (.) se llevaban a cabo 
trabajos en gru:po y 
presentaciones orale:s en 
ambas modalidades?= 
 
                  =sí (.) 
sí en casi además en casi 
todos los temas intentaba 
 
hmhm 
 
un podo de hecho virar ya 
hacia: (.) pues hacia lo que 
ahora se demanda más que es  
el trabajo cooperativo 
 
ahá, (.) vale 
 
sin ser, (.) la metodología 
de: trabajo basado en 
proyectos pero bueno (.) eh 
un poquito apostando por 
esa: (.) [esa] 
 
         [por esa]  
  
realidad sí 
 
vale 

a:nd (.) were there grou:p 
work and oral presentation:s 
carried out in both  
strands?= 
 
        =yes (.) and in 
almost all also in almost all 
the topics I tried 
 
hmhm 
 
a bit in fact to transition 
already towards: (.) what is 
now demanded more which is  
cooperative work 
 
aha (.) okay 
 
without it being, (.) the: 
methodology of (.) based on 
projects but well (.) eh a 
bit investing in that: (.) 
[that] 
 
[in that] 
 
reality yes 
 
okay 

 

My question with respect to group tasks and oral presentations carried out in both 

classrooms receives an affirmative answer on behalf of Manuela (‘yes’, line 5), who 

argues that cooperative learning was used “in almost all the topics” (lines 6-7). This 

pedagogical practice involves “students working together to achieve common goals or 

complete group tasks” (Gillies, 2016: 39). Manuela establishes a distinction between 

cooperative learning and project-based learning in which students develop subject 

specific knowledge through exploration of real-world problems. However, her last 
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statement suggests that she is orienting towards this latter teaching and learning 

approach apostando por esa… realidad (‘investing in that… reality’, lines 17-18, 20).  

In the following sub-sections, Manuela introduces a new topic on The Hydrosphere in 

the CLIL BS and non-CLIL BP classroom, for which students would be asked later on 

to make a project (see Picture 6.5). Lesson goals were, for the most part, the same for 

both classrooms. The recording of the lesson took place in January of the academic year 

2015/16. It is worth noting that some students in the non-CLIL BP classroom were 

absent, which had an effect mainly on the final part of the lesson, where clear 

differences in classroom dynamics can be observed with respect to the Bilingual Section 

CLIL class. These differences are mainly related to organisation of students in groups 

for the project, which was carried out only in the CLIL BS Natural Science classroom. 

Nonetheless, the focus of this analysis takes place during the first part of the lesson, 

where students are introduced the new topic and where a similar distribution is observed 

with respect to the choice of teaching purposes and the management of these (see 

Llinares & Evnitskaya, forthcoming).   

 

Picture 6.5. The teacher goes over several images on the topic of ‘The Hydrosphere’ in 

the CLIL BS Natural Science classroom. 
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6.6.1.  Science in the CLIL BS classroom 

Manuela, the teacher, begins the lesson by playing a short video on the topic of ‘The 

Hydrosphere’, which is projected on a screen. The video consists of several video clips 

on the topic that accompanied by some messages written in English and soothing music 

in the background. The lesson phases and teaching purposes identified corresponds to:  

1.1.Introducing and developing the scientific topic  

- Exploring students’ views 

1.2.Introducing and developing the scientific topic 

- Checking students’ previous knowledge 

 

1.1.Introducing and developing the scientific topic: exploring students’ views 

Right after playing the video, Manuela explores students’ views on the topic covered in 

the video. 

Extract 1. 

Teacher: MANUELA 

Students: MARIA, PILAR, JUAN, S, SS 

 

1 
2 
3 
4 
 
5 
 
6 
 
7 
 
8 
 
9 
10 
 
11 
 
12 
 
13 
 
14 

MANUELA 
 
 
 
 
MARIA 
 
S 
 
MARIA 
 
PILAR 
 
MANUELA 
 
 
JUAN 
 
SS 
 
MANUELA 
 
S 

any of you got any messages? (.) you know, (.) which 
of the messages they are saying, (.) you think is the 
most important? ((points to a student, who has his 
hand raised)) 
 
that water, without water we cannot eh 
  
yes 
 
(words) alive? 
 
yes! 
 
we couldn’t be alive, (.) any other ideas, Juan 
((points to Juan))  
 
eh: that Mars also ha:s water 
 
yes 
 
they don’t say so but 
 
no 
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15 
16 
 
17 

MANUELA eh, (.) in comparison to Mars, (.) what make us so 
unique? (.) what is making us to unique?  
 
((some students raise their hands)) 

 

This is an interactive/dialogic sequence in which Manuela checks students’ 

understanding of the video and engages students in exploratory talk. Her question for 

opinion (‘which of the messages… do you think is the most important?’, lines 1-3) is 

answered by María. Manuela recasts the student’s answer ‘we cannot… alive’ into its 

correct form ‘we couldn’t be alive’ and encourages other students to participate (‘any 

other ideas?’, line 9). Another student’s intervention (‘that Mars also has water’, line 

11) is evaluated by Manuela (‘they don’t say so but’, line 13), who incorporates the 

topic mentioned by the student – Mars – in her next question. The atmosphere is clearly 

supportive as students are encouraged to participate in reaching an understanding of the 

topic, and Manuela is “sensitive to the kinds of things the students are saying in class” 

(Mortimer & Scott, 2003: 19).  

Once Manuela has explored students’ views on the topic shown in the video, she 

proceeds to show several images on the topic, which are projected on the screen. 

Extract 2. 

Teacher: MANUELA 

Students: LUCIA, SS, S 

 

1 
2 
3 
4 
5 
 
6 
 
7 
 
8 
 
9 
 
10 
 
11 
 
 

MANUELA 
 
 
 
 
 
SS 
 
SS 
 
MANUELA 
 
 
 
MANUELA 
 
LUCIA 
 
 

let’s see if this open? (7.0) take a look at this ((an 
image appears on the screen)) (.) eh:, (.) in here there 
are several ideas such as for instance, (.) let’s guess 
what-what is this? ((moves her hand around an image on 
the screen)) 
 
oxygen 
 
oxygen 
 
just raise your hands, (.) ((raises her hand)) you know? 
 
((students raise their hands)) 
 
Lucía ((points to Lucía))= 
 
                    =a cell, (.) a cell 
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12 
13 
 
14 
 
15 
16 
 
17 

MANUELA 
 
 
S 
 
MANUELA 
 
 
S 

a cell? (.) you think this this is a cell ((points to 
another student)) 
 
eh, (.) H, (.) 2O? 
 
H20! (.) this is the shape of the molecule of water its 
(x) 
 
yes 

 

Manuela draws students’ attention to an image on the screen. Lucía’s answer ‘a cell’ 

(line 11) is followed by Manuela’s confirmation question (‘a cell?’, line 12) and a 

question for opinion (‘you think this is a cell?’), showing that she “is not totally 

satisfied with the answer” (Llinares, Morton & Whittaker, 2012: 191). Immediately 

after, another student provides the correct answer ‘H20?’ (line 14), which is evaluated 

by Manuela in the form of repetition. Co-construction takes place dialogically as the 

teacher and the students “build on their own and each other’s ideas and chain them into 

coherent lines of thinking and enquiry” (Alexander, 2008: in Llinares, Morton & 

Whittaker, 2012: 65).  

As the lesson unfolds, the teacher prompts and facilitates students to speculate and think 

aloud by exploring their views on the topic. In the following extract, Manuela focuses 

students’ attention on another image.  

Extract 3. 

Teacher: MANUELA 

Students: ROCIO, LUCIA, S, SS 

 

1 
2 
3 
4 
 
5 
 
6 
 
7 
 
8 
 
9 
10 
11 

MANUELA 
 
 
 
 
ROCIO 
 
MANUELA 
 
ROCIO 
 
SS 
 
MANUELA 
 
 

what, (.) what, (.) what (.) do you think that I, (.) just, 
(.) choose, you know, this image ((points to the image)) 
(.) with a little [heart] ((makes a heart shape with her 
hands)) 
 
                  [because] (.) because we need water to: 
 
((looking at Rocío)) because we need water for? 
 
to live 
 
to live 
 
for our life, (.) for nearly everything (.) eh guys (.) do 
you ne-do you think that, (.) all the people in the world 
has, (.) access to these resources? 
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12 
 
13 
 
14 
 
15 
 
16 
 
17 
 
18 
 
19 
20 
 
21 
22 
23 
 
24 
25 
 
26 
27 
28 
 
29 

SS 
 
ROCIO 
 
MANUELA 
 
S 
 
MANUELA 
 
S 
 
MANUELA 
 
ROCIO 
 
 
MANUELA 
 
 
 
LUCIA 
 
 
MANUELA 
 
 
 
SS 

no 
 
in Africa 
 
in Africa 
 
(words) 
 
[exactly] 
  
[in India] 
 
there’s scarcity [there] 
 
       [they] take it (words) ground (x) ((moves 
her hands as in digging)) 
 
they have to dig underground just ((moves her hands as in 
digging)) with their (.) with their bare hands ((shows her 
hands)), (.) many times 
 
and it’s, (.) and it’s eh: eh pollute:d water because it’s 
not, eh: completely clean 
 
((to Lucía)) exactly, (.) it’s not ready for use, right? 
(.) ((to the class)) how do you think? do you think you’re 
(.) do you think this is fair?  
 
No 

 

In this fragment, co-construction takes place dialogically and interactively as Manuela 

continues to explore students’ views. She begins by asking a question for opinion, 

which is answered by Rocío. Manuela’s elicitation ‘because we need water for?’ (line 6) 

requests that the student complete her statement. Even though the student provides a 

correct grammatical form (‘to live’), Manuela recasts this into ‘for our life’ (line 9) and 

sustains the flow of communication by asking another question for opinion (‘do you 

think that… all the people in the world… has access to these resources?’, lines 9-11), 

encouraging students to participate in the exchange. By emphasizing the word ‘scarcity’ 

(line 18), Manuela focuses on key lexis. Right after, she formulates another question for 

opinion (‘do you think this is fair?’, line 28). Students express their thinking without 

restrictions and “all ideas are accepted and valid and are listened to and treated with 

respect” (Gibbons, 2006: 119). The chained pattern I-R-F-R-F plays out as the teacher 

and students co-construct the answer to the question for opinion that has been 

formulated.  
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1.2. Introducing and developing the scientific topic: checking students’ prievious 

knowledge 

At one point in the lesson, Manuela asks students to explain the difference between 

fresh water and salt water.  

 

Extract 4. 

Teacher: MANUELA 

Students: CELESTE, ROCIO, S 

 

1 
2 
3 
 
4 
 
5 
 
6 
 
7 
 
8 
 
9 
 
10 
 
11 
12 
 
13 
14 
 
15 
16 
 
17 
 
18 
 
19 
20 
21 
22 
23 
24 

MANUELA 
 
 
 
CELESTE 
 
MANUELA 
 
CELESTE 
 
S 
 
CELESTE 
 
ROCIO 
 
MANUELA 
 
ROCIO 
 
 
CELESTE 
 
 
S 
 
 
MANUELA 
 
S 
 
MANUELA 
 
 

can anyone tell me or explain to-o-to us, (.) to me and 
to,to-our visitors ((points to the researchers)), (.) 
the difference between fresh water and [salt] 
 
                                       [first I] 
 
water ((some students raise their hands)) Celeste! 
 
first I learned that in geography in geography 
 
yes 
 
that 
 
ay ay! (.) 
 
you have an [advantage then]= 
 
            [I’m going] to read ((turns around to grab 

something from her bag)) 
 
tha:t fresh water, (.) doesn’t contain salt, and we can 
drink it? 
 
contains a-a less-less salt ((the teacher points to this   
student)) than, than= 
 
                    =a less= 
 
than salt water 
 
exactly (.) a less significant amount of salt (.) right? 
(.) can anyone tell me what is the limit to consider eh: 
(.) fre-you know to distinguish between fresh water and 
salt water anyone? (.) there’s a value as a reference 
(.) maybe this is just, (.) you know, probably, (.) high 
level ((points to a student)) 
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In this sequence, Manuela checks students’ previous knowledge by asking them to 

explain the distinction between fresh water and salt water to the ‘visitors’ (line 2), in 

this case the researchers, and to the teacher herself (‘me’, line 1). The atmosphere is 

overtly supportive and students are eager to display their knowledge on the topic, as 

evidenced in the raising of hands. The positive affective tone is seen in Manuela’s 

positive evaluation (‘you have an advantage then’, line 10) of Celeste’s statement in line 

6. Another student’s intervention also receives an evaluative answer by Manuela 

(‘exactly, line 19), who recasts ‘a less salt’ into its correct syntactic form ‘a less 

significant amount of salt’ (line 19). Moreover, the follow-up display question 

formulated by Manuela with respect to the value to distinguish between fresh water and 

salt water shows how the teacher pushes the vertical knowledge by placing a higher 

cognitive (and linguistic) load on students (Llinares, Morton & Whittaker, 2012: 65), as 

signalled in the teacher’s reflection on the complexity of her question ‘maybe this is 

just… high level’ (line 23). 

 

Summary  

Manuela engaged the CLIL BS students in the initial development of the scientific topic 

on ‘The Hydrosphere’ by exploring their views. The organisation repertoire is 

characterised by teacher questions that are answered on the individual plane. These 

questions aim at prompting and facilitating the discussion. The interaction shows 

features of dialogic teaching as students were speculating and thinking aloud rather than 

competing “to spot the ‘right’ answer” (Alexander, 2008: 108). The feedback provided 

by the teacher plays an important role in supporting learning as Manuela provides a 

“rich source of message-oriented target language input” (Cullen, 2002; as cited in 

Llinares, Morton & Whittaker, 2012: 83) by reformulating or elaborating on students’ 

contributions. In addition, audiovisual materials such as the projected videos and images 

successfully assisted students in their comprehension of the topic.  
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6.6.2.   Science in the non-CLIL BP classroom 

The session analysed in this section took place on the same day that the CLIL 

Bilingual Section classroom was recorded, at a later period. Manuela carried out the 

same lesson goals for introducing and developing the scientific topic of ‘The 

Hydrosphere’. As mentioned earlier, some students were absent in this class. The 

lesson is divided into the following phases and teaching purposes.  

1.1.Review and orientation stage. 

- Opening up the problem. 

1.2.Introducing and developing the scientific topic. 

- Checking students’ previous knowledge. 

1.3.Introducing and developing the scientific topic. 

- Exploring students’ views. 

 

1.1. Review and orientation stage: opening up the problem 

Manuela prepares her non-CLIL BP students to watch the same video that was shown in 

the CLIL BS Natural Science classroom that corresponds to the topic of ‘The 

Hydrosphere’. This time, the teacher takes an additional step by ‘opening up the 

problem’ as she addresses the possible difficulties related to the understanding of the 

video. 

Extract 1. 

Teacher: MANUELA 

Students: S, SS 

 

1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 

MANUELA 
 
 
 
 
 
 
 
 
 
 
 

aparecen insisto algunos 
mensajes en inglés pero 
son (.) sencillitos, (.) 
claros, (.) y vosotros 
sois de Programa 
(Bilingüe) (.) así que, 
(.) en principio (.) no 
deber- (.) no debería 
haber ningún problema (.) 
si lo hay (.) si alguno de 
vosotros tiene alguna duda 
de lo que aparece de la 

I insist some messages 
appear in English but 
they’re (.) simple, (.) 
clear, (.) and you’re 
(Bilingual) Programme 
(students) (.) so, (.) in 
principle (.) there shoul- 
(.) there shouldn’t be any 
problems (.) if there are 
(.) if any of you has any 
doubts of what appears of 
the information I don’t 
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13 
14 
15 
16 
 
17 
 
18 
19 
20 
21 
22 
23 
24 
25 
 
26 
 
27 
 
28 
29 

 
 
 
 
 
MANUELA 
 
 
 
 
 
 
 
 
 
 
S 
 
SS 
 
 
 

información que no creo 
porque es muy visual, (.) 
me lo decís (.) ¿queda 
claro? (.) sí  
 
((algún murmullo)) 

 
ºpuesº venga (.) ((mira la 
pantalla del ordenador)) a 
ver si os gusta (.) yo 
creo que es: (.) bastante: 
(.) sí: bonito (.) venga 
(..) aquí de audio          
no hay problemas              
¿no? (.) creo 
 
ºnoº 
 
ºnoº 
 
((empieza el vídeo, que 
aparece en la pantalla)) 

believe so cause it’s very 
visual, (.) you           
tell me (.) is             
it clear? (.) yes 
 
((some murmuring)) 
 
well let’s go (.) ((looks 
at the computer screen)) 
let’a aww if you like it 
(.) I think it’s: (.) 
quite: (.) ye:s nice (.) 
come on (..) here there 
aren’t audio problems 
right? (.) I think 
 
ºnoº 
 
ºnoº 
 
((the video starts to be 
projected on the screen)) 

 

In this fragment, Manuela acknowledges that some of the language in the text might be 

a handicap for students and provides two conflicting messages to the class: on the one 

hand, the information included in the video is described by the teacher as ‘simple’, 

‘clear’ and ‘very visual’, and therefore justifies its appropriateness for the level of the 

students vosotros sois de Programa (Bilingüe)… así que… en principio… no debería 

haber ningún problema (‘you’re (Bilingual) Programme (students).. so… in principle.. 

there shouldn’t be any problems’, lines 4-9); on the other hand, the fact that Manuela 

‘opens up the problem’ reflects her insecurity with respect to the input that students are 

going to encounter, which might not be comprehensible for their understanding of the 

messages in L2 (Llinares, Morton & Whitakker, 2012: 64; see Krashen, 1985). Here, 

the teacher encourages students to inform her of any possible information gaps found in 

the video (lines 10-16), although her statement is expressed in ambiguous terms no creo 

porque es es muy visual (‘I don’t think so cause it’s very visual’, lines 12-14).  
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1.2. Introducing and developing the scientific topic: checking students’ previous  

knowledge  

Right after playing the video, Manuela involves students in the following interactive 

sequence.  

Extract 2.  

Teacher: MANUELA 

Students: NACHO, VICTOR 

 

1 
2 
3 
4 
 
5 
 
6 
7 
 
8 
 
9 
10 
 
11 
12 
13 
 
14 
15 
16 
17 
18 
19 
 
20 
 
21 
22 
23 
24 
25 
26 
 
27 
 
28 
29 

MANUELA 
 
 
 
 
VICTOR 
 
MANUELA 
 
 
VICTOR 
 
MANUELA 
 
 
VICTOR 
 
 
 
MANUELA 
 
 
 
 
 
 
VICTOR 
 
MANUELA 
 
 
 
 
 
 
NACHO 
 
MANUELA 
 

((mira el ordenador y 
después a la clase)) 
¿vale chicos? ¿habéis (.) 
entendido 
 
((levanta la mano)) 
 
más o menos lo que nos 
iban contando? 
 
((levanta la mano)) 
 
sí ¿verdad? (.)  

         [eh: (.) mirad] 
 
[(palabras)] (.) el 
segundo título (palabras) 
no: 
 
el segundo título: (.) 
n:o lo has captado (.) 
qué (.) ¿de qué estás? 
(.) ¿qué idea:? (.) ¿de 
qué idea estás hablando 
Víctor? 
 
(palabras) 
 
no lo has conseguido leer 
no pasa nada (.) todos 
los mensajes no los 
tenemos que grabar (.) 
pero más o menos qué 
ideas 
 
((levanta la mano)) 
 
han salido de allí Nacho 
(.) venga 

((looks at the computer 
and after to the class)) 
okay guys? have you (.) 
understood 
 
((raises his hand)) 
 
more or less what they 
were telling us? 
 
((raises his hand)) 
 
yes right? (.)           
[eh: (.) look] 
      
[words] (.) the second 
title (words)             
no: 
 
the second title: (.) 
you haven’t grasped it 
(.) what (.) of what are 
you (.) which idea? (.) 
what are you talking 
about Víctor?  
 
(words) 
 
you haven’t been able to 
read it that’s okay (.) 
we don’t need to catch 
on all the messages (.) 
but more or less which 
ideas  
 
((raises her hand))  
  
have appeared from there 
Nacho (.) come on 
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In this fragment, Manuela checks that students have understood the messages in the 

video. Víctor initiates an exchange pattern, stating that he has not understood one of the 

titles. Manuela’s elicitation encourages the student to be more precise qué idea?… de 

qué idea estás hablando Víctor? (‘which idea?… what are you talking about Víctor?’, 

lines 17-19). Upon the student’s second turn, the teacher is supportive no pasa nada 

(‘that’s okay, line 22), although she gives the impression that comprehension is not 

important todos los mensajes no los tenemos que grabar (‘we don’t need to catch on all 

the messages’, lines 22-24). The information gap remains unsolved given that Manuela 

leaves the student’s problem unaddressed and she moves on to incorporate other 

students’ ideas. Thus, the student’s subject-specific knowledge is not activated in order 

for Víctor to be cognitively and linguistically engaged.   

As the lesson unfolds, the same pedagogical activities were carried out in relation to the 

CLIL BS classroom. Manuela proceeded to show students some images on the screen 

related to the topic of ‘The Hydrosphere’, as can be appreciated in the following 

interactional sequence.  

Extract 3. 

Teacher: MANUELA 

Students: NACHO, S 

 

1 
2 
3 
4 
5 
6 
 
7 
 
8 
9 
10 
11 
12 
 
13 
 
14 
15 
16 
 
 

MANUELA 
 
 
 
 
 
 
S 
 
S 
 
 
 
 
 
 
 
MANUELA 
 
 
 
 

bien ((mira el ordenador)) 
(.) mirad (..) fijaros en 
estas imágenes (.) ¿eh? 
((aparece una imagen en la 
pantalla)) (.) mirad (.) 
aparecen aquí:  
 
ºesas (xx)º   
 
un montón de cosas que ya 
seguro que conocéis, (.) 
¿no? (.) así que voy a ir 
rápido (.) oye el ciclo del 
agua (.) y esto? 
  
((Nacho levanta la mano)) 
 
a ver (.) esper- (.) Nacho 
estas hoy que te sales a 
ver (.) dime 
 

good ((looks at the 
computer)) (.) look (..) pay 
attention to these images 
(.) eh? ((an image appears 
on the screen)) (.) look (.) 
appear here:  
 
ºthose (xx)º 
 
many things that I’m sure 
you already know, (.) no? 
so I’m going to go fast (.) 
listen the water cycle (.) 
and this? 
 
((Nacho raises his hand)) 
 
let’s see (.) wai- (.) Nacho 
today you’re on fire (.) tell 
me 
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17 
18 
19 
 
20 
21 
22 
23 
24 
25 
 
26 
27 
 
28 
29 
30 
31 
 
32 
 
33 
 
34 
 
35 
 
36 
37 
38 
39 
40 
41 
42 

NACHO 
 
 
 
MANUELA 
 
 
 
 
 
 
NACHO 
 
 
MANUELA 
 
 
 
 
NACHO 
 
 
 
S 
 
NACHO 
 
MANUELA 
 
 
 
 
 
 

pues que primero: (.) el 
sol e- (.) evapora el agua, 
[(x)] 
 
[o sea] que (.) e:l punto 
de partida (.) del ciclo 
del agua es el sol ¿no? la 
luz solar (.) guay (.) ¿y 
qué pasa? (.) ¿qué            
hace? 
 
después se condensa, (.) se 
forman [las nubes]  
 
       >[esper-]< (.) 
>espera< (.) espera (.) 
vamos poco a poco (.) la 
luz del sol ¿calienta?  
 
el agua 
 
(voces) 
 
la superficie terrestre 
 
y la evapora 
 
la superficie del ma:r o 
del agua ¿no? o también 
puede ser (.) ríos y lagos 
¿no? (.) ¿verdad S? (.) ¿y 
qué pasa entonces? (.) 
vamos poco a                     
poco 

 well that fi:rst (.) the sun 
e- (.) evaporates the water, 
[x] 
        
[so] that (.) the point of 
departure (.) of the water 
cycle is the sun right? the 
solar light (.) great (.) and 
what happens? (.) what does 
it do? 

 
after it condenses, (.) 
clouds [are formed] 
 
       >[wai-]< (.) >wait< 
(.) wait (.) let’s go little 
by little (.) the sunlight 
warms up? 
 
the water 
 
(voices) 
 
the earth’s surface 
 
and evaporates it 
 
the surface of the sea: or 
of the water right? or it 
can also be (.) rivers and 
lakes right? (.) right S? 
(.) and what happens then? 
(.) let’s go little by 
little 

 

This time, Manuela focuses students’ attention on an image that corresponds to the 

water cycle and encourages them to participate by asking a question y esto? (‘and this?’, 

line 12). Nacho raises his hand, which receives a follow-up on behalf of the teacher 

Nacho estás hoy que te sales (‘wai-… Nacho today you’re on fire’, lines 14-15). What 

follows is a co-constructive sequence in which the teacher checks the student’s previous 

knowledge on the topic. Manuela emphasises going ‘little by little’ in order to address 

the different processes involved in the water cycle. At this point, students’ views are not 

explored, as the purpose is to stimulate recall of what has been previously learned 

(Llinares, Morton & Whittaker, 2012: 63).  The “recitation of facts” (Llinares, Morton 

& Whittaker, 2012: 65) takes place in the authoritative dimension, as evidenced in the 
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clear and step by step co-construction scientific topic, which is carried out through 

repeated structures vamos poco a poco (‘let’s go little by little’, lines 29-30, 41-42). 

 

1.3. Introducing and developing the scientific topic: exploring students’ views 

Once Manuela has checked students’ understanding of the water cycle, she engages the 

class in the following interactive sequence, again related to the images that are being 

projected on the screen.   

 

Extract 4. 

Teacher: MANUELA 

Students: MARGA, NACHO, S 

 

1 
2 
3 
4 
5 
 
6 
 
7 
8 
9 
10 
 
11 
 
12 
 
13 
 
14 
15 
 
16 
17 
18 
 
19 
 
20 
21 
 
 

MANUELA 
 
 
 
 
 
MARGA 
 
MANUELA 
 
 
 
 
 
 
S 
 
NACHO 
 
S 
 
 
MANUELA 
 
 
 
 
 
MANUELA 
 
 
 

y: y ¿por qué he elegido 
esa imagen? (.) ¿tú qué 
crees? (.) ¿por qué? >ts-
ts-ts-ts-ts< ((se pone la 
mano en la oreja)) 
 
pue:s porque:  
 
es un corazón ¿no? el 
corazón es de ((hace la 
forma del corazón con las 
manos)) 
 
((Nacho levanta la mano)) 
 
(palabras) ogro! 
 
(voces) 
 
¿porque es el corazón de 
la tierra? 
 
porque os quiero (.) ha 
ha (.) esa es               
buena 
  
(voces) 
 
claro eso por supuesto 
(.) pero: (.) ¿por qué?  
 

and: and why did I choose 
this image? (.) what do 
you think? (.) why? >ts-
ts-ts-ts-ts< ((places her 
hand on her ear)) 
 
we:ll because: 
 
it’s a heart right? the 
heart is of ((makes a 
heart shape with her        
hands)) 
 
((Nacho raises his hand)) 
 
(words) ogre! 
 
(voices) 
 
because it’s the heart of 
the Earth? 
 
because I love you (.) 
haha (.) that’s a good  
one 
 
(voices) 
 
of course evidently (.) 
bu:t (.) why? 
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22 
23 
 
24 
25 
 
26 
27 
 
28 
29 
30 
31 
 
32 
33 
34 
35 
36 
37 

S 
 
 
MANUELA 
 
 
MARGA 
 
 
MANUELA 
 
S 
 
 
MANUELA 
 
 
 
 
 

ºporque hay que tener 
corazónº 
 
>espera< (.) >espera< (.) 
Marga que quiero oir 
 
¿porque el agua es 
imprescindible? 
 
porque el agua es 
imprescindible 
ºporque el cuerpo 
(palabras) aguaº 
 
porque el agua está hecho: 
eh perdón el cuerpo está 
hecho con agua (.) ¿no? (.) 
cómo no vamos a querer a 
este elemento ((señala a la 
imagen)) 

ºcause one needs to have 
a heartº 
 
>wait< (.) >wait< (.) S4 
I want to hear 
 
cause the water is 
indispensable? 
 
cause the water is 
indispensable 
ºcause the body (words) 
waterº 
 
cause water is made: eh 
sorry the body is made 
with water (.) right? (.) 
how are we not going to 
love this element 
((points to the image)) 

 

Teacher and students work together in the co-construction of knowledge, signaling the 

interactive/dialogic tone of the extract. Manuela begins by formulating a question for 

opinion on the reasons behind her selection of one of the images. Marga has difficulty 

coming up with an answer, and through interactional scaffolding, the teacher provides 

clues es un corazón ¿no? (‘it’s a heart right?, line 7). Manuela also uses non-verbal 

language such as making the shape of a heart with her hands. Other student 

interventions are acknowledged by the teacher, who reacts positively to the joking tone 

of one student haha… esa es buena (haha… that’s a good one, lines 16-18) and 

manages to redirect the talk by asking a question for reason ¿pero por qué? (‘but why?’, 

line 21). Marga formulates a confirmation question ¿porque el agua es imprescindible? 

(‘cause water is indispensable?’ lines 28-29) which is evaluated by Manuela in the form 

of repetition. The same pattern is found in the intervention of another student porque el 

cuerpo… agua (‘cause the body… of water’, lines 30-31), which is followed by another 

repetition on behalf of the teacher in lines 32-37.   

A bit further in the lesson, Manuela explores with a student his view on the meaning of 

agua dulce (fresh water).  
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Extract 5. 

Teacher: MANUELA 

Students: FELIPE, S 

 

1 
2 
3 
4 
5 
6 
7 
8 
 
9 
 
10 
 
11 
12 
13 
 
14 
 
15 
 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
 
28 
29 
 
30 
 
31 
 
32 
33 
 
34 
35 
36 
37 

MANUELA 
 
 
 
 
 
 
 
 
FELIPE 
 
MANUELA 
 
FELIPE 
 
 
 
 
 
MANUELA 
 
FELIPE 
 
MANUELA 
 
 
 
 
 
 
 
 
 
 
 
 
 
MANUELA 
 
FELIPE 
 
MANUELA 
 
 
FELIPE 
 
 
 

venga (.) sh: (.) eh: 
Felipe que tú no has 
hablado nada (.) oye (.) 
¿y: esto de agua dulce y 
salada? (.) ¿por qué? (.) 
tú fijat- (.) ¿tú de donde 
eres Felipe?  ((mira al                  
estudiante)) 
 
yo de ºRumaníaº 
 
¿de? 
 
a ver (.) yo nací aquí 
pero mis padres nacieron 
en Rumanía 
 
claro 
 
(palabras) 
 
luego tú tienes la suerte 
de saber un poco de los 
dos países ¿verdad? (.) 
¿en tu país también se le 
llama: (.) agua dulce al 
agua de los lagos los 
ríos, (.) y ¿por qué es-le 
llamamos dulce? qué raros            
somos (.) ¿por qué          
les llamamos dulce?             
(.) no sabe a               
caramelo ¿no?  
 
((varios estudiantes 
levantan la mano))  
 
¿por qué Felipe? 
 
ºporque:º  
 
sh:: (.) intenta e pensar 
(.) ¿por qué? 
 
ºel agua: salada no la 
podemos tomar, (.) no la 
podemos tomar, (.) y el 
agua dulce sí 

come on (.) sh: (.) eh: 
Felipe you haven’t said 
anything (.) listen (.) and 
this thing of fresh (dulce) 
water and salt water? (.) 
why? (.) you notic- (.) you 
were are you from Felipe? 
((looks at the student)) 
 
me from ºRomaniaº 
 
from? 
 
well (.) I was born here but 
my parents are from     
Romania 
 
of course 
 
(words) 
 
then you are lucky to know 
a bit of both countries 
right? (.) in your country 
it’s also calle:d (.) fresh 
water (agua dulce) the 
water of the lakes the 
rivers, (.) and why is it-
we call it dulce (fresh)? 
how strange are we (.) why 
do we call it fresh 
(dulce)? (.) it doesn’t 
taste like candy right?  
 
((several students raise 
their hand)) 
 
why Felipe? 
 
ºcauseº 
 
 sh:: (.) try e to think (.) 
why? 
 
ºwe can’t drink salt water:, 
(.) we can’t drink it, (.) 
we can’t drink it, (.) and 
fresh water yes 
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38 
39 
40 
41 
42 
43 
44 
45 
 
46 
 
47 
48 
49 
50 

MANUELA 
 
 
 
 
 
 
 
 
S 
 
MANUELA 

claro (.) mirad chicos 
pues po:r simplemente por 
decirle: (.) digamos el 
opuesto ¿no? (.) de dulce 
suele ser salado ¿no? (.) 
el opuesto (.) ¿sí o no? 
(.) pues como la               
del= 
 
   =ºsíº= 
 
        =pues como la del 
mar no la podemos beber 
(x) salada esta decimos 
que está dulce 

of course (.) look guys well 
by simply by saying: (.) 
let’s say the opposite right? 
(.) of dulce (sweet) tends to 
be salty right? (.)  
the opposite (.) yes or no? 
(.) well since             
the= 
 
   =ºyesº= 
 
         =well since we can’t 
drink the sea water (x) salty 
water say it’s dulce (fresh) 

 

Here, Manuela encourages students to think about the meaning of the word dulce 

(‘sweet’ in English) in agua dulce/fresh water. In this reasoning process, she uses 

language as a tool for ‘thinking together’ (Mercer & Dawes, 2008) by making ideas 

available “on the social plane of the classroom” (Llinares, Morton & Whittaker, 2012: 

53). She recruits the student’s horizontal knowledge by formulating a question 

regarding his place of origin tú de dónde eres Felipe? (‘you where are you from 

Felipe?’, lines 5-8) and by inquiring about the equivalence of agua dulce (fresh water) 

in Rumanian. From the point of view of the co-construction of knowledge, Manuela is 

engaging the student in making sense of the concept of fresh water cross-linguistically. 

Felipe’s statement el agua salada no la podemos tomar… y el agua dulce sí (‘we can’t 

drink salt water... and fresh water yes’, lines 34-37) is evaluated by Manuela claro (‘of 

course’, line 38), who elaborates on the distinction between fresh water and salt water in 

terms of their contrast digamos que el opuesto ... de dulce suele ser salado no?(‘let’s 

say the opposite… of dulce – sweet – tends to be salty’ right?, lines 40-42). In her last 

turn, Manuela recasts the students statement el agua salada no la podemos tomar…(‘we 

can’t drink salt water’, lines 33-34) into pues como la del mar no la podemos beber… 

(‘well since we can’t drink the sea water…’, lines 47-50). However, the talk stays on the 

horizontal plane as Manuela does not push the vertical knowledge as observed in the 

CLIL BS Natural Science classroom, in which she had asked students to think of the 

average value to distinguish between fresh water and salt water.  
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Summary 

Manuela carried out the same lesson goals in the initial development of the scientific 

story with respect to the CLIL BS Natural Science classroom. The use of the same 

multimodal resources is also confirmed, as Manuela handled the same audiovisual 

materials – i.e. a video and images displayed on a projected screen. However, in the 

non-CLIL BP Natural Science classroom, some differences were found with respect to 

the choice of communication systems used. The use of exploratory talk, one of the key 

elements of the interaction observed in the CLIL BP classroom from the start, was 

introduced at a later stage in the non-CLIL BP classroom. In the latter context, the 

teacher decided first to check students’ previous knowledge on specific aspects of the 

topic before exploring their views. That is, there was more elicitation of “students’ 

previous learning and experience with the topic” (Llinares, Morton & Whittaker, 2012: 

88) before engaging them in exploratory talk. Hence, the talk shifted towards the 

authoritative dimension in which the teacher asked “factual questions related to the 

topic” (Llinares, Morton & Whittaker, 2012: 87) before engaging students in dialogic 

teaching by exploring their views and ideas.  

 

6.7. Chapter summary and conclusion 

The analysis of communication systems has addressed the ways in which teachers 

“stage” and “build up” the Natural Science topic in the CLIL BS and non-CLIL BP 

Natural Science classroom at El Campamento and Luna secondary school, situated in 

School District A and B respectively. The analysis of the types of communicative 

approach used (interactive/non-interactive and dialogic/authoritative) in these 

educational spaces reveals a tendency in the CLIL and non-CLIL classroom in both 

schools. In Carlos’ and Manuela’s CLIL BS Natural Science class, dialogic teaching has 

been identified as being highly present in the interactional formats analysed. The use of 

exploratory talk and of opportunities for students’ “real engagement in interaction” 

(Llinares, Morton & Whittaker, 2012: 88) have been particularly noticeable features of 

this type of communicative approach. By using a variety of questions that go beyond the 

traditional, closed types or ‘test’ of question, these teachers achieved a greater level of 

student involvement (see Rojas-Drummon & Mercer, 2004). These features of 
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classroom talk favoured the “genuine construction of knowledge” (Solomon & Black, 

2008: 75). Such construction was dependent on the ability of students “to explore, to 

think aloud, to be able to make errors and to be able to develop an agentive learner 

identity” (Solomon & Black, 2008: 84).  

In Pedro and Manuela’s non-CLIL BP Natural Science class, talk has shifted more often 

towards checking students’ prior knowledge of the topic. The communicative systems 

identified in these classrooms have been characterised by an overall authoritative tone, 

given that the teachers frequently asked questions that stimulated students’ recall on 

ideas or concepts that had already been learned. Consequently, students were given little 

space for contributing to the interaction “to jointly construct ideas with the teacher and 

other pupils in the class” (Solomon and Black, 2008: 81). Features of dialogic talk have 

surfaced, however, in the analysis of both non-CLIL classrooms. In Pedro’s classroom, 

even though the experiments were carried out solely by the teacher, these occasionally 

triggered students’ reasoning around the processes involved. Student initiated patterns 

have been identified, which have shown that they are thinking in abstract terms. In 

Manuela’s non-CLIL BP class, instances of exploratory talk have also been identified. 

With respect to the scaffolding techniques used in these classrooms, in Carlos and 

Manuela’s CLIL BS Natural classroom, the chained pattern I-R-F-R-F supported 

students by prompting their elaboration, thus signalling the ‘cumulative’ quality of 

classroom talk. These techniques supported students in making sense of the science 

topic and in getting the subject-specific language they need. In the non-CLIL BP 

Natural Science classrooms, Pedro and Manuela used factual questions more often to 

co-construct the Natural Science topic, and students were at times prevented from 

extending their answers by resorting to an I-R-E pattern. Both teachers resorted to other 

scaffolding techniques such as multimodal materials (videos and projected images), 

which provided students with information that extended beyond the context of the 

students’ textbooks and served as visual cues. In addition, these teachers employed, 

mainly, recasts, comprehension checks, non-verbal language and lexis modelling, which 

conform their pedagogical and ‘interactional toolkit’. Carlos also resorted to 

translanguaging in order to break down the meaning of the scientific language.  

Teachers in the non-CLIL BP classroom also used a variety of scaffolding techniques. 

Pedro used scientific equipment as a way to assist in the description and explanation of 
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the methods of separating mixtures. By shifting from horizontal to vertical discourse, 

the teacher bridged students’ everyday knowledge with the academic knowledge, 

although the lesson did not give students opportunities to take part in the tasks that were 

being carried out by the teacher. Here, students were forced into a passive role by 

simply passing the experiments around. Manuela employed similar scaffolding 

strategies in the non-CLIL BP classroom with respect to the CLIL BS group. Moreover, 

students in the non-CLIL BP classroom were not given additional assistance at certain 

points in the lesson, in particular with respect to understanding the messages in the 

video shown in the L2 at the beginning of the lesson. 

These findings point to a different way of acting, taking and thinking in these spaces. 

Students in the CLIL BS Natural Science classrooms in both schools were given more 

freedom to explore different points of view on a given topic, which allowed for greater 

cognitive engagement. This provided a richer environment for their development of 

‘language through learning’ (Coyle, Hood & Marsh, 2010), that is, the use of 

spontaneous and unplanned language to express their thinking, which stretched their 

capacity for L1 and L2. These patterns contribute to their potential success in learning. 

In the non-CLIL classroom, teachers exerted more control over the interaction by 

attending more often to only one point of view, which limited their opportunities for 

more elaborated uses of language that would allow them to make sense of the science 

topic. Students were given fewer opportunities to explain their thinking, which would 

assign a greater status to their contributions and ideas. The implications of these 

differential classroom socialisation patterns for students’ habitus formation in these 

spaces will be discussed in further detail in the following chapter, together with their 

relationship with the streaming processes investigated in this thesis.  
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Chapter 7. From stakeholders’ stances and classroom 

practices to a deep understanding of streaming in the BP 

7.1.   Introduction 

Chapters five and six presented the findings of the ethnography, which correspond to 

the analysis of two different types of data sources: (1) semi-structured interviews with 

key stakeholders – primary school teachers, families and secondary school teachers; and 

(2) the classroom observations in the CLIL BS and non-CLIL BP Natural Science 

classrooms at Luna and El Campamento secondary schools. Chapter five showed how 

social actors evaluate ad position themselves on different aspects related to the 

streaming criteria for placement into the CLIL Bilingual Section and CLIL Bilingual 

Programme strands and the values emerging from the discursive representations of these 

strands and the students attending them in two socioeconomic areas, A and B. Chapter 

six showed the pedagogical practices taking place in the secondary classroom across 

strands – CLIL Bilingual Section and CLIL Bilingual Programme – by focusing on the 

relationship between communication systems used along the continuum of 

dialogic/authoritative classroom discourse and particular pedagogical purposes that 

correspond to the introduction and development of a new Natural Science topic. 

This chapter brings together the evidence as presented in the two foregoing data 

analysis chapters (chapters five and six) by addressing the interplay between the 

findings that correspond to the two dimensions of social interaction studied in this thesis 

– stakeholders’ stances and classroom practices (research question four). From the 

dialogue put forth between these domains, the purpose of the ethnography is to 

investigate how streaming in the BP is implemented in two socioeconomic areas of 

Madrid, School District A and B. First, a discussion of the role of the high-stakes 

standardised English language test KET/`PET is provided. This section leads into a 

discussion of how this test is interpreted by the school community. This is followed by a 

discussion of the value assigned to the CLIL stands and the students attending them. 

This domain is then incorporated into the discussion of the classroom talk taking place 

across strands and the potential lasting habitus emerging in classroom interaction 
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practices analysed in these strands. Finally, a discussion about the controversial role of 

streaming in the BP for issues of equity and social justice is provided.   

 

7.2.   The role of the KET/PET in the streaming of students as 

they transition from primary to secondary 

As argued in this thesis, streaming is a contested process by reason of the division of 

students in different groups on the basis of their abilities, skill level or linguistic 

achievement. Moreover, the grouping of students may depend on factors such as their 

performance in tests. In the context of the BP, students are streamed into one of two 

CLIL strands – Bilingual Section or Bilingual Programme – as determined by the high-

stakes standardised English language test KET/PET. As the design of this test lies in the 

hands of a private organisation – i.e. an external language examination institution of 

international prestige, tensions emerge with respect to the suitability of this test, 

together with its role in designating streaming decisions. Through the analysis of 

‘stance’ (Du Bois, 2007), I have addressed the positioning of key stakeholders – 

primary school leaders and families – with the purpose of gathering their interpretation 

of the criteria for placement into the CLIL strands in contrasting socioeconomic areas, 

Districts A and B (research question one). In the stance negotiation process, aspects of 

sociocultural values and ideologies have been brought to the fore, through the elements 

implicated in the stance-taking process – evaluation, positioning, and the “definition and 

framing of the object of stance” (Martín Rojo and Molina, 2017: 673).  

The dialogic co-construction of the stance object – the KET/PET– has taken place as 

participants have evoked the value system that grants the institution in charge of 

delivering the test its power and authority, raising converging and diverging views. The 

disagreeing negative evaluation with respect to the suitability of this test was identified 

in the discourses of Ramón and Jorge, the headmasters at Las Esfinges and Promesas 

primary school. These actors prioritised the assessment system used at the school over 

the evaluation criteria of the test on occasions in which a discrepancy was experienced 

regarding a student’s score on this test. By referring to students’ ongoing progress at the 

school and the daily work with the teachers, the school leaders were, in a way, 

counterposing this everyday experience of the students with the more restricted context 
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of the test. As Shohamy (2004) argues, there is often a gap between curricula and 

assessment in that “curricula may contain statements and intentions recognizing diverse 

knowledge, yet the tests are based on homogeneous knowledge” (Shohamy, 2008: 80). 

Through problematising the suitability of the KET/PET, both school leaders were 

implicitly pointing to a contrast between a ‘narrow’ type of linguistic knowledge 

evaluated in the test and a richer – and therefore more suitable – criterion for measuring 

students’ language learning at school. This perceived gap between the assessment 

mechanisms of the testing agency and the goals of the school community led the two 

primary school leaders to question the educational role of the test. Ramón, the 

headmaster at Las Esfinges primary school, mentioned that the test was sometimes 

perceived as ‘not very educational’. A similar stance was shared by Jorge, the 

headmaster at Promesas primary school, who argued that the test had little to contribute 

to the school community besides the prestige of the institution it represents.  

A different point of view, however, was provided by Ana, the head of studies at 

Promesas primary school, who referred to the families’ positive perspectives on this 

test. By sharing these perspectives with the researcher, the head of studies evoked the 

discourses shared among the families that suggest that the test inspires confidence and 

trust (see Bourdieu, 1991; Shohamy, 2001a) and is considered a good and effective tool 

for evaluating students’ English language proficiency. According to Shohamy (2001a), 

tests “enjoy enormous trust and support on the part of the public and of institutions” 

(Shohamy, 2001a: 375). Additionally, as Baker (2012) notes, if a test is seen as a policy 

device, then the insidious proposition that emerges is that “if it isn’t tested, it isn’t 

important” (Baker, 2012: 6). The persuasiveness of this argument, according to this 

author, favours the “validity” or harness of measurement mechanisms and their 

perceived autonomy: schools are tested in order to become more efficient; teachers are 

tested because their preparation and selection is doubted; and students are tested 

“because we are not sure teachers know how to teach them” (Baker, 2012: 6).  

The role of the KET/PET in designating streaming decisions was also manifested by 

several interviewees, who resorted to a frame of risk to convey the high-stakes context 

around the test. Within this frame, the question of suitability became associated with the 

issue of fairness. Ramón, the headmaster at Las Esfinges primary school, referred to 

potential situations that could carry ‘unjust’ consequences for students failing the test. 
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According to the headmaster, the fact that students played it ‘all on one card’ meant that 

situations in which the test results did not coincide with a student’s favourable linguistic 

progress at the school not only contradicted the school criteria, but also carried adverse 

streaming consequences – i.e. by excluding the student from the goals of the CLIL 

Bilingual Section strand. Moreover, students’ families frequently evoked the risk 

around the test, locating their affective stances in a frame of anxiety. These perspectives 

are revealing of how social actors are aware of the gatekeeping effects of the KET/PET: 

test takers develop fear of this test because they understand the streaming consequences 

attached to their children’s performance in this test.  

This situation may well explain why some of the families interviewed had carried out 

additional undertakings or considered the possibility of providing support for their 

children in preparation for the test (i.e. requesting private teacher, the purchase of the 

book) as a way of coping with their children’s (as well as their own) feelings of 

inadequateness or insecurity towards the test. As Shohamy (2005) points out, test takers 

“feel that tests have control over their behaviour and that they are in the hands of tests 

and testers” (Shohamy, 2005: 104). Additionally, test takers are not in a position “to 

question tests and the values inherent in them” (Shohamy, 2001a: 386). As the power of 

standardised testing is predicated on the assumption that they are objective (Shohamy, 

2006: 96), test takers do not have the right to actively to pursue or understand the inside 

secrets of these tests (Shohamy, 2001a: 385). Consequently, those tested “tend to 

comply with every decision that is made through the tests, as their consequences are so 

crucial” (Shohamy, 2006: 106).   

These stances point to the controversial role of the KET/PET: some actors have 

problematised the asymmetry between the testing institution and those directly affected 

by the results of the test, whilst others affirm the positive value of the authority in 

charge of implementing this test. Adding to these stances are the socioeconomic factors 

in each school area, which may also play out in the results of the KET/PET as reflected 

in the school percentages in the primary schools – Las Esfinges and Promesas (see 

Figures 4.1 and 4.2 in chapter four). The latter school experienced a high percentage of 

students obtaining a minimum score in the KET/PET to attend the CLIL Bilingual 

Section strand, surpassing the average scores of this test in the Madrid region. Situated 

in an upper-middle class area of Madrid, School District B, the student body is 
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conformed mainly of local students and a small percentage of foreign students, most of 

whom share a middle and upper-middle class background. By reason of these social and 

economic factors, students at this school are more likely to be ‘equipped’ with the 

linguistic capital to perform well in these tests (e.g. through access to private classes, 

extracurricular support, travel). A sense of pride around students’ favourable results on 

this test was conveyed to the researcher by the headmaster and the head of studies at this 

school. Las Esfinges primary school, situated in a primarily working-class area, 

experienced a double challenge: a percentage of the student body were said to be 

underperforming by reason of their social and/or cultural background, according ot the 

headmaster at this school. Moreover, the school was still adjusting to the fact that it had 

to comply with the examination criteria of the BP in addition to the curriculum 

requirements of the MEC/British Council Bilingual Programme. These factors could 

explain why the school decided that year to implement the lower version of the test only 

– i.e. the KET – during the year of my fieldwork at the school (2013/14).  

 

7.3.  Representing the CLIL Bilingual Section strand in terms of 

‘excellence’  

The previous section identified the how the streaming criterion for placement into the 

CLIL strands – i.e. the KET/PET – is interpreted by the school leaders and the families 

of students attending to bilingual primary schools – Las Esfinges and Promesas, raising 

different interpretations of issues related to its suitability and fairness, together with its 

role in determining streaming decisions. This section integrates the discussion provided 

in the above section into the dimensions that correspond to the representation of the 

strands in secondary. The role of semi-structured interviews facilitated the interpretive 

process of understanding the values that emerging from stakeholders’ – primary school 

leaders, families and secondary school teachers – discursive representations of the CLIL 

strands and the students attending these strands in the two school areas (research 

question two). Social actors’ positioning with respect to streaming in the BP, together 

with the activation of ideologies connected to English and bilingualism identified in the 

stance negotiation process, has allowed for the reconstruction of the value systems that 
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conform both strands in secondary – CLIL Bilingual Section and CLIL Bilingual 

Programme.  

As mentioned in chapter two, a close relationship has been established between the BP 

and high-quality education, connected to ‘excellence’ in teaching and learning. The 

choice of CLIL as a forward-thinking and modern approach to foreign language 

learning fulfils the call for ‘effective pedagogical practices’, which are said to go hand 

in hand with improved language learning outcomes. With the incursion of English 

language testing, ‘excellence’ has been more closely associated with external 

parameters of student performance in English. Thus, students’ demonstrated level of 

competence in English is considered to be integral to the scholarly language that confers 

status and prestige to the BP. Adherence to a culture of ‘excellence’ has been more 

often displayed by the headmaster at Promesas primary school and by the families of 

students attending the CLIL Bilingual Section strand in both school areas, District A 

and B. The interview with Jorge, the headmaster at Promesas primary school was 

revealing of the families’ overall predilection for the CLIL Bilingual Section strand by 

reason of its association to greater linguistic and academic demands. From the analysis 

of the interview, I was able to gather an interpretation of how the ‘added value’ of this 

strand is linked to improved levels of content and language achievement. Access to 

these strands was framed in a meritocratic discourse, given that students’ placement in 

the CLIL Bilingual Section strand was perceived in relation to their being in possession 

of certain ‘capacities’ – i.e. their ability to cope with the higher linguistic and academic 

demands of this strand – and justified in terms of successful performance in primary. 

Within the broader school area, however, an interesting feature has been found: both 

strands – CLIL Bilingual Section and CLIL Bilingual Programme – were perceived by 

the headmaster as having an equal value as he addressed the standing of the secondary 

school Luna in relation to other secondary schools in the district.  

The voices of the families of students attending the CLIL Bilingual Section strand in 

both school areas have added another dimension of the meaning and value associated to 

‘excellence’, one that is closely linked to the ways in which the BP is commodified as 

an instrument to gain access to mobility and to better employment opportunities. This 

view was consistent across school areas and suggests that families have internalised the 

ideologies associated to the promotion of the BP as a source of ‘profit’ (Relaño Pastor, 
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2015: 134; see Heller& Duchêne, 2012) carried out by the local authorities, through the 

value assigned to English as a marketable skill to compete in the globalised job market. 

For the mothers of two students attending the CLIL Bilingual Section strand at El 

Campamento and Luna secondary schools, English proficiency was the main factor that 

gave this strand its instrumental value. These views illustrate the circulating discourses 

in the school community, which link this strand to better future opportunities.  

In School District A, a traditionally working-class area, attention has been drawn to the 

difficulties posed when ‘excellence’ sought by Madrid’s BP is challenged by imperative 

social and educational needs. By bringing my attention to the student body attending 

Las Esfinges primary school, Ramón, the headmaster at this school, problematised the 

value system that frames ‘excellence’. According to the school leader, the goals of the 

CLIL Bilingual Section strand may disorient a portion of students with unreasonable 

demands. In the cumulative act of stance-taking, the headmaster located ‘success’ in a 

frame of social justice, rather than merit: every student must be successful. His plea no 

nos volvamos locos/let’s not go crazy’ signalled an existing ‘frenzy’ or ‘fever’ 

associated to particular programmes and strands. In doing so, the headmaster’s stance 

activated existing discourses and ideologies attached to the obsession with English and 

bilingualism. This dominant value frame also surfaced as the Ramón acknowledged the 

families’ overall predilection for the CLIL Bilingual Section strand – ‘any parent would 

want it’, a view that had also been shared by the headmaster at Promesas primary 

school. The headmaster, however, seemed to disengage with this dominant value system 

by referring to other learning alternatives that may also be of value outside the goals of 

the CLIL Bilingual Section strand. His metaphoric expression que es en Sección, miel 

sobre hojuelas… que no, pues con azúcar están buenísimas también (if it’s in the 

[bilingual] Section, much the better… if not, the other is a great option too’) was used 

as means to give equal value to both CLIL strands – Bilingual Section and Bilingual 

Programme.  

Other stakeholders also seemed to digress from dominant bilingualism discourses and 

ideologies. One of the families interviewed associated the goals of the CLIL Bilingual 

Programme strand to mainstream or general education, evaluating these goals as being 

‘good’ for their child. This family claimed that the CLIL Bilingual Programme strand 

was a comfortable learning space for their daughter, who had experienced a difficult 
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transition from primary to secondary. Respect towards the authority in charge of 

designating placement decisions was also expressed by one of the mothers on her 

child’s allocation in this strand (yo lo veo bien/ I see it as a good thing). Hence, the 

families of students attending this strand did not feel as if their children were 

experiencing worse learning conditions as a result of streaming. This stance-taking 

process allowed the researcher to interpret how, even though ‘excellence’ discourses 

were activated in their discourses – i.e. by acknowledging the higher demands 

associated to the CLIL Bilingual Section strand, these did not appear to be the goals 

they wanted for their children. 

These perspectives inform the interpretive process of understanding the value of the 

CLIL strands in the school community, through the activation of sociocultural values 

and ideologies, based on meritocratic views of successful English learning in the BP: 

it is expected that  students with a higher linguistic profile should be entitled to the 

‘excellence’ of the CLIL Bilingual Strand – i.e. through greater linguistic and 

academic demands, while the students who do not have this profile are considered to 

be ‘better off’ in the CLIL Bilingual Programme strand. Even though stakeholders 

have consistently activated tracking ideologies in education, which naturalise the 

sorting of students into different groups in accordance to what seems most appropriate 

for their learning experience (McClure, 2005: 5), the values attributed to both CLIL 

strands have been interpreted in different ways. Some of my interviewees showed 

convergence with the value system that frames the CLIL Bilingual Section strand in 

terms of profit and distinction. These actors are, mainly, the families of students 

attending this strand across areas. The perspective shared by the headmaster at 

Promesas primary school also shows convergence with this value frame. Other actors, 

however, have implicitly or explicitly diverged with the ‘frenzy’ surrounding the 

promotion of this strand, bringing forward a new dimension of value with respect to 

the CLIL Bilingual Programme strand. In doing so, these interviewees have ‘given 

value’ to this strand (i.e. by acknowledging its educational value). These participants 

are, mainly, the families of students attending the CLIL Bilingual Programme strand 

in addition to the headmaster at Las Esfinges primary school.  
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7.4.  Shaping student representations in two socioeconomic areas 

As mentioned in the above sections, the ideologies attached to bilingualism and to 

English have introduced a framework of ‘excellence’ in the BP, closely related to the 

values of ‘linguistic prestige’ and to commodified views of this programme – i.e. to 

increased opportunities in the international job market. Using tools form CDA, 

particular forms of categorisation have been identified and analysied in order to 

address how power and ideology are enacted through designation and attributes 

commonly used by social actors to represent these groups and their actions (see 

Fairclough, 1995; Laclau & Mouffe, 1985/2001; van Leeuwen, 2008). In both school 

areas – Districts A and B, the CLIL Bilingual Section students were represented by 

the teachers as being the ‘high achievers’. Pedro, the Natural Science teacher in the 

non-CLIL BP classroom at El Campamento secondary school, situated in School 

District A, assigned certain attributions the CLIL Bilingual Section students (more 

responsible, better grades, do the homework). By acting as an ‘animator’ (Goffman, 

1981) or sounding board, Pedro placed on others the choice of ideas and words that 

construct the students attending this strand as higher performing with respect to the 

CLIL Bilingual Programme groups. Manuela, the Natural Science teacher at Luna 

secondary school, located in School District B, co-constructed the category of ‘good 

student’ in both strands as being highly present in the CLIL Bilingual Section 

classrooms and less frequent in the CLIL Bilingual Programme strand quizá de 

manera más puntual (‘perhaps at a more exceptional level’).  

Carlos, the Natural Science teacher in the CLIL BS classroom at El Campamento 

secondary school, contextualised the differences between students attending both 

strands in relation to other socioeconomic areas. The point made by Carlos is that the 

differences between the students attending the CLIL Bilingual Section and CLIL 

Bilingual Programme strands were more accentuated at El Campamento secondary 

school with respect to other schools he had worked in. For Carlos, these differences 

were minimal in other socioeconomic areas. In middle and upper-middle class contexts, 

students’ academic performance across strands were perceived by the teacher as being 

more similar. A similar perspective was shared by Manuela, the teacher at Luna 

secondary school, located in School District B, who perceived a greater balance 

between students’ academic achievement in the CLIL Bilingual Section and CLIL 
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Bilingual Programme students at Luna with respect to other areas she had worked in. 

Even though she did not explicitly frame her stance in terms of social class, the fact that 

Luna school is located in an upper-middle class area of Madrid correlates with the 

viewpoint shared by Carlos. Adding to these frames of interpretation used to 

contextualise the CLIL strands are the categories identified in two of the mothers’ 

discourses in School District A. Both mothers categorised the CLIL Bilingual Section 

strand at EL Campamento secondary school as the bilingual strand, as opposed to 

mainstream of general education (hence, ‘normal’, ‘Spanish’). Such labelling of both 

stands was not found in School District B.  

These stances index a different frame of value that is mediated by language – English. 

As Relaño Pastor (2015) points out in her investigation of bilingual programmes in 

Madrid, the ideology of successful English learning through CLIL “conveys the 

message that the ‘‘good’’ and ‘‘competent’’ English learner belongs to CLIL 

programmes, good English teaching can be achieved through CLIL, and bilingual 

proficiency is a laudable goal to pursue in CLIL programs” (Relaño Pastor, 2015: 149; 

see Fernández-Barrera, 2017). Given that certain symbolic resources are valued more 

than others, “the students who possess such capital will readily be considered 

‘competent’ or ‘good students’ while those who do not are seen as ‘incompetent’, or at 

least ‘less competent’ ” (Martín Rojo, 2015: 501; see Martín Rojo, 2010 for a detailed 

bibliography on this hierarchisation of students). The comparative frame ‘high/low’ 

achiever was consistently used by the stakeholders to refer to the students attending 

these strands, with the difference between CLIL Bilingual Section and CLIL Bilingual 

Programme students being interpreted as more discrete at Luna secondary school. 

Moreover, in the context of El Campamento secondary school, the fact that students in 

the CLIL Bilingual Programme strand were also classified according to their English 

proficiency level was also noticed in the categories used to refer to the students in this 

strand. Certain CLIL Bilingual Programme groups were labelled as ‘normal’ by one of 

the teachers (this includes group ‘C’, which corresponds to the non-CLIL BP Natural 

Science classroom observed and video recorded at this school) whilst other groups 

were described by this same teacher as being conformed by academically 

underachieving students. These groups – specifically, group ‘F’ – required an adapted 

curriculum and were composed, mainly, by Roma students (see school layout in Figure 

4.3 in chapter four).  
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Martín Rojo (2010) explains that perceptions of student ability, which are rooted in 

society, often lead to a virtuous or vicious cycle: perceived high ability students will 

tend to be encouraged with high expectations by positioning them with competence and 

authority by being given opportunities to exercise ‘‘productive agency in their 

learning’’ (Greeno, 2002; as cited in Snell & Lefstein, 2018: 44), which reinforces the 

teachers’ perceptions of their ability and predisposition towards learning. By contrast, 

students who are positioned as academically weak may be prevented ‘‘from actively 

taking ownership of the meanings under discussion’’ (Greeno, 2002; as cited in Snell & 

Lefstein, 2018: 45), thus perpetuating the identity of low achiever attributed to them. 

Hence, categories such as ‘high’ or ‘low’ achiever have an effect on how teachers 

interact with students. According to Snell & Lefstein (2018), these categories are 

applied to specific acts of identification whereby “teachers adopt more or less 

controlling forms of communicative behavior, positioning pupils as having identities of 

either full participation/competence or nonparticipation/incompetence” (Snell & 

Lefstein, 2018: 45; see Biggs & Edwards, 1991; Cazden, 1990; Larson, 2003). In the 

subsequent section, the findings that correspond to the analysis of classroom practices 

in the CLIL BS and non-CLIL BP Natural Science classroom are interpreted through 

the lens of habitus.  

 

7.5.   Bringing together stakeholders’ stances and the potential 

lasting habitus emerging in the CLIL BS and non-CLIL BP 

classroom  

The previous sections have addressed the dimension of values, beliefs and attitudes 

regarding stakeholders’ interpretation of the criteria involved in the streaming of 

students into the CLIL strands, the representations of these strands and the 

categorisation of the students. This section incorporates the findings that correspond to 

the analysis of the dynamic relationship between pedagogical purposes and the types of 

communication systems in the CLIL BS and non-CLIL BP Natural Science classroom 

(research question three) into a critical perspective which names how social structures 

are reproduced in everyday social practices, through ideologically produced and 

hierarchically valued behaviors, forms of language and meaning (Leistyna, 1999: 10; 
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see Bourdieu & Passeron, 1977). Such integration makes it possible to address the final 

research question, which inquires on the interplay between the two dimensions of social 

interaction studied in this thesis – stakeholders’ stances and classroom practices, with 

the overall purpose of identifying how streaming in the BP is implemented in these two 

school areas (research question four). 

Habitus has been described in this thesis as an array of acquired patterns of thought, 

behavior and taste – or inherited dispositions – that produce and reproduce class 

position (Bourdieu, 1991). This concept constitutes an epistemological matrix that 

mediates agency – i.e. the ‘micro’ situated educational practices – with the ‘macro’ 

structure. This relationship is introduced below in Figure 7.1. 

 micro        macro 

 

 

Figure 7.1. Framework of habitus formation in schools. 

As argued in in chapter three, dialogic teaching (Alexander, 2008) is closely associated 

to a practice of social distinction (i.e. connected to status and position) in that it rewards 

certain forms of cognition, behaviour and language. First, it is considered to be a 

‘cognitively potent’ (see Alexander, 2008) element in a teacher’s communication 

system repertoire. Second, it rewards students’ active role in the classroom, allowing 

them to try out ideas and ways of thinking. Thirdly, it involves powerful language 

component, that of ‘language through learning’ (Coyle, Hood & Marsh, 2010), that is, 

the language that springs through deep thinking and engagement. These three elements 

conform the habitus or set of dispositions that typically lead to students’ agency and 

self-confidence in learning.  

The analysis of classroom discourse carried out in the present study has drawn on 

sociocultural psychological theories and social constructivist theories, including for this 

purpose different linguistic models into the analysis – educational linguistics and 

Systemic Functional Linguistics – that bring forward a social perspective on learning 

and that have been applied in CLIL research (see Llinares, Morton & Whittaker, 2012). 

In particular, four types of communicative approach – interactive/non-interactive and 
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dialogic/authoritative (Mortimer & Scott, 2003) have been analysed in relation to 

particular pedagogical purposes that correspond to the introduction and development of 

the Natural Science topic in the CLIL BS and non-CLIL BP Natural Science classroom 

at El Campamento and Luna schools. The findings in the analysis of these classrooms 

have pointed to an interesting feature regarding the type of communication systems 

used across schools: specifically, a greater use of dialogic teaching was identified in the 

CLIL BS Natural Science classrooms in both secondary schools with respect to the non-

CLIL BP Natural Science classrooms.  

In Carlos and Manuela’s CLIL BS Natural Science classroom, teachers and students 

used the L2 to consider alternative points of view and build on each other’s ideas. The 

use of exploratory talk, which is a central component of a dialogic teaching framework, 

was a salient interactional feature in the two phases identified (i.e. “staging” and 

“building up” of the scientific topic). Through the formulation of questions that 

explored students’ views rather than tested what they already know, Carlos, the teacher, 

pushed students’ thinking on the human activities that cause ‘Acid Rain’. Manuela’s 

questions allowed students in the CLIL BS classroom to speculate and think aloud on 

the topic of ‘The Hydrosphere’ as she built upon students’ answers whilst validating 

their ideas throughout the lesson.  

Instances of students being active in eliciting alternative perspectives from the teacher 

were also identified in Pedro and Manuela’s non-CLIL BP classroom. A greater 

presence of authoritative talk, however, has been observed as the teachers more often 

attended to only ‘one point of view’. The prevalence of recitation talk in Pedro’s 

classroom characterised the review and orientation stage of the lesson on the topic of 

‘The Separation of Mixtures’, as the teacher asks questions that stimulate recall of 

concepts learned in the previous lesson. Manuela also tended to check students’ prior 

understanding before engaging their ideas, as shown in the analysis of ‘The 

Hydrosphere’ in the non-CLIL BP Natural Science classroom. Specifically, the teacher 

formulated display questions that sought predetermined answers on the water cycle 

prior to exploring their views – a step that had not been taken in the CLIL BS Natural 

Science classroom, as this same teacher engaged students in exploratory talk from the 

beginning.  
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As already explained in chapter three, the implications of a dialogic approach at the 

level of classroom management is that it involves “less centralised control by the 

teacher” (Llinares, Morton & Whittaker, 2012: 64). Student questions in Carlos’s CLIL 

BS Natural Science classroom were frequently incorporated into the learning process, as 

observed in the topic of ‘The Periodic Table’. The continuity of thinking throughout the 

lesson was sustained as Carlos allowed students to intervene in the form of questions 

and clarification requests that were integral to the flow of communication. In Manuela’s 

CLIL BS Natural Science classroom, students had greater opportunities to express their 

thinking without restrictions, as evidenced in the intervention of several students on the 

discussion of how water resources are not equally accessible in all countries. To a lesser 

extent but also present, ‘hints’ of students’ real engagement in Pedro’s and Manuela’s 

non-CLIL classroom were also identified. The experiments carried out by Pedro are one 

example of how the activities seemed to trigger students’ spontaneous interventions 

around them. In Manuela’s non-CLIL BP classroom, instances of exploratory talk were 

also found around the water cycle. In these situations, teachers reduced their control 

over the patterns of interaction and allowed for a more spontaneous participation of 

students.  

With respect to the scaffolding techniques used in these classrooms, in the CLIL BS 

Natural Science classroom, Carlos and Manuela frequently used questions that explored 

students’ views. The use of the chained pattern I-R-F-R-F signalled the ‘cumulative’ 

quality of classroom talk. Both teachers also used a variety of multimodal materials 

such as videos and projected images. Additional scaffolding techniques used by these 

teachers include recasts, comprehension checks, non-verbal language and lexis 

modelling as part of their pedagogical and ‘interactional toolkit’. Carlos also resorted to 

translanguaging in order to break down the meaning of the scientific language. In the 

non-CLIL BP Natural Science classroom, Pedro and Manuela used factual questions 

more often to co-construct the scientific topic. Pedro also used scientific equipment to 

assist students’ understanding of the topic of ‘The Separation of Mixtures’ and shifted 

from horizontal to vertical discourse to bridge students’ everyday knowledge with the 

academic knowledge. The frequent use of the triadic I-R-E patterns, however, gave his 

students little space to intervene. Manuela also made use of the I-R-E pattern in certain 

points of the lesson with her non-CLIL BP students, for example during the explanation 

of the water cycle. Scaffolding was not used by the teacher before or after introducing 
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the video in the L2, and therefore it was not clear the extent to which some non-CLIL 

BP students were able understand the messages in English.  

The communicative patterns identified are seen as evidence of habitus formation and 

development: in the two CLIL BS Natural Science classrooms, CLIL mediates 

‘language through learning’ (Coyle, Hood & Marsh, 2010), that is, the language which 

emerges through “deep engagement with content and activation of thinking processes” 

(Coyle, Hood & Marsh, 2010; cited in Llinares, Morton & Whittaker, 2012: 334). In 

these contexts, students had greater opportunities “to make connections, to explore, to 

think aloud, to be able to make errors and to be able to develop and agentive learner 

identity” (Barnes, 2008: 84). Hence, students were immersed in the culture of agency 

and self-confidence as learners, thus reaffirming their status as the high ability groups. 

In the non-CLIL BP classroom, student engagement was also present but to a lesser 

extent, as the teachers chose an authoritative tone in most phases of the lesson. By 

choosing to exert more control over the patterns of interaction, teachers were implicitly 

communicating fewer expectations with respect to these groups (see Snell & Lefstein, 

2018; Brophy & Good, 1970; Cooper & Baron, 1977; Good & Nichols, 2001; Myhill, 

2002; Rist, 1970).  

The crossing of the dimensions of stakeholders’ stances and classroom practices 

articulate a close relationship between the CLIL Bilingual Section strand and the goals 

of ‘excellence’ of the BP – i.e. in association to practices of social distinction, to higher 

levels of academic and language demands and to better opportunities to compete in the 

(global) job market. The interplay between these findings not only shows that students 

attending this strand are not only learning in a more “optimum environment for the 

development of a range of capacities in the L2” (Haneda and Wells; as cited in Llinares, 

Morton & Whittaker, 2012: 65) with respect to the CLIL Bilingual Programme section 

students, but also suggests that these capacities may be distinctive of a social position at 

the school, conferring prestige to the strand in which these capacities are inculcated: the 

CLIL Bilingual Section strand. Interestingly, the fact that Natural Science was taught in 

a second language (English) in the CLIL BS classrooms did not act as a deterrent for 

teachers and students to engage in a higher-order thinking approach to content which 

may be more linguistically demanding (see Llinares & Evnitskaya, forthcoming). 
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7.6. Potential consequences of streaming for equity/inequity in the 

BP 

It has been the purpose of this thesis to investigate streaming in the BP as a contested 

process by reason of the division of students in two CLIL strands that differ in the 

degree of intensity or exposure to English. The ethnographic approach employed 

incorporates the discursive representations of language practices into the analysis 

through the process of participation, categorisation, and the construction of the value 

ascribed to these strands. For this purpose, the ethnography of the BP required 

examination of relevant pieces or threads that constitute “empirically observable 

boundaries” (Heller, 2008: 252) of what practices contribute to the ‘linguistic prestige’ 

of the BP, what language(s), their role in the selection of students into particular CLIL 

strands, who counts as a ‘bilingual’ learner and under what conditions, and how 

different learning practices are tied to the categorisation of groups of learners (e.g. 

‘high’ vs. ‘low’ achiever). Juxtaposition of different types of interaction data – 

communicative practices taking place in the CLIL BS and non-CLIL BP classroom, and 

participants’ stance or attitude towards these practices – has enabled the linking of 

spaces where discourses of streaming in the BP or discourses relevant to the 

construction of the idea of streaming in the BP are produced (see Heller, 2008).  

Findings serve as empirical evidence of the differing pedagogical practices taking 

place in the CLIL Bilingual Section and CLIL Bilingual Programme strands in two 

socioeconomic areas, which articulate the ways in which students’ participation in 

these strands intersects with different forms of acting, thinking and speaking 

according to each setting. The interplay between these findings and the dimension of 

stakeholders’ stances makes it possible to interrogate the role of language in 

naturalising and legitimating these social spaces through educational processes such as 

streaming (see Heller & Duchêne, 2012). The implications of the labelling of strands 

and students, where one – the CLIL Bilingual Section – is associated with high 

prestige and students with a better academic profile, suggest that the representations of 

the strands and students are, thus, “indebted to longer-standing representations of 

language and thus embedded in larger stratification patterns” (Jaspers, 2018: 191). In 

particular, the formation of elite subjects involves a complex process of identification 

that are “imbricated within broader dynamics of exclusion” (Gaztambide-Fernández & 
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Garlen Maudlin, 2016: 61) that yields a hierarchical structure that is largely shaped by 

language – English.  

All this begs the question whether access to the CLIL strands is conditioned not 

necessarily by student ‘merit’ or ‘talent’, but by the social and cultural background of 

the students attending these strands. The concerns raised by some of the stakeholders 

interviewed on the implications of streaming for issues of equity and social justice 

point in this direction. Their stances have referred to the potentially adverse 

consequences of streaming in areas with a greater social and cultural diversity, such as 

School District A. In these contexts, it seems that dividing students into these strands 

sets some students on the path to successful educational achievements whilst widening 

the achievement gap for others, particularly those of lower socioeconomic 

backgrounds (Horn, 2013). Pedro’s stance la excelencia sin equidad ya no es 

excelente (‘excellence without equity is not excellent’) presupposes that excellence 

and equity need to go hand in hand, or otherwise ‘excellence’ loses its far reaching 

capacity. The teacher’s stance, thus, could fit Zimmerman’s (1997) remark that 

“excellence without equity is elitism” (Zimmerman, 1997; as cited in Hess, 2005: 5). 

In a similar way, Manuela positioned herself as she resorted to a frame of social 

justice to explain the demotivating consequence of being ‘left to the side’, which tends 

to be the case when CLIL Bilingual section groups are being continuously rewarded to 

the detriment of CLIL Bilingual Programme students.  

The attention gathered in thesis towards streaming in CLIL has addressed on the 

selection factors involved in the placement of students in two CLIL strands, together 

with their participation in these strands in the context of the BP. As argued in chapter 

two, middle and upper-middle class families are now seeming to “have turned (back) to 

public schools to provide more affordable, while no less exclusive, educational 

programmes” (Gaztambide-Fernández & Garlen Maudlin, 2016: 57). This may well be 

the case of the BP, as it offers the ‘linguistic prestige’ that had traditionally been 

conferred to Spanish/English bilingual schools, but also holds the promise of equity and 

equal opportunity, which are the basic premises of public schooling. In light of the fact 

that streaming plays a relevant role in determining students’ placement and academic 

experience within the BP, one (if not the main) argument put forward in this thesis is 

that greater attention should be given to whether (and how) this educational process 
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contributes to the conformation and legitimation of an elite form of bilingual education 

– by intensifying the role of English in the selection and screening of students within the 

same CLIL programme, which inevitably raises issues of equity and social justice, 

within and beyond the school community. 

 

7.7.   Chapter summary and conclusion 

This chapter has discussed the findings in the study. Two dimensions of social 

interaction gathered in the ethnography – stakeholders’ stances and classroom 

interaction practices – have been juxtaposed in order to better understand how streaming 

in the BP is implemented in two socioeconomic areas, through the representation of this 

educational process on behalf of primary school leaders, families and secondary school 

leaders and the interactional patters identified in the CLIL BS and non-CLIL BP 

classroom. Analysis of stakeholders’ stances gathered in the social event of the 

interview has shown how the authority of the KET/PET is gives rise to different views 

in relation to the suitability and fairness of this test. Moreover, the values assigned to 

the strands, whereby the CLIL Bilingual Section strand has been more closely 

connected to the goals of ‘excellence’ associated to the BP, have allowed for the 

reconstruction of the ideologies and discourses of this programme in two socioeconomic 

areas, A and B. Findings have also showed consistency in the categorisation of students 

in these strands across school contexts, with the CLIL Bilingual Section students being 

represented as the ‘high achievers’. The findings that correspond to the classroom 

interaction dynamics across classrooms – CLIL BS and non-CLIL BP have been 

interpreted through the potential lasting habitus that emerges in the interactional 

patterns identified. As CLIL Bilingual Section students have more overtly engaged in 

dialogic discourse, the argument that has been put forward is that the system of 

dispositions – cognitive, linguistic and gestural – inculcated in this strand potentially 

signal social position. The chapter has ended with a discussion on how streaming in the 

BP raises a debate on issues of equity and social justice in education by reason of the 

contested role assigned to the role of English as a mediator of skills sets, which may 

contribute to the legitimation an elitist bilingual education model in Madrid’s public 

school system.   



281 
 
 

Chapter 8. Conclusion 

8.1. Introduction 

Chapter seven discussed the findings of the study, which correspond to the two 

dimensions of social interaction gathered in the ethnography – stakeholders’ stances and 

classroom practices. These two domains of empirical evidence have been incorporated 

into a discussion of the linkages established between the discursive spaces relevant to 

the construction of streaming in the BP for a better understanding of how this process is 

implemented in two socioeconomic areas of Madrid, School District A and B: the role 

of the streaming criteria for placement into these strands – i.e. the KET/PET, the values 

assigned to the CLIL Bilingual Section and CLIL Bilinguall Programme strands, the 

representation of the students attending these strands and the socialisation practices that 

correspond to the CLIL BS and non-CLIL BP classsroom. Finally, implications for 

equity/inequity have been addressed. This chapter summarises what the research project 

was set out to investigate, how it was conducted, in addition to its main findings. It also 

lays out the contributions to knowledge in CLIL made in this thesis. The chapter ends 

with a discussion of the limitations of the study, in addition to suggestions for further 

research.  

 

8.2. Summary and overview of the study 

This thesis has investigated students’ streaming into one of two CLIL strands – 

Bilingual Section and Bilingual Programme – in the transition from primary to 

secondary and the teaching practices in these strands in public schools taking part in 

Madrid’s BP. In particular, this study has focused on different aspects related to the 

streaming of students into one of two CLIL strands – Bilingual Section or Bilingual 

Programme – and the educational practices in these strands. The research project 

contributes to the investigation in of CLIL implementation and practice by centring on 

the selection factors involved in the placement of students into strands that differ in the 

degree of ‘intensity’ or ‘exposure’ to CLIL. For this purpose, the thesis brings forward a 

perspective on classroom socialisation that not only addresses the distribution of 

linguistic resources in these strands, but also centres on the ritualised ways of acting, 
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thinking and speaking in these spaces that signal a system of dispositions or habitus, 

connected to social position. 

Chapter two presented the social, political and economic context of this study. In the 

first part of the chapter, specific features of the two bilingual education programmes 

that are implemented in public schools in Madrid were explained, which correspond to 

the BP and the MEC/British Council bilingual programme. This was followed with a 

description of the role of the high-stakes standardised English language test KET/PET 

in the streaming of students into one of two CLIL strands – Bilingual Section and 

Bilingual Programme – in the transition from primary to secondary. The second part 

of the chapter addressed the main features of CLIL as a European approach to 

bilingual education and situated the research project in terms of its contribution to the 

current state-of-the-art. An overview CLIL and of the research carried out on selection 

factors in CLIL was provided. The chapter ended with a description of the features of 

standardised testing in contemporary society.  

In chapter three, relevant critical literature on language, education and society was 

presented. Attention was drawn to reproduction theories, which explain the ways in 

which students’ unequal access to symbolic capital (i.e. to status and position) is 

articulated through particular socialisation patterns in schools. Habitus was explained 

as an epistemological matrix that incorporates different uses of language and their 

expressive styles in a system of dispositions – linguistic, cognitive and gestural – that 

conveys social position. Specific mechanisms that conceal social selection in 

educational institutions were described. Attention was drawn to the role of tests – with 

a particular focus on language tests - as ‘hidden criteria’ for deciding students’ 

chances for entry and success in particular language schools, programmes and strands. 

A meritocratic logic was said to favour individualistic understandings of academic 

achievement in ways that overlook the social and historical conditions that explain 

why certain groups of learners succeed in schools and others fail to do so. Moreover, 

the relationship between the social representations of students and teacher 

expectations was provided.  

Key features of the two strands of ethnographic research touched on in this thesis were 

explained, also in chapter three. The ethnography employed for the study of the BP 

follows an interactive and discursive approach, centring on the situatedness of social 
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practices and their relationship with wider social aspects and processes. The two main 

domains of social interaction addressed in the ethnography – stakeholders’ stances and 

classroom practices – were detailed. The concept of ‘stance’ was presented as a means 

to access stakeholders’ values, beliefs, feelings, attitudes and orientations towards 

different aspects of streaming in the BP. The analysis of stance-taking draws on the 

approach developed by Martín Rojo and Molina (2017), who follow a discourse 

analytic approach to the study of communicative practices. This led to a layout of the 

tools used for the analysis of classroom talk in the CLIL BS and non-CLIL BP 

classroom, one that follows the models used for the analysis of classroom interaction 

in CLIL as developed by Llinares, Morton and Whittaker (2012). Findings that 

correspond to this analysis were afterwards incorporated into a critical framework of 

habitus formation, which names how ritualised practices, forms of language, 

behaviors and meaning identified may be hierarchically valued in the educational 

community and society at large (Anyon, 1980; Apple, 1990; Bourdieu & Passeron, 

1977; Bowles & Gintis, 1976; Villegas, 1988). 

In chapter four, methodological aspects of the ethnography were explained. A multi-

sited research design traced and mapped the path from primary to secondary across 

socioeconomic contexts, which necessarily involved the selection of multiple 

educational sites – two primary and two secondary public schools. This research 

design required placing complexity, connectivity and intersectionality at the centre of 

observable processes (Heller, Pietikäinen & Pujolar, 2018: 48). Two relevant sources 

of interactional data – interviews and classroom interaction practices – served as 

relevant entry points of the network in order to trace and map the path that links 

primary to secondary, the streaming decisions carried out in this process, and the 

practices taking place across CLIL strands in two contrasting social class areas of 

Madrid – Districts A and B. Semi-structured interviews with key stakeholders – 

primary school leaders, families and secondary school teachers –  inform the ways in 

which the streaming criteria for placement into the CLIL strands are interpreted by the 

school community (research question one) and the value emerging from these 

stakeholders’ discursive representations of these strands and the students attending 

these strands (research question two). Classroom observations and video recordings 

were conducted in secondary classrooms across CLIL strands in year 7. These 

correspond to Natural Science classrooms in the CLIL BS and non-CLIL BP Natural 
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Science classroom at El Campamento and Luna secondary school. The objective of 

the analysis of classroom interactional practices consisted in addressing the dynamic 

relationship between pedagogical purposes and the types of communication systems 

employed in the CLIL Bilingual Section (CLIL BS) and non-CLIL Bilingual 

Programme (non-CLIL BP) classroom (research question three). The interplay 

between these two sources of interactional data were put together (research question 

four).  

The findings showed how a meritocratic logic naturalises the classification of students 

in these strands, which based on demonstrated levels of English proficiency as decided 

by the high-stakes standardised English language test KET/PET. The converging and 

diverging views on this test all share in common the power and authority of the 

institution in charge of delivering it. This factor was evoked in stakeholders’ discourses 

and is revealing of how, in contemporary societies, standardised testing has become 

more closely associated to a system of outcomes and indicators, with gatekeeping 

effects – i.e. entry to a particular school programme or strand. This aspect raised 

questions on the suitability and fairness of the KET/PET under particular circumstances 

in which a discrepancy was experienced between the school criteria and the evaluation 

carried out by the testing agency. Moreover, the CLIL Bilingual Section strand was 

more closely connected to the ideologies and discourses that promote bilingualism and 

English in the Madrid region. This association entails that this strand was more often 

seen in terms of ‘excellence’ – i.e. tied to improved levels of linguistic and academic 

demand – as well as a commodity or indispensable tool for students’ future access and 

mobility within a global job market.  

Student representations were also informed by the hierarchical social categories 

emerging from participants’ discourses. CLIL Bilingual Section students were 

categorised as the ‘higher achievers’ with respect to the CLIL Bilingual Programme 

students. These differences in student profiles seemed to vary across socioeconomic 

areas, with a greater polarisation among students in these strands being identified in 

School District A, a traditionally working-class area. Stakeholders’ views were then 

crossed with the analysis of classroom practices across in the CLIL BS and non-CLIL 

BP Natural Science classroom, which show that students in the former classroom are 

being immersed in a set of ritualised practices that could be distinctive of a social 
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position at the school. The analysis of the relationship between pedagogical purposes 

and the types of communication systems employed in the CLIL BS Natural Science 

classrooms showed a greater use of dialogic teaching (Alexander, 2008), which is 

connected to the formation of potentially durable and transposable dispositions or 

habitus – linguistic, behavioral and cognitive. These dispositions index status and 

potential relationships to symbolic capital (i.e. to social power and regard).  

 

8.3.   Challenges and limitations of the study 

The research undertaken connects with an ongoing debate in the education system with 

respect to the role of streaming in the BP, which required formulating questions that 

have social and political implications rather than simply technical ones (Heller, 

Pietikäinen & Pujolar, 2018: 96). The study of multiple educational sites was a 

necessary prerequisite for the design of the ethnography (see Marcus, 1995), which has 

centred on following ‘people, connections, associations and relationships’ across school 

levels, educational spaces and school areas. The interactional approach developed has 

been carried out through a detailed and empirical examination of the complexities, 

contradictions and consequences tied to streaming in the BP. Analysis of stakeholders’ 

stances has been crossed with the study of classroom practices in the CLIL Bilingual 

Section and CLIL Bilingual Programme strands. The social approach employed for the 

study of classroom talk in the CLIL Bilingual Section students have engaged more 

overtly in dialogic teaching with respect to the CLIL Bilingual Programme students. 

These patterns of socialisation have been interpreted through the lens of habitus, which 

signals a system of dispositions – cognitive, linguistic and gestural – tied to these 

practices.  

The fact that the present study departs from the conventions of anthropological 

tradition, which posits “a long stay in one place (hence the relevance of space)” (Falzon, 

2009: 8; see Malinowski, 1992; Geertz, 1973), inevitable raises questions on the extent 

to which a multi-sited ethnography effectively captures “depth”, which is 

“unquestionably one of ethnography’s richest offerings” (Falzon, 2009: 7). Even though 

multi-sited ethnography has experienced a solid trajectory since the 1990s, when 

qualitative researchers began to concentrate on more complex cultural processes in the 
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context of globalisation, such as migration and diaspora, skeptics have argued that in-

depth descriptions may be sacrificed by trying to spread one’s “tentacles as far and wide 

as possible” (Falzon, 2009: 9). The research project could, thus, have gone deeper by 

taking a more in-depth approach to the description and explanation of the phenomena 

under study. Such approach could have refined how classroom practices not only 

establish, but also maintain social relationships over time, and the “creation and 

recreation of knowledge, power, and identities” (Snell, 2018: 43; see Snell, Shaw, & 

Copland, 2015), which would have provided a more nuanced picture of the social and 

historical factors leading to the classroom socialisation patterns identified, whether 

these dispositions endure or may be transposed to other spaces (institutional, social) 

and, ultimately, how students’ socialisation experiences articulate particular roles and 

identities that are connected to social position. This process, of course, would have 

required reducing the choice of sites and informants as greater time would have been 

required in the field.  

On the opposite end, the study could have spread out further. One limitation of the study 

is that it is restricted to the educational community’s perspectives and practices. Even 

though these stakeholders are directly affected by the streaming decisions and learning 

experience of students in the CLIL strands – primary school leaders, families and 

secondary school teachers, the study would have benefitted from including the 

perspectives of policy makers, testing agency members and the students themselves. 

These dimensions would have made a stronger argument of how the domains of 

language-in-education policy, language testing and students’ learning experience across 

CLIL strands are interconnected. In particular, the selection of salient student cases 

could provide a typology of student profiles that could be useful for further research, 

practice and policy-making in bilingual education. As social selection and elitism is 

increasingly becoming a topic contestation and critique in the CLIL literature, there is a 

need for further CLIL studies that bring together a wide variety of perspectives on these 

issues. 

Another limitation pertains the type of classroom data selected for the analysis. Findings 

in these classrooms may be influenced by other factors, such as the individual teaching 

styles. This is the case of El Campamento secondary school, given that the CLIL and 

non-CLIL Natural Science classrooms were taught by different teachers (at Luna 
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secondary school, it was the same teacher for both classrooms). Bearing this variable 

into account, the same analytical tools have been used in order to provide a systematic 

analysis of classroom interaction practices. Moreover, the pedagogical purposes have 

been selected on a consistent basis and the teachers’ voices have been gathered as a way 

to link their beliefs and knowledge with respect to their approaches to content (and 

language) teaching to the actual classroom practices, contributing to a more methodical 

analysis.  

 

8.4. Directions for further research 

The present study contributes to addressing a research gap in CLIL research, one that 

brings attention to streaming as a contested issue in CLIL. The perspective on language 

and education adopted in the thesis owes to the ‘critical turn’ in many areas of the social 

sciences, which has brought forward the importance of addressing power imbalances in 

societies (Codó & Patiño Santos, 2019). Drawing on the interdisciplinary nature of 

applied linguistics, the research project is informed by a variety of fields, including 

sociolinguistics, education, and other social science disciplines. According to Llinares 

and Morton (2017), applied linguistics has had a special relationship with education, “in 

that many of the real-world issues it studies are directly relevant to educational issues” 

(Llinares and Morton, 2017: 4). One of the main arguments put forward in this thesis is 

that the possibilities and challenges affecting CLIL implementation cannot be 

disengaged from the issues related to education in general because “they affect the 

whole curriculum” (Cenoz, 2017: 247). Thus, the field of CLIL research necessarily 

requires collaboration with other fields such as education, critical sociolinguistic 

ethnographic research, educational ethnography, bi/multilingual research, education, 

discourse analysis, language policy, critical language testing.  

Future studies, thus, could adopt a more interdisciplinary approach to the study of 

CLIL, thus moving forward/beyond the prevalent “celebratory tone perceived in some 

CLIL related publications” (Llinares & Morton, 2017: 2; see Staquet, 2018/2019). What 

this means is that claims made in relation to the success of CLIL require a more 

profound examination that takes into consideration wider processes. In addition, as 

Llinares and Morton (2017) point out, “many studies on CLIL have compared the 
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language competence of students participating in CLIL programmes… with that of 

students who do not participate in these programmes” (Llinares & Morton, 2017: 2). As 

argued in chapter two, results of these studies tend to support that CLIL students usually 

outperform their non-CLIL counterparts in language and competence performance, in 

different subject areas, and often reach conclusions on the intrinsic benefits associated 

to this approach. Such work could be expanded by addressing the broader social context 

in which these classroom practices are embedded, by focusing on aspects such as the 

conditions (social, political and economic) in which CLIL programmes are 

implemented, the selection factors for placement into these programmes and the 

relationship between students’ academic achievement and their socioeconomic 

background. Moreover, attending to stakeholders’ stances on educational and social 

issues will often reveal that CLIL, just like any educational approach, brings 

opportunities and challenges, possibilities and uncertainty, solutions and problems, in 

specific contexts and under particular circumstances.  

A final and by no less important application of ethnographic research carried out in 

educational institutions is giving back to the school community. Reciprocity is equally 

relevant if one is to examine social life in ways that are ethical, as it is likely that the 

people that we study “will have a stake in what comes out of the research, and in how 

things are represented” (Heller, 2008: 252). As pertains the present study, rapport was 

built with the secondary school teachers, with whom the researcher established 

relationships as a result of observing their classrooms. These actors have been invited to 

research seminars and conferences organised by the team of researchers that 

participated in the TRANS-CLIL project (some have participated occasionally in events 

organised by this research group). Moreover, these teachers have shown interest in 

learning about the findings in the study during and after the conclusion of the fieldwork. 

Primary school leaders and families that participated in the research project were also 

informed that findings would be shared with them. In this direction, it is worth 

mentioning that collaboration between the UAM-CLIL research group and teachers is 

being carried out for the development of scaffolding techniques that can lead students 

attending these CLIL strands into advanced literacy (see uam-clil.org for information on 

the project). Therefore, collaboration with stakeholders in developing ways in which to 

integrate the language which constructs the subject area would be highly beneficial. 



289 
 
 

8.5. Concluding remarks  

It has been the purpose of this thesis to investigate the effects of streaming in the BP on 

students’ socialisation in two CLIL strands – Bilingual Section and Bilingual 

Programme – in two socioeconomic areas of Madrid. The attention that has been drawn 

to the selection factors – together with the tensions and contradictions that surround 

them – that condition students’ placement into these strands constituted a necessary 

entry point. Examination of whether (and how) access to bilingual education – and 

CLIL – is variable, and whether (and how) this variability has consequences for 

students’ educational experience in school, responds to the researcher’s interest in 

addressing the controversies tied to streaming as a contested process in CLIL. 

Moreover, this study proposes a way of interpreting practice – i.e. through particular 

ways of acting, speaking and thinking according to generative and dynamic dispositions 

– that reconciles the tension that may exist upon linking the ‘micro’ situated practices 

with the ‘macro’ structure. This relationship, as argued in this thesis, brings forward a 

perspective on everyday practices that has profound implications – and consequences – 

because they anticipate and shape present and future action.  
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APPENDICES 

Appendix A 

Key to transcriptions  

 

NAME Participant name   

S  Unidentified student  

SS  Unidentified students 

(.)    Short pause (less than 1.0 second) 

(..)    Medium pause (1.0 to 3.0 seconds) 

(7.0)      Long pause (exactly timed pause longer than 3.0 seconds) 

[    ]  turn overlapping with similarly marked turn 

(()) Researcher’s comments  

{} Clarification term 

wor-   Truncated word 

wo:rd  Lengthening of the preceding sound, more colons indicate more sound 

stretching 

word     Emphasis on a word or part of the word (syllable or letter).  

WORD    Talk is louder than that surrounding it 

ºwordº   Talk is softer than that surrounding it 

>word< Speeding up. This part of speech (one or more words) is produced faster 

than the surrounding speech 

<word>   Slowing down. This part of speech (one or more words) is produced 

slower than the surrounding speech 

(xxx)  Unclear part of speech with no approximation made (one ‘x’ per each 

unclear syllable, if discernible) 
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(words)   Best guess at an unclear part of speech 

*  Deleted term 
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Appendix B 

Universidad Autónoma de Madrid 

Consentimiento informado para autorizar el audio registro de las observaciones y entrevistas 

de la investigación 

Consentimiento informado 

 

Yo, ___________________________________________________ (nombre del participante), 

con documento de identificación _______________________, acepto participar 

voluntariamente en la grabación de audio que se incluye dentro de las observaciones y 

entrevistas de la investigación, bajo las siguientes circunstancias: 

1. Los datos que se obtengan solo se usarán para fines de investigación. 

2. Se autoriza la difusión de los datos entre las personas que integran el grupo de trabajo 

para su análisis.  

3. Cada componente del grupo que analice la grabación firmará un compromiso de 

confidencialidad con el fin de garantizar la confidencialidad y el anonimato de los/las 

participantes (por ejemplo, mediante el uso de pseudónimos) 

 

He leído y entendido este documento y accedo a participar en el estudio en las condiciones 

arriba expresadas. 

__________________________________ 

Firma del participante y fecha 

Compromiso de confidencialidad del investigador/a 

Yo, ___________________________________________________ (nombre del participante), 

con documento de identificación _______________________, me comprometo a no utilizar ni 

difundir ni compartir los contenidos obtenidos durante las observaciones y entrevistas de la 

investigación fuera de las actividades académicas de esta asignatura. 

He leído y entendido este documento y me comprometo a ello. 

 

 

__________________________________ 

Firma del participante y fecha 
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