
Ediciones Universidad de Salamanca / cc by-nc-nd Enseñanza & Teaching, 38, 1-2020, pp. 49-68

ISSN: 2386-3919 - e-ISSN: 2386-3927
DOI: https://doi.org/10.14201/et20203814968 

CLIL TEACHER TRAINING: LACKS AND SUGGESTIONS 
FROM A SYSTEMATIC LITERATURE REVIEW

Formación del profesorado aicle: carencias y sugerencias 
a partir de una revisión sistemática de literatura

Maria Elisabetta Porcedda y Juan González-Martínez

Recibido: 22/04/2020; Aceptado: 14/07/2020; Publicado: 30/12/2020
Ref. Bibl. MARIA ELISABETTA PORCEDDA y JUAN GONZÁLEZ-MARTÍNEZ. clil 
Teacher Training: Lacks and Suggestions from a Systematic Literature Review. 
Enseñanza & Teaching, 38, 1-2020, 49-68.

SUMMARY: This systematic literature review aims firstly at highlighting lacks 
and suggestions and/or good practices in clil teacher training, analysing and cross-
ing the results, obtained from academic repositories; then at contributing to reach an 
optimal level of training for clil teachers, highlighting good practices as suggestions 
to fill the lacks.

The 39 documents, which describe studies and mostly practices from almost 
all the European countries, have been obtained by Scopus, Educational Resources 
Information Centre (eric), ScienceDirect and partially Google Scholar, through the 
descriptor «clil teacher training» and a post-reading selection of the articles. Their 
qualitative data provided an exhaustive picture of the comprehensiveness of results, 
required by the method of systematic reviews.

clil results to be a complex approach, involving many aspects which need to be 
considered. It is primarily perceived to be as engaging for students as demanding for 
teachers, due to its being learner-centred, with a large use of icts and online tools, as 
its implementation through a new pedagogy and modern teaching strategies, such as 
flipped-classroom and task-based. This is the theoretical starting point of the different 
actions and policies set up in the countries to train teachers for clil. But the results 
of this review, which draw the characteristics to take into account to train future clil 
teachers, underline the need of pre-service teacher training at University, hitherto 
generally disregarded in favour of in-service preparation. Concerning this latter, from 
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the stakeholders in particular it is suggested continued update in clil method and 
research; further collaboration with colleagues, especially telecollaboration, which 
can be the answer to the need of clil update and to share good practices in authentic 
online communities; last but not least, further pedagogical preparation and manage-
ment of icts, because clil aims to change the traditional schooling.

Key words: clil; teacher training; good practices; educational improvement; 
collaborative update.

RESUMEN: Esta revisión sistemática de la literatura tiene como primer objetivo 
destacar las carencias y sugerencias y/o buenas prácticas en la formación de docentes 
aicle (aprendizaje integrado de contenidos y lenguas extranjeras), a fin de contribuir al 
diseño de una formación específica óptima para los profesores de aicle. Se ha llevado 
a cabo por medio del análisis de 39 documentos analizados, que presentan investi-
gaciones y prácticas provenientes de casi todos los países europeos, y que han sido 
obtenidos en Scopus, Educational Resources Information Centre (eric), ScienceDirect 
y en parte Google Scholar, por medio de búsquedas iniciales con el descriptor «clil 
teacher training» y un proceso de selección posterior.

El aicle es un enfoque complejo que involucra muchos aspectos que deben 
considerarse. Resulta tan atractivo para los estudiantes como exigente para los pro-
fesores, pues se centra en el alumno, con un gran uso de las tic y de las herramien-
tas en línea, y también por su implementación a través de una nueva pedagogía y 
asociado a unas estrategias de enseñanza innovadoras. Este es el punto de partida 
teórico de las diferentes acciones y políticas establecidas en los países para capacitar 
a docentes para aicle.

Sin embargo, los resultados, que orientan la capacitación de los futuros profe-
sores de aicle, subrayan la necesidad de formación inicial docente específica previa 
al ejercicio profesional, hasta ahora generalmente ignorada a favor de la formación 
permanente. Con respecto a esto último, de los interesados   se sugiere una actuali-
zación continua en el método aicle y en la investigación universitaria; mayor cola-
boración con colegas, especialmente la telecolaboración, que puede ser la respuesta 
a la necesidad de actualizar aicle y compartir buenas prácticas; por último, pero no 
menos importante, una mayor preparación pedagógica y gestión de las tic, porque 
aicle tiene como objetivo la innovación educativa en la escuela.

Palabras clave: aicle; formación docente; buenas prácticas; mejora educativa; 
actualización colaborativa.

1. introduction

1.1. What is clil?

clil was born in 1994 from cooperation between the Finnish University of 
Jyväskylä and the European Platform for Dutch education and it is so far highly 
recommended in the European context to achieve citizens’ multilingualism. David 
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Marsh, who firstly conceived clil, gave this definition of it: «clil refers to situations 
where subjects, or parts of subjects, are taught through a foreign language with 
dual-focussed aims, namely the learning of content, and the simultaneous learning 
of a foreign language» (in Biçaku, 2011: 3822). This is why European countries sug-
gest, or make compulsory, that non-linguistic subject teachers, alone or in teams, 
have to implement clil for different ages or schools, after linguistic and method-
ologic preparation. This training concerns so many aspects, being the same clil 
definition rather generic and considered an ‘umbrella’ term (van Kampen, Admiraal 
and Berry, 2016: 1), that the opportunities of both training and implementation are 
various, because of its ductility. And this variety might be a concrete way for teach-
ers to change the mainstream schooling and the evaluation of students, according 
to their necessary skills for their life, such as learning to learn, critical thinking, 
collaboration, linguistic and digital competences, and creativity.

1.2. Theoretical starting points for teachers training

Becoming a clil teacher, hence having the awareness that «clil teaching is not 
the sum of the characteristics of subject teaching and foreign language teaching 
put together» (Coonan, 2011: 4), has always been a difficult path, depending on its 
intrinsic nature of both language and content teaching and evaluation. Tradition-
ally, «teaching is typically organised using the “one teacher one language” or “one 
subject one language” approach», whilst the linguistic awareness into transversal 
and inclusive curricula can «provide more authentic learning geared towards real-
life situations» (European Commission Note, 2019: 24).

That is why an exhaustive pre-service training for teachers might be not 
enough without thinking of a long-life in-service one, because real-life situations 
constantly change over time, as well as the needs of students and classrooms (Dal-
ton-Puffer, 2011). Consequently, though clil is mainly a tool to achieve multilin-
gualism at all ages, teacher training should also consider how their students learn 
and be able to understand how to guide them step-by-step along their own path. 
Besides, it also has to take into account the importance today of the Information 
and Communication Technology (ict), so the adoption of the transmedia literacy, 
as the closer-to-student way to foster the participatory culture (González-Martínez, 
Serrat-Sellabona, Estebanell-Minguell, Rostan-Sánchez, and Esteban-Guitart, 2018).

Furthermore, a lack in interaction between researchers and teachers, or teach-
ers’ activities and European organization initiatives, is sometimes perceived (Czura 
and Papaja, 2013), whereas their cooperation might be the key for widespread clil 
implementation.
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1.3. From theory to practice: the frameworks for clil

How putting clil into practice and dealing with practical issues, such as the 
best starting age or the variables in embedding content and language and many 
others (e.g., Czura and Papaja, 2013), has been the object of many research studies, 
mainly linguistically aimed and especially from the departments of English Lan-
guage and Linguistics at European universities. Some of their well-known results 
are frameworks, which are the roots of the European teachers training content:

– The 4 C’s by Coyle (1999), the first and most widespread model for teachers, in order 
to plan bearing in mind the fields of Content-Cognition-Communication-Culture.

– The clil Pyramid, «a flexible planning tool that enables teachers to develop 
innovative materials based on the 4Cs-Framework» (Meyer, 2010: 11).

– The three-dimensional model (Ball, Kelly and Klegg, 2015) and its vari-
ous interactions among Concept-Procedure-Language, which aims to ease 
planning for teachers.

– The Language Triptych (Coyle, Hood, and Marsh, 2010), sometimes named 
«3 A’s tool» (Analyse, Add, Apply), whose adoption aims to underline dif-
ferent but interconnected language functions within the clil implementa-
tion (of, for, through learning).

All the above frameworks concern clil lesson planning. Furthermore, other 
research has suggested models for student evaluation, but relevant for planning 
tasks too, as the Mapping Pluriliteracies Development visual, elaborated by the Graz 
Group within a project of the European Centre for Modern Languages (ecMl). It aims 
to map the learner progressions in knowledge construction and meaning-making, 
other than in the foreign language, in the clil context (Meyer, Coyle, Halbach, Schuck 
and Ting, 2015). Also deserving to be cited here the locit (Lesson Observation 
Critical Incident Technique), by Aberdeen University (Coyle, 2013), whose process, 
although not specifically born for clil lessons, is quite often applied to them, in order 
to share successful learning processes in the classroom between teachers and stu-
dents, after the teachers’ evaluation of the strengths and weaknesses of the lessons.

Finally, in 2014 the «European Framework for clil Teachers Education» has 
been published online as the result of a project of the European Centre for Modern 
Languages of the Council of Europe (ecMl) (Marsh, Mehisto, Wolff and Frígols-
Martín, 2012). It «aims to provide a set of principles and ideas for designing clil 
professional development curricula» and «as a tool for reflection», so as a «model», 
not as «a prescriptive template», recognising significant differences about the clil 
implementation in the Council of Europe member states (p. 3). It firstly gives a 
picture of the target professional competences of a clil teacher and, on this basis, 
builds three modules for the teacher professional development (Approaching/
Implementing/Consolidating clil). It is to highlight that it was written after a Euro-
pean consultation and «an examination of teacher education learning and curricular 
needs in clil contexts» (p. 3).
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All these efforts are derived from the fact that clil implementation is highly 
recommended by the European Union (e.g., European Council, 2008; European 
Commission swd, 2018), because of its contribution to foster multilingualism for 
the European citizens. With this aim, clil involves non-linguistic subject teachers, 
to widen the opportunities of fl adoption. They, on the one hand, are often enthu-
siastic about this relatively new approach (Cinganotto, 2016), whilst on the other 
there is a large part of them who does not quite feel up to the task (Pérez Cañado, 
2016b), due to its complexity, which makes their initial training not exhaustive and 
with lacks to be filled.

2. research questions

Conscious that «there is a well-documented paucity of researches into the 
needs of teacher training for clil» (Pérez Cañado, 2016a: 6), this paper aims to 
check if primarily the clil stakeholders, as the researchers, in the literature under-
line lacks within clil training, as well as suggestions and relevant practices, related 
to the lacks, so as to evaluate pros and cons in the present teachers’ training imple-
mentation for future improvement of this approach.

In particular, we are going to answer to the questions underneath:

– How and in what fields are teachers trained so as to implement clil?
– What lacks in clil training do teachers and/or researchers perceive before, 

during and after their implementation?
– Have they any suggestions to improve clil training?

3. MethodoloGy

Following Okoli and Schabram (2010), it has been chosen to carry out a 
systematic literature review as «a systematic, explicit, and reproducible method 
for identifying, evaluating, and synthesizing the existing body of completed and 
recorded work produced by researchers, scholars, and practitioners» (p. 4).

In order to collect the qualitative data for this research, on May 29th 2019 the 
key words ‘clil teacher training’ were entered into three academic repositories, 
relevant for their results: Scopus (Elsevier), Educational Resources Information 
Centre (eric) and ScienceDirect (Elsevier). Google Scholar was added as a broad-
er-glimpse database, but with occurrences limited to the key words in the title, 
because the full results were more than 11.400. They each produced the number 
of references below:

– Scopus: 64
– eric: 44
– ScienceDirect: 119
– Google Scholar: 57
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After excluding book reviews, indices, summaries, books and conference 
proceedings, the selection of academic articles has been done by analysing the 
abstracts through the parameters: English or Spanish language, experience-based 
articles, centred on teacher training, including reports, proposals, qualitative and/
or quantitative analysis; European data collecting. The latter allowed us to include 
two reports from books about Slovakia and Hungary, countries otherwise not 
represented.

The final results have been so obtained by the repositories:

table 1 
References per repository (pr = peer reviewed)

scoPus eric sciencedirect
GooGle 
scholar

14/64; 2 also 
in eric; all Pr

17/44; 2 also in Scopus and 1 
in Google Scholar; 1 not Pr

4/119
7/57; 1 also in 
eric; 6 not Pr

Double references removed, the final 39 articles are primarily peer reviewed 
(only 6 are not, but are included for their experiential relevance) and focus on all 
different fields (Preschool, Primary, Secondary, University) and areas (Pre-service, 
In-service teachers; students) of the teacher training.

With regard to the location, nearly the entire Europe is hereby represented, 
although Spain holds by now «the greatest number of investigations into the topic 
under scrutiny» (Pérez Cañado, 2016a: 3), as it appears from the majority of our 
results.

They have been so scheduled:
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table 2 
Data sheet of the selected papers

author database field area location tyPe of article

1 Aiello et 
al. (2017)

s Secondary In-service 
linguistic training

Italy Reflection and mixed 
data analysis (survey 

and observation)

2 Alcaraz-
Mármol (2018)

e Primary In-service survey Spain, Murcia Mixed data analysis 
(survey)

3 Bueno-
Alastuey et 
al. (2018)

s Primary 
and 

Preschool

Pre-service 
training, ictfor clil

Spain, Navarra 
and Alcalà

Mixed data analysis 
(questionnaires, 

transcriptions, written 
reflections)

4 Campillo 
et a. (2019)

e Primary In-service 
perspectives

Spain, Murcia Mixed data analysis 
(questionnaires and 
discussion forum)

5 Carrió-Pastor 
and Romero 

Forteza

e (not Pr) University Online in-service 
training

Spain, Valencia Qualitative data analysis 
(questionnaires, online 
University platform)

6 Cenoz (2013) e Generic clil Pedagogy/
perspectives 

Austria, Finland, 
Germany, Italy, 
the Netherlands, 
Poland, Spain, 

Sweden, and uk

Reflection

7 Chaieberras 
and Rascón-

Moreno (2018)

e Secondary Students 
perspective

Spain, Madrid Qualitative data analysis 
(questionnaires, 

interviews)

8 Cinganotto 
(2016)

e (not Pr) All levels Pre-/In-service 
online training/ict

Italy Report

9 Cinganotto 
(2017)

s All levels In-service 
training, ict

Italy Discussion and report

10 De Santo and 
De Meo (2016)

s Secondary In-service 
training, ict

Italy Report

11 Durán-
Martínez and 

Beltrán-Llavador 
(2016)

s Primary 
and 

Secondary

In-service 
perspectives

Spain, Castile 
and Leon

Report and mixed 
data analysis (forum 

observations and 
monitoring checklist)

12 Favilli et 
al. (2013)

e Primary 
and 

Secondary

In-service eMi 
training/linguistics

Italy Qualitative data analysis 
(questionnaire)

13 Fernández 
Costales and 

Lahuerta 
Martínez C. 

(2014)

scd All levels Pre-/In-service Spain, Oviedo Reflection

14 García-
Esteban et 
al. (2019)

e Primary Pre-service 
training, ict

Spain, Alcalá 
and Navarra

Mixed data analysis 
(questionnaires, self-
evaluation essays)
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author database field area location tyPe of article

15 Gierlinger 
(2015)

se Secondary In-service 
linguistics

Austria Qualitative data 
analysis (interviews, 

observations, reflections)

16 González 
Davies (2016)

G (not Pr) All levels Pre-/In-service 
clil Pedagogy/
perspectives 

Spain, Barcelona Report

17 Gutiérrez 
Almarza et 
al. (2012)

eG Primary Pre-/In-service uk, Nottingham, 
Spain, Salamanca

Report

18 Hodaňová 
and Laitochová 

(2015)

scd All levels Pre-service/ict Czech Republic Report

19 Jauregi 
and Melchor-
Couto (2017)

e (not Pr) Secondary Pre-/In-service ict Belgium, France, 
Germany, the 
Netherlands, 
Spain, and uk

Report and mixed 
data analysis (survey, 

interviews)

20 Jerez 
Montoya (2016)

G Primary 
and 

Secondary

In-service/ict Spain, Andalusia Qualitative data analysis 
(questionnaire)

21 Lancaster 
(2016)

e Secondary Stakeholders 
perspective

Spain, Jaen Mixed data analysis 
(questionnaires)

22 Lucietto and 
Rasom (2011)

scd Primary In-service 
perspectives

Italy, Alto Adige/
Sud Tirol

Report

23 Marti and 
Portolés (2019)

e Primary Pre-service or 
initial teacher 

training

Spain, Valencia Qualitative data 
analysis (argumentative 

essays, tests)

24 Martín del 
Pozo (2017)

s All levels In-service eMi 
training

Spain Proposal 

25 Melara 
Gutiérrez and 

González 
López (2016)

s Primary In-service 
perspectives

Spain, Andalusia 
(Cordoba)

Qualitative data 
analysis (lr, group of 
discussion, experts’ 
group) and proposal

26 Milla Lara 
and Casas 

Pedrosa (2018)

s Primary 
and 

Secondary

In-service 
perspectives

Spain, Andalusia
(4 provinces)

Qualitative data analysis 
(questionnaires, 

interviews)

27 Moore 
and Dooly 

(2010)

se Primary Pre-service 
linguistics

Spain, Catalonia Qualitative data analysis 
(observation, multimodal 

transcription)

28 Nightingale 
and Safont 

(2019)

e Primary In-service 
linguistic 

observation

Spain, Castellón Qualitative data 
analysis (observation)

29 Oattes et 
al. (2018)

scd Secondary In-service 
perspectives

The Netherlands Mixed data analysis 
(questionnaires, 

interviews)
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author database field area location tyPe of article

30 O’Dowd 
(2018)

s University In-service eMi 
training

70 European 
Universities

Mixed data analysis 
(survey)

31 Pérez Cañado 
(2016a)

s Primary 
and 

Secondary

In-service 
perspectives

Europe, in 
particular Spain

Mixed data analysis 
(questionnaires)

32 Pérez Cañado 
(2016b)

s Primary 
and 

Secondary

Pre/In-service 
perspectives

Europe, in 
particular Spain

Mixed data analysis 
(questionnaires)

33 Pérez Cañado 
(2018a)

G Primary 
and 

Secondary

In-service clil 
competencies

Spain and 
general overview

Proposal

34 Pérez Cañado 
(2018b)

s Primary 
and 

Secondary

Stakeholders 
perspective

Europe, in 
particular 

Spain (Madrid, 
Andalusia, 

Extremadura, 
Canary Islands)

Mixed data analysis 
(questionnaires, 

interviews)

35 Pokrivčáková 
(2015)

G (not Pr) Primary 
and 

Secondary

Pre-/In-service Slovakia Report

36 Rea Rizzo 
and Carbajosa 
Palmero (2014)

G University Stakeholders 
perspectives

Spain, Cartagena Report

37 Reitbauer 
et al. (2018)

e All levels In-service training Austria Reflection and report

38 San Isidro 
and Lasagabaster 

(2019)

e Secondary In-service 
perspectives

Spain, Galicia Qualitative data 
analysis (interviews)

39 Trentinné-
Benkő (2016)

G (not Pr) Primary 
and 

Preschool

Pre-/In-service Hungary Report

Legenda: E = Eric, G = Google Scholar, S = Scopus, ScD = ScienceDirect, PR = Peer Reviewed, EMI = English-
Medium Instruction, LR = Literature Review.

From the analysis of the data and in order to code them through a Word text-
grid, eleven macro-concepts in clil teacher training emerged as lacks and sixteen 
as related needs and/or good practices, which are reported as results of this paper 
(4.2 and 4.3). Finally, the coded results have been crossed and analysed to obtain 
relationships among lacks and suggestions (emerged also as good practices), the 
fields and the areas.
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4. results

The first consideration is that the location is not relevant, apart from the afore-
mentioned importance of the clil research in Spain. Indeed, fields of training, lacks 
and suggestions are similar whenever clil is trained and implemented, thanks to 
the concerning European top-down policy since its adoption. This is an important 
point, because the resulting data might be assumed whenever valid.

4.1. Fields and paths in teachers’ training

The answer to how teacher training is implemented implies the way through 
which it was done; hence, whether in their attendance (and at what site) or online 
(and from who or what institution).

The results from 30 of the collected articles (9 of them do not specify the loca-
tion) show that this training is almost completely set at University (approximately 
65 %), due to its prerogative to certify teachers’ acquisition of clil and where 
the main fields of teacher training concern: fls (88 %), in particular English and 
rarely minority languages; clil methodology (80 %), referring to its multiple-focus 
approach and the scaffolding role of teachers; Linguistics (60 %); clil fundamentals 
(56 %), namely its history, definitions and diverse opportunities to be implemented 
(as hard or soft, content or language centred, etc.); strategies for clil (52 %), like 
task-based and input approach, flipped classroom, cooperative learning; icts and 
online tools (40 %); Pedagogy for clil (32 %), as socio-constructivism or bilingual 
Education; evaluation (20 %); and materials’ development (16 %).

For the most part, there are only in-presence training and updating, or spe-
cialisation courses, for in-service teachers (52 %), 32 % for both pre- and in-service, 
and rarely only for pre-service (16 %), through specific Degree or Master programs 
(almost all in Spain). Trainers can be lecturers or clil experts, often from British 
Council, with English considered as a lingua franca, therefore the most taught. 
Universities also provide a few online clil courses, offering telecollaboration and 
blended modality, other than training materials, tools, networks for collaborative 
learning and sharing of practices. Sometimes they have successfully collaborated with 
other institutions, such as Official School of Languages and the Educational Depart-
ments (Spain), Teachers’ Associations, and kie (Hungary). Other institutions, whether 
collaborating or not with Universities, like indire (Italy), eTwinning, evo (Electronic 
Village Online), tesol International Association, the Trinity College and Cambridge, 
have supported primarily the fl language acquisition for clil teachers and also the 
widespread diffusion and sharing of good practices, materials and tools.

4.2. Lacks

With regard to the second question of this paper, teachers and researchers 
highlight the following lacks:
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I. Foreign language (fl) competence
II. Instructional/planning problems
III. Prior clil training, experience or knowledge
IV. Availability/management of icts
V. Knowledge in language acquisition
VI. Motivation
VII. Teachers’ lack of time
VIII. clil specific materials
IX. Support/cooperation from educational authorities or among colleagues
X. Pedagogical/educational preparation, as in integration
XI. Language awareness

The number has not been assigned to lacks by order of importance, but simply 
as gradually emerging from the analysis of the documents.

The labels we attributed to each lack, as macro-concepts including different 
aspects, are according to what the authors conceptually highlight, often using pre-
cisely our same definition. Hence, we put, for instance, under fl competence (lack 
i), diverse aspects, like fluency and lack of lexical resources. But the resulting more 
various lacks within the references are: ix, due to the fact that it is marked the aspect 
of collaboration both at school and between schools and educational authorities, 
which foster the former; and x, because pedagogical preparation involves many 
aspects, such as evidence-based research, educational strategies, consideration to 
students’ cognitive and intercultural development and many others.

The graphic below shows the references of each lack, so as to determine their 
perceived order of importance:

GraPhic 1 
References per lack

 
Graphic 1. References per lack. 

 

If only pre-service is considered (bearing in mind that only 

four papers exclusively address it), there are mentioned lacks I, 

II, IV, V and X, with a particular attention to II and X, which 

marks the need of learner-centred and collaborative 

methodologies acquisition. 

4.3 Suggestions and good practices 

In this section, there are listed suggestions and good practices 
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If only pre-service is considered (bearing in mind that only four papers ex-
clusively address it), there are mentioned lacks i, ii, iv, v and x, with a particular 
attention to ii and x, which marks the need of learner-centred and collaborative 
methodologies acquisition.

4.3. Suggestions and good practices

In this section, there are listed suggestions and good practices highlighted by 
the authors. Within parenthesis, we show first their whole number of occurrences, 
namely the sum of any occurrence reported by the authors as suggestions/good 
practices; whilst the second number is the sum of suggestions/good practices only 
given as answers to precise lacks:

a. Foreign language courses/updating (26/25)
b. Language acquisition strategies (codeswitching; negotiation of codes, gen-

res, discourse, etc.; translanguaging) (34/31)
c. clil methodological training/courses/experts (69/67)
d. Pedagogical-Educational updating/training (64/61)
e. Inclusion of icts and online tools (48/43)
f. Sharing practices and knowledge (29/26)
g. Language awareness focus (22/21)
h. Collaborative learning/practices (50/45)
i. Learning to Learn and Life-long learning (14/11)
j. Mobility exchanges (6/6)
k. Cooperation with authorities/University (26/26)
l. Multimodal/cross-curricular teaching (20/18)
m. Different students’ evaluation than the mainstream (14/13)
n. Training in planning/building specific materials (24/23)
o. fl lecturers support (5/4)
p. Experiential learning (8/6)

It is here valid the same clarification on our labels and order in the list, 
reported above about lacks (4.2).

They refer to each lack as in the table below:
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table 3 
Relations between lacks and suggestions/good practices in terms of occurrences 

(stressed in black highest values over 10, in grey highest under 10)
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(I) Foreign 
language 

competence
13 8 9 2 0 0 5 1 1 3 4 0 0 0 1 0

(II) Instructional 
problems

1 3 8 11 5 2 5 7 0 0 3 4 4 3 1 1

(III) Prior clil 
training knowledge

4 3 23 7 6 8 2 1 2 1 6 4 0 3 0 2

(IV) Digital 
competence

0 0 2 5 12 1 0 4 3 0 1 2 0 2 0 0

(V) Knowledge 
in language 
acquisition

3 9 7 0 1 0 3 0 0 0 0 0 0 1 1 0

(VI) Motivation 3 9 1 1 3 1 2 1 0 1 0 1 1 0 0 0

(VII) Teachers’ time 0 0 0 1 2 3 0 7 0 0 1 0 0 1 0 0

(VIII) clil specific 
materials

1 1 4 4 6 3 0 5 1 0 2 2 5 7 0 0

(IX) Support/
cooperation 

0 0 7 1 2 6 0 13 0 1 7 2 1 2 0 0

(X) Pedagogical 
preparation

1 2 3 25 7 2 2 5 4 0 1 4 3 4 1 1

(XI) Language 
awareness

1 4 1 4 0 0 4 1 0 0 0 0 0 0 0 1

It is to underline that the same suggestion could be given by the authors for 
more than one lack at the same time, which determine the differences between the 
number of occurrences per lack and what is reported in the table.

These results firstly show the main focus of attention by the authors and 
stakeholders on filling the Pedagogical-Educational, as well as the specific clil 
preparation lacks through further training. Secondly, fl updating and Collaborative 
practices are seen as important, both as lacks and as suggestions, but not as the 
training on generically educational and specifically clil strategies. It also appears 
that the lack of motivation could be solved by further competence in fl acquisition. 
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Finally, the common feeling among clil teachers of not having enough time, both in 
general and to manage clil specific materials, are not pointed out here as relevant.

As far as pre-service is concerned, the results are reported below:

table 4 
Relations between pre-service lacks and suggestions/good practices in terms 

 of occurrences (stressed in grey the highest value)
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(I) Foreign language competence 0 2 0 0 0 1 1 0

(II) Instructional problems 0 2 1 2 1 1 1 1

(IV) Digital competence 0 0 2 2 1 0 1 0

(V) Knowledge in language acquisition 1 0 0 0 0 1 0 0

(X) Pedagogical preparation 0 0 6 2 1 0 1 0

The paucity of occurrences does not allow for considering these pre-service 
results as significant, but emphasis is placed on the importance of pedagogical 
training and it is given a different answer from in-service to lack ii (Instructional/
planning problems).

For in-service teachers it is first suggested Pedagogical preparation, then clil 
training and Collaborative practices, to fill it; for pre-service ones clil training and 
icts are mainly cited.

5. discussion and conclusions

The aim of the present paper is to examine and analyse qualitative European 
data about the implementation of the clil teachers’ training, in order to highlight 
lacks and provide suggestions to improve it.

It clearly emerges that it is not yet considered highly important to provide 
clil training to pre-service teachers at University, in order to certify their method-
ological competences, apart from in Spain. This is a relevant point, because this 
approach concerns many educational aspects to acquire (see 4.1), which are per-
ceived as the main lacks when the preparation for clil happens later (in order of 
importance: Prior clil training, experience or knowledge; Pedagogical/educational 
preparation, as in integration; and Instructional/planning problems).

The big effort to train teachers in fls and Linguistics make them perceive this 
field not as defective as others, at least among teachers with a certain experience 
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with clil (Pérez Cañado, 2018b): we can so affirm that the way to multilingualism 
is focused within clil trainers and researchers, such as the low percentage of refer-
ences for lack of language awareness could indicate. But are teachers aware of the 
importance of language awareness, so as to promote it through clil? The European 
Union highlights it as a point to improve (Council of the European Union, 2019), 
so it would be better to take it into account in any case within clil teacher training.

The last here resulting fields of training (icts and online tools, Pedagogy for 
clil, Evaluation and Materials’ development) are essential for proper clil imple-
mentation and in particular to finally achieve a major change in teaching, expressly 
required by the European Directives, starting from the White Paper (European 
Commission, 1995). Indeed, pedagogical preparation and the instructional/plan-
ning issue (including evaluation and materials’ development) result as the second 
and third lacks perceived. It might be so crucial, in training clil teachers, starting to 
consider essential their adequate pedagogical competence, definitely student-cen-
tered and not only rearranged through what they know, but putting as first the 
evaluation of students’ pathways to the achievement of skills and competences for 
their life. This necessarily implies deep collaboration in their classrooms among all 
the participants to the students’ education, as a community of teaching and learn-
ing, which is founded on common Learning by doing, in which icts should be 
massively present, due to their strong involvement in the learning reality especially 
of students. And the reason why the above four resulting fields of training are the 
last is to deeply further investigate, given that their importance for schooling, not 
only in clil training.

Prior clil training, experience or knowledge is the first lack for importance, 
though any clil teacher has previously attended specific methodological courses. 
It highlights the needs for continuous updating, both of methods and linguisti-
cally, and of environments, mainly online of teachers’ communities, for sharing 
experiences and good practices, as this research shows. It also emerges that the 
collaborative approach is seen as highly relevant for clil training and, summing its 
percentual with the sharing of practices, which can be another way to collaborate, 
it is perceived as the second macro-suggestion (79 occurrences, including f and h), 
after the linguistic one (87 occurrences, including a, b, g, o). Particularly, telecol-
laboration is seen as an engaging way both for training and for sharing experiences 
among teachers, because it fosters especially the competencies of Learning by 
Doing and Lifelong Learning and it can be useful to improve planning and instruc-
tional needs. It recalls the Transformative Pedagogy, experience-based and aiming 
at a higher reflection of practices (Infante, Benvenuto and Lastrucci, 2009), which 
should be further researched in this field.

Surprisingly, mobilities are scarcely adopted, though the support of European 
projects such as Erasmus+, but they could be an effective path for teachers to 
achieve the multilingualism and create personal networks for clil collaborative 
environments. In Spain there are micro-sharing environments created through 
successful in-house clil training at school: it provides for Spanish before-trained 
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teachers as trainers of colleagues and with the support of associations of teach-
ers, which promote cross-curricular teaching (Fernández Costales and Lahuerta 
Martínez, 2014). Undoubtedly, the clil approach demands collaborative practices 
and requires support from educational authorities and collaboration among teach-
ers, which is perceived as another aspect to improve; but it is also to highlight that 
its implementation, if it is not a lip-service, thanks to this multi-collaboration (Pérez 
Cañado, 2018a), almost withdraws the lacks of motivation and of time for teachers. 
The latter is determined especially by having to accurately plan the interventions 
(objectives, strategies, fl level, materials and tools, tasks, and rubrics to evaluate). 
And the same collaborative practices, with the use of icts, are seen as answers to 
the lack of clil specific materials, after a specific training.

Regarding icts, it is finally to underline another result: although the manage-
ment of them is not perceived as a relevant lack, the inclusion of icts and online 
tools is included as a suggestion for any lack, apart from specifically the fl compe-
tence and the pedagogical preparation. Does the main and in-presence University 
training in these fields influence this result? Or do teachers consider them as a 
prerogative of theoretical experts? It could be opportune answering these ques-
tions, at the moment open and to be verified in the field. But it might be too that 
they are felt as strong lacks due to not being improved by collaborative practices 
and information on clil research (Pérez Cañado, 2018b), in particular about peda-
gogical strategies. Nevertheless, the clil approach takes so many advantages from 
icts that important worldwide experiences of online teacher training have been 
successfully provided from Italy by evo-tesol (Cinganotto, 2016); by eTwinning 
and indire, always international and from Italy for a Learning Event (Cinganotto, 
2017); through an Erasmus+ project of telecollaboration involving Belgium, France, 
Germany, the Netherlands, Spain, and uk (Jauregi and Melchor-Couto, 2017); as 
e-learning at ‘Orientale’ University for their trainees in Italy, through blended 
courses (De Santo and De Meo, 2016); and in Spain, through online clil courses 
(Carrió-Pastor and Forteza, 2019) and telecollaboration (Bueno-Alastuey, Villarreal 
and García-Esteban, 2018; García-Esteban, Villarreal and Bueno-Alastuey, 2019).

To conclude, it results that clil teachers training shows in all of Europe, on the 
one hand, precise lacks, but, on the other, many good practices and suggestions to 
be widespread and implemented. Indeed, the stakeholders, especially teachers, as 
well as researchers are highly concerned with the improvement of this approach, 
especially soliciting collaborative practices and sharing of experiences, in particu-
lar through online communities. Besides, pre-service training should clearly to be 
increased at University, so as to prevent instructional lacks above all, but also to 
found teachers’ experiential Lifelong learning.

We hope for continued and deeper cooperation among clil researchers and 
teachers, in order to consider their results as the basis of cutting-edge schooling, 
according to eu policy.
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