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1. Introduction

We are living in a connected world. Networking le tkey to success and money and there
have been numerous inventions and innovations wénttance and promote what is called
‘globalisation’. In order to give 503 billion Eurepns one single strong voice in the dialogue
with the rest of the world, the European Union watablished on European soil and consists
now of 28 member statesNaturally, when such a huge number of individuaiie in their
business and trade activities, there are lingyistittural and religious differences. Culture
and religion are not the topic of this paper, lamguages is and in that respect the members of
the European Union developed a strategy. In 2088, Buropean Commission issued its
second communication on multilingualism, renewing 2005 Commission communicatién
new framework strategy for multilingualisnin the 2008 Commission communication
Multilingualism: an asset for Europe and a shareshmenitmenit becomes clear that Europe
as a multilingual conglomerate yields advantagewelkas difficulties. Trying to overcome
obstacles and to avoid miscommunication, the dootisteongly promotes a positive view on
multilingualism and emphasises its advantages. Lagegs can act as doors which may open
up new worlds and ways of thinking and no Europedizen must be kept from such an
experience. The European ideal is a union of watietwhich multilingualism has a major
role and in which citizens are encouraged to leforeign languages (cf. European
Commission 2008: 3-4). The communication clearytest that the member states of the
European Union are invited to provide their citizemth facilities where they can study the

national language(s) and in addition to that tweifgn languages (cf. ibid: 12).

International exchange, work mobility and employibiare fields in which bi- and
multilingualism are prerequisites. In order to lieato compete on the global marketplace,
EU citizens must be able to speak foreign langudgesuropean Commission 2012a: 5).
According to the ‘Eurobarometer 2012’, almost 85%Enropeans agree with this view,
stating that EU citizens should be able to spedkast one foreign language (cf. European
Commission 2012b: 8). Which foreign language thheud preferably be seems clear -
approximately two thirds think that English is ooiethe most advantageous languages (cf.
ibid.: 7). This perception of English is reflectedactual language practice — English is the
most widely spoken foreign language in the entueogean Union with a percentage of 38%
(cf. ibid.: 5) and it is most widespread as a fgnelanguage in 19 out of 25 member states

examined (cf. ibid.: 6).

IAll information about the European Union is takeoni http:/europa.eu



This clear evidence seems to suggest that for@iggulages, especially English, should be
made accessible to Europeans at a very early stagferably in primary education already.
Furthermore, in order to reach an advanced compgetewel in a foreign language, the EFL
(English as a Foreign Language) lessons may noéermeigh. Apparently, more intense
exposure to foreign languages is necessary andrgzsiall over Europe started to put this
into practice by introducing the English languagesiibject lessons. We have come to know
this teaching concept under the name of CLIL (Contand Language Integrated Learning)
and so far it seems to enjoy popularity. Unlike teaching in international schools and in
separate English trackes, CLIL is now used inyales of primary, lower and upper secondary
schools and complements the teaching in the ndtlanguage. Subjects in which CLIL is
used are sometimes taught in the foreign languagesvely; but are most frequently made
up of multilingual sessions and employ bilinguarieng material (cf. Abendroth-Timmer
2007). And since additional language exposure detsif the EFL classroom contributes
strongly to a positive learning outcome (cf. Gimeta@l. 2010), CLIL has become a teaching
instrument which is strongly supported by the EespUnion and which is included in the
educational roadmap (cf. European Commission 2012): The Commission advises
member states to include foreign language instndt content subjects in order to improve
language learning and teaching and to make it mibeetive (cf. ibid.: 2). CLIL is believed to
not only increase the language exposure, but alstest motivation, because it succeeds in

connecting language learning with relevant topagsilid.: 18).

Austria follows the European trend and employs Chditionwide in various school types and
on different levels. Recently, the concept wascddfly included in the curriculum for upper
secondary technical colleges (H6here technischeabskalten — HTLs), which makes CLIL
now part of Austrian educational law (cf. BGBI-HIAusgegeben am 7. September 2011- Nr.
300, 3). The purpose of educational policy is obslg to achieve the best outcome and in
terms of languages the highest competence levalilgesBut all innovation and regulation
will not be effective if the stakeholders concermgdnot approve of the measurements. The
stakeholders under examination in this paper aesthdents in a particular upper secondary
technical college and the parameter of approvensenbtivation. First of all, Gardner (1979,
2010) asserts that motivation is a factor whicbrggty influences language achievement and
must thus be considered in order to guarantee ssigodearning and teaching. Furthermore,
the degree of motivation is an indicator for thalgy of teaching, which is the main concern
of educational law makers. High task motivationlikely to lead to a positive learning

outcome, while low task motivation might hinder peo learning (cf. Dornyei 2013).
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Therefore, the focus of the present MA thesis dieshe question of which attitudes Austrian

pupils hold towards learning English and whethetlCActs as a motivational boost.

In order to find out more about learner attitudes atudent motivation, a field study was
carried out in an Austrian upper secondary tectrmichege (HTL). The 119 participants of
the study were between 16 and 18 years old andaréged into the following three reference

groups:

« 4™ form CLIL group (17-18 years old): This group dfidents was the first to be
affected by the new curriculum, which means thaythave officially been taught in
CLIL the previous year.

« 39 form CLIL group (16-17 years old): This group justarted CLIL lessons,
according to the national curriculum. The focusexamination naturally lies on

expectancies of CLIL.

* EAA group (16-18 years old): This group consistsvad classes, one from level three
and one from level four. What unifies them is thath are classes from the English
track, which means that they have English as a umedif instruction (Englisch als
Arbeitssprache — EAA) in almost all subjects andaomuch wider scale than the

CLIL groups described above.

The employed questionnaire is based on modifiedivatdnal concepts by Ddérnyei and

Taguchi (2010), Clément; Dornyei and Noels (19%els; Pelletier; Clément and Vallerand
(2000), Deci and Ryan (2002) and Gardner (19790R00he study aims at capturing student
motivation in environments in which English is usasllanguage of instruction. Motivation

and attitudes towards learning English are momitaneorder to find out whether there is a
difference between classes in which CLIL was nemgoduced in the third form and classes
that belong to the general English track. Otheeetspto clarify are whether experience and
expectancies of CLIL in the fourth and third formsitch and whether CLIL affects content

motivation.

The first part of the present thesis deals witliedént motivational concepts and theories
which are relevant for the following field study.olvation is examined from different
disciplines and angles in order to provide an oesev\of the complexity of the matter. Special
attention is paid to Gardner's (1979, 2010) SoaggedRological and Socio-Educational
concepts and to the Socio-Dynamic perspective byn{a and Taguchi (2010). Another
focus lies on the classic and broadly known distmc between intrinsic and extrinsic



motivation (Noels et al. 2000) and its further exzation by Deci and Ryan (2002) within

their Organismic Integration theory.

In the second part, the teaching concept of CLIexamined in detail. As a first step in this
section, the bases of CLIL are mentioned, includasgumptions from second language
acquisition, discourse analysis and language tagolwhich have paved the way for CLIL.

Secondly, the concept behind Content and Languagggriated Learning is explained and
political dimensions are explored, before gettm@t IL practice in Austria.

In the final part of the thesis, the field study peesented in detail. Considerations for

designing and conducting the questionnaires, thegoiure and finally the results are treated.

For policy makers, such as the Commission of th@g@an Union and the Austrian ministry
of education, it is important to get feedback oe #tceptance of employed measurements.
This is why the present study seeks to providermétion on student motivation in CLIL and

ideally consequently serves as a thought-provokimlse.

2. Motivation

The origin of the English word ‘motivation’ lies ibatin wheremoveremeans ‘to move'.
Basically, motivation defines the concept by whpeople are willing to progress; to take an
effort in order to achieve some pre-set goal. Ihas such a clear notion as it might seem,
however, and researchers have disputed abouttiteenand its composition over the last two
centuries. There was even a point in time when Ahgerican Psychology Association
envisaged deleting the word ‘motivation’ from thedatabase Psychological Abstracts,
because they felt that the concept was too broddcanld not be defined clearly enough (cf.
Doérnyei & Ushioda 2011: 3). However, there has gsvheen consensus about the fact that
there is a difference in the feelings and emotiwing motivated in contrast to an unmotivated
individual (cf. Masgoret & Gardner 2003: 128), adis researchers have continued their

work.

Today global English and globalisation are notiengh which we are familiar and which
have substantial influence on educational policiesjguage didactics and students’
motivation. Ushioda (2013: 2) reasons that “thébglamportance ascribed to English might
lead us to assume that the need to learn Englishgeestionable, and that therefore student
motivation is not really a problem”. But in realitye see that not all students are equally

motivated, or not motivated at all, to study Enghghich is why motivational issues are high



on the national and international educational agen@overnments and researchers invest big

amounts of money into motivation research to stihese problems (cf. Ushioda 2013).

Motivation research is, just like human motivatessuch, a very complex issue and there is
no universally valid theory to it. Rather, there different approaches and viewpoints which
researchers have investigated and elaborated. Hewooe of the later discussed models
claims to be comprehensive, but each is an attémngplain parts of what the complexity of
motivation can mean. To give the reader a firstrgspion on what motivation may mean and
how broadly it is defined, this chapter is openethwWlenezes De Oliveira E Paiva’s (2011:
63) view on motivation, before turning to a few mational theories in more detalil:

| view motivation as a dynamic force involving salciaffective and cognitive

factors manifested in desire, attitudes, expectafionterests, needs, values,

pleasure and efforts. It is not something fixedd]araries over a period of time

or over stages along the acquisition process. [lJt.J a necessary condition
for autonomy.

2.1. Attribution theory
One of the most widely known theories about motbrats called ‘Attribution theory’. As

Dornyei and Ushioda (2011: 15) state, Attributibedry is “one of the few cognitive models
of motivation to integrate emotions”. The model hdesseloped out of people’s wish to
understand why events have happened. The basishimh vt is founded is the assumption
that the causal attributions people draw from paire or success, have an effect on future
achievement. Bernard Weiner (1980), one of the rdafenders of this approach, emphasises
the influence which past experiences have on fusurzess or failure and consequently on
motivation. The core of this theory is that caus#ifributions influence emotions and
expectations which in turn determine performanceingt (1980) explains that people come
up with causality in their effort to explain why gtaevents happened the way they did.
However, causality is not a matter of perceptidnjsia construct of the mind. Causal
correlations are used to explain the past as weilb gpredict the future. Thus, he differentiates
between internal and external attributions in tewhsnotivation and further success. For
example, if the learner thinks that they faileddese of lack of ability (external), they are not
likely to take the challenge again. However, ifythikink that they failed because of lack of
effort (internal), they might give it another tiyornyei and Ushioda (2011: 15) confirm that
“[p]ast failure that is ascribed to stable and umodllable factors such as low ability [...]
hinders future achievement behaviour more tharuriilthat is ascribed to unstable and

controllable features”.



Closely connected to Attribution theory — and thneated as a sub-category — is the theory of
the Possible Selves which sees the ‘self’ as tperencer of one’s emotions and impressions.
Strahan and Wilson (2005), who are researcherselfitteory, confirm that the past
influences the way people see their present amdthdésr future selves. This perception of the
self depends on how as well as on what exactly teayember; for example motivation is
higher when people believe that they can re-expeeiex positive past event. According to
Strahan and Wilson (2005: 4) the key to an optimistture achievement is to focus on — and
in a certain way relive — a superior past self. iHgwonducted a study amongst university
students, they found that those who felt that thast success was relevant and important to
their present-selves, were motivated about therdutwhereas those who did not re-
experience their past glories, did not expect thenmfluence their future-selves. They thus
showed that “past selves can have an impact onlgisogonstructions of possible future
selves; but only when past selves are experienocadly and perhaps incorporated into
present identity” (Strahan & Wilson 2005: 4).

Research in Attribution theory and the theory of ®ossible Selves continued and lead to
what is called the Temporal Self-Appraisal theavipjch assumes that people naturally tend
to think positively about themselves. Strahan andsd (2005: 5) explain that people’s
sympathy with themselves results from an evaluatibthe past which preserves or boosts
their self-respect. Usually, people achieve thisitpee attitude towards their current-selves by
criticising the long-past self and praising theergty-past self, “because psychologically
close selves and events still have direct implicetifor current identity whereas distant selves
are no longer included in current self and may betrasted instead” (Strahan & Wilson
2005: 6).

2.2. Expectancy-Value theory
Expectancy-Value theory assumes that motivatiorsists of two isolated factors which,

when multiplied with each other, determine the tgbanotivation: “expectancy of success”

and “value” (Dornyei & Ushioda 2011: 13). “[E]xpecicy of success” is a notion which

consists of the following two subitems: firstly, means the degree to which an individual
expects to be successful with a task and seconhdlgfines the nature of the rewards they
hope to get. The factor “value” refers to the intpoce an individual assigns to a successful
completion of the task as well as to the final nelv&imply put, this theory assumes that a
learner’s motivation, persistence and successiloréadepend on what they are expecting to

achieve on a task and on how much they value Hieitself.



According to Dornyei and Ushioda (2011: 15), thare three different procedures which
influence people’'s expectancy of success: “proogssine’s past experiences” (cf. 2.1.
Attribution theory), “judging one’s own abilitieshxd competence (Self-Efficacy theory)” and

“attempting to maintain one’s self-esteem (Self-Wdheory)”.

In connection with Self-Efficacy theory, ‘Judgingais own abilities and competence’ refers
to an individual’'s capability to determine theirrgenal strengths, which will consequently
influence the type of activities they will choosethe first place, how much effort they are
willing to put into them and how persistent theyiwe. Evaluating their abilities is thus what
determines how self-efficient learners can be. Regpo have a feeling of low self-efficacy
will regard a difficult task as a peril and insteafl focusing on how to overcome the
challenges, get lost in their personal obstaclesimartheir feeling of inferiority and inability.
In contrast to this, people with a “strong senseftitacy” have an enhanced “achievement
behaviour [...], approach threatening situations vatimfidence [...], maintain a task [and]
heighten and sustain effort in the face of failuf@drnyei & Ushioda 2011: 16).

A key aspect about Self-Efficacy beliefs is thagyttare not directly related to actual ability
and competence (Dornyei & Ushioda 2011: 16). Tlsospetimes people who actually have
tremendous potential believe their self-efficacyplow due to negative feedback, low self-

esteem or other environmental influences.

The third mechanism which may influence people’sestancy of success is the concept of
Self-Worth. This theory is based on the assumptlmat people are highly interested in
maintaining a sense of self-value, especially wiaeed with bad feedback, competitions or
lack of success. To some extent, a connection eairdwn here to Temporal Self-Appraisal
theory (cf. 2.1.2). Cases are reported in whichppealeliberately choose not to exert an
activity properly because of immense fear to falus, in case they actually fail, they can
blame it on lack of effort rather than on lack obiligy. Naturally, an individual’'s perception
of ability and competence for motivation is centi@lthis theory (cf. Dornyei & Ushioda
2011: 17).

An important representative of the Expectancy-Vaheory is John Atkinson (cf. Atkinson &
Raynor 1974) with his “achievement motivation th&orTo the above mentioned
motivational factors ‘expectancy of success’ aralue’ he adds “need for achievement” and
“fear of failure”. The difference between the twoncepts is merely that the first is
characteristic of a person who strives for excelleand success for its own sake, while the

latter is typical for somebody who makes an efiororder to avoid negative consequences.



However, as is typical for real-life situations,ethwo characteristics are not mutually

exclusive.

2.3. The Motivational Model
Another approach to the concept of motivation & $b-called Motivational Model (cf. Deci

& Ryan 2002). It assumes that motivation can benémt either within a human being or from

external influences and that personality traitseham influence on this source of motivation.
Furthermore the model believes that people arenswiously motivated by basic needs and
that pursuing realistic and positive goals will bBbaotivation. It is based on the following

sub-assumptions: Cognitive Evaluation theory, Baseds theory, Organismic Integration
theory, Causality Orientations theory and finallgddband Ryan’s (2002) Self-Determination

theory.

Cognitive evaluation theory is one of the most Widgropagated concepts of motivation.
According to this approach, there are two typemofivation — one being called intrinsic the
other extrinsic. “Intrinsic motivation (IM) genehalrefers to motivation to engage in an
activity because that activity is enjoyable ands$ging to do” (Noels et al. 2000: 61). The
key aspects of this kind of motivation are compegeand autonomy in terms of behaviour (cf.
Wigfield, Cambria, & Eccles 2012: 465). Intrinsiotivation derives from people’s need for
self-determination and proficiency and can be gplib three sub-categories according to
Noels et al. (2000: 61). The first one is calle-Knowledge” and tries to define the
motivational incentive for experiencing the sermatf learning something new and gaining
knowledge. The second concept — “IM-Accomplishmeni’ the term for the motivation to
complete a task or attain a goal and finally “IMrS8ilation” “relates to motivation based
simply on the sensations stimulated by performimgtask, such as aesthetic appreciation or

fun and excitement” (Noels et al. 2000: 61).

Deci and Ryan (2003: 11) suggest “that there aie gnmary cognitive processes through
which contextual factors affect intrinsic motivatio change in “perceived locus of causality”
and in “perceived competence”. Change in ‘perceiedis of causality’ can either mean a
reduction of intrinsic motivation when the locus adusality is external, or an increase of
motivation if it appears internal. The second cleaaddresses the perception of competence:
if the subject feels that their competence is iaseel, intrinsic motivation will be enhanced,

but when perceived competence is decreased, iistnmstivation will be decreased.

As has been pointed out, intrinsic motivation mayebhanced or thwarted by external factors,

such as a deadline or a monetary reward. So, wilahappen if intrinsically motivated
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learners receive a reward for what they are doiffggre is scientific consensus that possibly
the intrinsic motivation and therefore the interasll be lost (cf. Deci and Ryan 2002,
Vallerand 1994). The reason for this shift in matign is that the formerly intrinsically
motivated person will explain success consequenitly the reward, which in turn leads to
some kind of self-determination loss (cf. Vallerar#4: 308-309). However, it is important
to note that not all external factors influenceingic motivation in the same way. Deci and
Ryan remind that verbal praise for example is d#ife from material rewards in that it rather

enhances intrinsic motivation (cf. Deci & Ryan 2002).

Extrinsic motivation, as opposed to intrinsic matien, describes the learning motivation
which is enhanced by the prospect of attaining sorsgeumental end, like passing an exam
or winning a competition. If we view motivation ascontinuum, extrinsic motivation would

be located between amotivation — which is basicathymotivation at all — and intrinsic

motivation. Even though intrinsic and extrinsic naation are not mutually exclusive and

cannot be placed on one dimension, the conceptsetrapart by definition in order to

facilitate the understanding.

Noels et al. (2000: 75) suggest in their study mnrisic and extrinsic motivation that “[t]o
foster sustained learning, it may not be sufficientonvince students that language learning
is interesting and enjoyable; they may need todrysyaded that it is also personally important
for them”. What they additionally propose is thedrners who are granted freedom of choice
and perceive self-competence tend to be motivatedmore self-determined way. In contrast
to that, learners with little choice show more araiton. Another crucial factor is the degree
of internalisation of the reason for learning aosetlanguage: the more internalised it is, the
more comfortable the students appear.

The second column of the Motivational Model is Badleeds theory. First of all, the
prerequisite for a something — such as in our caegvation — to be called ‘need’ is a
connection to mental and physical well-being (cfecD & Ryan 2002). The general
assumption is that in order to enhance one’s walg one’s needs must be satisfied and if
they are not, negative consequences will followedieare a universal concept which apply to
people of all sexes, cultures and generationswhote satisfaction varies on a personal level.
Connecting to Goal theory which will be mentionatel in this thesis (cf. section 2.8.) Deci
and Ryan (2002: 23) are of the opinion that “theik be a positive relation between goal
attainment and well-being only for those goals dadisfy basic psychological needs”.



Deci and Ryan’s (2002: 6) concept of “basic neddsludes “competence, relatedness, and
autonomy”. They argue that these needs are inmatenaist be satisfied in order for a human
being to develop naturally and soundly and evgredple are not aware that these basic needs
are their final goals, they will naturally striverfthem (cf. Deci & Ryan 2002: 7). By
“competence” they mean the feeling of power anditglto do something. People strive after
situations in which they can exert their abiliteesd knowledge and finally experience success.
The second basic need “relatedness” concerns ttial quart in human life. “Relatedness
reflects the homonymous aspect of the integragweléncy of life, the tendency to connect
with and be integral to and accepted by otherst{BeRyan 2002: 7). Finally, the concept of
“autonomy” has to do with a certain feeling of ipdadence. It describes the human need to
feel in charge; to feel that we do what we do duree will and by own choice (cf. Deci &
Ryan 2002: 7-8).

Another concept of the Motivational Model, whichmsiltaneously is at the core of
Organismic Integration theory, is Deci and RyarP802) “internalization”, which is “the
process of transferring the regulation of behavisam outside to inside the individual”
(Wigfield, Cambria, & Eccles 2012: 465). This medmat it is possible that people who were
originally not motivated for a task become autonastp extrinsically motivated by the
influence of significant others or an important pgeup. Even though the task did not seem
interesting in the beginning, they “take in theulagion and integrate it with their sense of
self” (Deci & Ryan 2002: 15). An important aspeetriote here is that of “relatedness” (Deci
& Ryan 2002: 19) to others, by which internalisatis greatly enhanced (cf. section 2.3.).
But relatedness alone is not enough for succesg@rhalisation to happen; positive feedback
from the significant others and a feeling of conepet are crucial as well.

According to Deci and Ryan (2002: 17-18), there @iféerent triggers for such extrinsic
motivation which are dependent on perception ob@miny: “external regulation, introjected
regulation, regulation through identification amdeigrated regulation”. External regulations
are factors which cannot be influenced by the lkearbut which strongly influence the
learner’'s motivation. The classic example of thjiget of motivation is when somebody is
motivated only in order to escape punishment oeiveca reward. In case such a regulation
disappears, the motivation will immediately disagpas well. In contrast to this, introjected
regulation is more internalised and refers to thesgure which people put on themselves
because they feel they have to. In a way, thisa@sgenotivation comes from the inside, but
it can definitely not be called self-determinedcdngse the motivation does not derive from

free choice; it is not “part of the integrated $€Peci & Ryan 2002: 17). The driving factor
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here is possible self-esteem — people are motiwgthdr in order to avoid shame or to boost
their feeling of worth. The third type of extringicotivation — identified regulation — defines
the motivation a learner has who decides to achseweething for personal reasons. Such a
learner will be more willing to study because ofefil goals (cf. Noels et al. 2000: 62). For
Deci and Ryan (2002: 17), the key word with thipetyof motivation is identification: “[it]
represents an important aspect of the processusfsrming the external regulation into true
self-regulation”. Finally, integrated regulationpresents the most self-determined form of
extrinsic motivation which is already very close itdrinsic motivation. We talk about
integrated regulation when identifications are pdigand integrated in the personal set of
values, beliefs and goals. The only difference Wistays is the reason why activities are
performed: this form of motivation is still callezktrinsic, because a personal goal is the

driving factor, and not the pleasure of the wosklit

To clarifiy, introjection, identification and intxssic motivation do not describe varying
degrees of motivation, but present different oaénhs of motivation. It is also not a
continuum in that people progress from the moreres to the more autonomous forms of
motivation smoothly. Rather, according to Deci & aRy (2002: 18), people show
characteristics of a certain type of motivatioraatertain point of time, depending on their

former experience and the interpersonal surrounding

The fourth branch of the Motivational Model is Cality Orientations theory; an approach
which intends to explain personality traits deteimg how people behave and in which ways
they experience the world around them. Orientatians divided according to different
degrees of self-determination which everybody lbasoime extent. On the one hand, there is
“autonomy orientation” (Deci & Ryan 2002: 21) whihthe concept for how people regulate
their behaviour relating to their personal valued &eliefs. This kind of orientation is an
index about people’s inclination towards intrinsicintegrated extrinsic motivation. On the
other hand, there iscontrolled orientatiof [original emphasis] (Deci & Ryan 2002: 21)
which is the attitude toward behavioural rules eegllations.

The final component of the Motivational Model — Dand Ryan’s Self-Determination theory

(SDT) — serves as a basis to understand how sdif-ation and well-being may be enhanced.
Deci and Ryan (2002) start from the assumptiondkiatybody has an innate urge to improve
and develop. This development is two-fold — therendividualisation on the one hand, and
adaptation to the behaviour and beliefs of peerghenother. For a healthy development of

11



oneself it is important to find a good balance offit) which is of course a question of cultural

surrounding and other externalities.

Sheldon’s (2002) ‘self-concordance model of healtipal-striving’ is in some way a
continuation of the previously defined Self-Detamation theory (SDT). In fact, SDT does
not look at how and why people choose future gaatsnew life directions from the massive
amount of possible choices. The ‘self-concordanceleti builds on “idiographic personal
goals” which people develop and pursue out of tlgrceived locus of causality (PLOC)”
(Sheldon 2002: 65). This means that individuald \@igjically set themselves goals which
they feel are necessary and have a certain purpaseever, the problem Sheldon (2002) has
found is that people are sometimes unsuccessfthansing goals which represent what they
truly need, want and wish, which in turn may leagdor self-development. In this approach,

there is thus a close connection between persaadd ,gnotivation and well-being.

2.4. The Socio-Cultural model and Complexity theory
Having looked at several cognitive approaches tdivaon, let us now consider the

influence society and culture may have on the goince

Learning takes place through participation in aalksystems of activity, and
knowledge itself is viewed as a cultural entity tdimited across the
environment where that knowledge is developed asploged, embodied in
physical tools [...], social tools [...] or symbolicdis [...]. (Dérnyei & Ushioda
2011: 33)

Socio-Cultural theory is primarily concerned withettheory of learning, but has recently
started to serve as an approach to understandwgniativation is socially and culturally

influenced. Research has discovered that it isamby the surrounding which influences
individual motivation, but that people are the proekrs and not merely products of their

social and cultural surroundings.

Socio-Cultural questions are of complex nature Wwhimakes it necessary to include
Complexity theory at this point. According to Sg@@11: 43), the context forms a piece of
the whole system and is not simply the backgrowid¢ch in turn means that the context is
part of an individual's identity. This makes it atethat the social context has a decisive
influence on the motivation to learn a languagedeS§2011: 42) adds that motivation
represents the “experience of belonging rather #hgersonal trait” and states that it is a
decisive factor in the development of one’s owmtdg. She departs from a socio-complex
view which assumes that “[hJuman beings are pas#abin webs of social relations that not
only mediate their actions, but also contributetocesses of identity emergence and social

belonging” (Sade 2011: 43). It is important to nb&xe that the social context as well as the
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identity system are non-linear, complex systemsclvhare altered when the environment
changes and which can never be fully predictechair tdevelopment. Moreover, the social
aspect is seen as being an integral part of arvithdil's identity system, which links

motivation inextricably to complex social mechangssm

2.5. The Socio-Psychological model

From the Socio-Cultural approach, the Socio-Psyarfiodl model is deduced and elaborated
in several publications by different researchehdt C. Gardner is amongst the pioneers of
this branch of motivation research which has itstsan Canada of the 1970ies. Gardner
(1979) is of the opinion that the determining fagtohindering or enhancing communication
amongst various cultures in multicultural settildge Canada, is the motivation to learn
another language. According to his perception, vatibn “orient[s] the student to try to
acquire elements of the second language, and iesltiet desire the student has for achieving
a goal, and the amount of effort he expends indiection” (Gardner 1979: 197). His view is
similar to what other scientists say about intgnsiotivation in that motivated individuals set
themselves specific goals in whose attainment thaysubstantial effort and persistence and
they are determined to achieve their goals and ewgy the activities on the way. Another
link can be drawn to Goal theories, which will heatdissed later (cf. section 2.8.). The basic
concept of motivation according to this model cetssiof the following two aspects: the
learner’'s desire to acquire the language and thiudes toward learning the language”
(Gardner 2010: 9). Gardner (1979: 209) extends denition and adds the concept of
“Motivational Intensity (an index of the amount effort expended to learn” a second
language. It is to be made clear that all three pmmmants contribute to the motivational
intensity and that they must be analysed in the@aitite form in order to gain insights on
motivation. Finally, he explains that motivatedriears have reasons behind their behaviour,

which are called “motives” (Gardner 2010: 8).

Similar to the intrinsic versus extrinsic motivatidistinction, there is a difference between
“integrative and instrumental” (Gardner 2010: 12)tivation and orientation. Integratively
motivated students study a language because thet tavdbe able to converse with people
from the L2 speaker community and to learn abostrttvay of life, while instrumentally
motivated ones do so in order to obtain a bettbr @r classify as educated. Delimiting
‘integrative’ and ‘instrumental’ from ‘intrinsic’ rad ‘extrinsic’, it must be noted that both of

Gardner’s (2010) concepts would classify as ‘estan because the instrumentally as well as
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the integratively motivated individual is motivatbdcause they expect rewards and not for

the pleasure of learning.

Foreign language acquisition is for Gardner (19793) “a central social psychological
phenomenon” and he sees the main difference tttadr obligatory study domains at school
in the fact that it implies learning about formedgknown cultures and their heritage. When
studying Maths or History, one relates new ideathéoexisting world knowledge and by that
extends the knowledge body in this field. This ® possible when studying a foreign
language, which means that building a completely keowledge body becomes necessary,

since every language has a different structuréy@llbackground and speaker community.

According to Gardner (1979: 193), the acquisitidnan L2 involves “acquiring symbolic
elements of adifferent ethnolinguistic community” [original emphasis] asdbsequently
means adopting certain behaviours. According torésearch, students who show openness
towards the L2 community and who are willing tontf with this group, have higher
motivation potential. Dornyei (2003: 4), anothesegarcher who adopts a Socio-Psychological
view, confirms that learning a second language liresnot only knowing discrete elements
of the language, like grammar or vocabulary iteing, relies heavily on social components.
He also believes that a positive attitude towahdsli2 speaker community, which involves
the desire to communicate and in certain ways essimilate to members of that group, is
crucial for motivation also (cf. Dornyei 2003: 5¥et, in contrast to Gardner, who limits
identification to the second language communityrriyéi (2003: 6) looks at the concept from
a more socio-dynamic viewpoint and extends it ‘done more basi@entification process
within the individual's self-concept [original emphasis]. This broader and more recent
definition develops from the idea that English @ langer the language which is only used
with L1 English speakers, but first and foremostoagst non-native speakers in what is
called ‘English as a Lingua Franca’ or ‘World Emsgli (cf. Dérnyei & Ushioda 2009: 2-5). It
seems outdated to talk about integrativeness t@vargpecific speaker community when
there is not one single group of speakers.

2.6. The Socio-Educational model

Gardner’s theory does not only comprise a SociciRsggical, but also a Socio-Educational
view on motivation. In addition to the cultural cpanent of second language acquisition, the
so-called ‘integrativeness’, there is an educati@menponent, the classroom setting. This
component consists of the environment in the obessr the course as such and its curriculum,

students’ attitudes towards the teacher and thadests’ academic nature. Gardner (2010: 5)
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makes it clear that by “integrative motive” he mgancombination of the cultural and the
educational part, namely the motivation and origoatowards learning an L2, the attitudes
towards the target language speaker community atitldes towards the learning
environment. All these factors influence and shapéegrativeness’ and consequently
determine how well somebody will acquire a forelgnguage. Gardner (2010: 10) finally
clarifies “that [while] the cultural component cgrlay a role in language classroom
motivation, [...] the educational component would mat expected to play a role in the

cultural component of language learning motivation”

Again, Dornyei (1996) is of a similar opinion asr@aer. To language learning motivation as
a social phenomenon he adds an educational antsanaé side. The personal dimension of
motivation concerns the linguistic self-confiderafea speaker which is shaped by language
anxiety, previous language experiences, self-etialuand evaluation of the learning task.
The educational aspect is similar to what Gardrz81Q) defines as the educational

component, but also includes “[g]roup-specific mational components” (Dornyei 1996: 77).

In sum, what is seen as an ‘integratively motivaedient’ is someone who wants to learn the
language, is open and willing to identify with tteget community and enjoys the specific
learning environment. Even though there are factdiish may (negatively) influence second
language acquisition (the social context, diffeemncin the individual, the learning
environment, success etc.), Gardner (1979) is ooed that social aspects of motivation are

apt to leading to long lasting proficiency.

2.7. The hierarchical model
Having got a feeling for the complexity of motivati as a concept, let us now have a look at

how it may be structured. Vallerand and Ratelldd@Gmphasise the complexity of the term
motivation and state that in order to understandét must have a look at the separate aspects
which form it. They define three different levels motivation: “the global, contextual, and
situational level” (Vallerand & Ratelle 2002: 39)he ‘global motivation’ is similar to what
Deci and Ryan (2002: 21) call “autonomy orientdtiamd is concerned with somebody’s

personality and general attitude towards tasksarntbe either intrinsic or extrinsic.

The concept of ‘contextual motivation’ is related ftcontrolled orientatiof [original

emphasis] (Deci & Ryan 2002: 21) and does not véewerson as a whole, but looks at
different contexts and situations in their life.IMeand and Ratelle (2002: 44-45) believe that
people’s motivation in a specific context of life influenced by the social circumstances

within this context. Similar to what Gardner (20Ha)ys, social factors determine the degree
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of motivation. Especially in the school contexistplays a crucial role. If the student dislikes
the teacher for whatever possible reason, their(git) motivation may be diminished.
Likewise, the colleagues may have an effect onvatan.

On the situational level, motivation is analysedrengpecifically, which basically means in a
precise situation. The question here is why subjpetrform a certain activity at a certain
point in time. “Motivation at this level is assumidbe unstable because of its responsiveness
to the environment” (Vallerand & Ratelle 2002: 4%ven though the three levels of
motivation have different characteristics and fezguconsequences may be influential on all
three layers. In other words, if somebody engagpeatedly in activities where they are
intrinsically motivated and if they experience thesitive effects of that, they are likely to

experience more frequent contextual intrinsic neagton.

2.8. Goal theory
Having already briefly mentioned a connection t@iCand Ryan’s (2002) Basic Needs theory

(cf. section

2.3.) and to Gardner’s (1979) Socio-Psychologieatiel (cf. section 2.5.), let us now have a
detailed look at which Goal theories there are.

Goal-Setting theory developed out of the questlmpua adults’ motivation at their workplace
and defines a way of improving work performancessdarchers have been interested in the
difference of performance depending on the goatsitlividuals set for themselves. This
theory links to the theory of the so-called ‘safulatory processes’ which refer to the actions
people take in order to attain certain pre-setggdatople set goals and search for apt actions
which have the aim of reaching the goal. Howeve,way to the goal is not linear, because
individuals review and adjust their attainment tetgges over and over again (cf. Schunk &
Usher 2012: 13).

Doérnyei and Ushioda (2011: 20) enumerate threeasarehere goals may diffespecificity,
difficulty and goal commitmetfit [original emphasis]. According to studies theyvla
conducted, learners who set themselves ambitiagh, goals show higher commitment and
are very likely to outperform others who set foerttselves easy, non-specific goals. “High
commitment to goals is attained when (a) the imbligl is convinced that the goal is
important; and (b) the individual is convinced thia goal is attainable” (Dornyei & Ushioda
2011: 20). Tremblay and Gardner (1995: 508) adt“tiwals regulate effort expenditure” and
that learners with ambitious goals persevere asgdr in a difficult task. Furthermore, they

developed a concept named “Goal Specificity” whishused for describing the extent to

16



which an individual has specified their goals. HoDleshler and Schumaker (2005) support
this idea and state that students with clear-salsgand ideas appear to be more motivated to
work hard in order to attain the pre-set goals.elidnere is clearly a link to the Possible
Selves theory (cf. section 2.1.). Students who leekear idea about what possible self they
do not want to become, show greater motivationHoick, Deshler & Schumaker 2005: 209-
210).

The connection to Strahan and Wilson’s (2005) thexdyout Temporal Self-Appraisal (cf.
section 2.1.) is indicated at this point, becati$ecuses further on the question whether there
is a difference in student motivation dependingtio& temporal nearness of goals. In fact,
studies have shown that people are more motivhtdoal is close to the present. Trying to
explain this phenomenon, Strahan and Wilson staé ‘@ specific type of elaboration —
making concrete action plans, or focusing on tleegss by which a goal would be attained —
seems to be a key component in explaining why secpmssible self is more motivating than
a distant one” (Strahan & Wilson 2005: 12).

Another distinction which Doérnyei and Ushioda (2021) introduce is that of “[p]Jroximal
versus distal goals”. They emphasise that goalsxarenly results which are aimed at, but
that they also represent checkpoints which helpveduate the performance, stating what the
successful result should be. Thus, when it comési®-consuming, long-lasting working and
learning processes, such as acquiring a seconddgegit is important that the learners set
themselves proximal sub-goals which serve as fexdba the way to the final goal and

which are therefore essential motivating features.

In contrast to Goal-Setting theory, which initialgxamines adults’ motivation at their
workplace, Goal-Orientation theory is concernechwibildren’s motivation and achievement
in school. There are two different achievement g@dlich define the orientation the students
have towards work: “mastery orientation” and “penfi@ance orientation” (Dérnyei & Ushioda
2011: 21). The first concept is meant to defineudent’s wish to acquire the learning content
appropriately, while the second one means a stigd@esire to demonstrate their abilities and
knowledge, to have excellent grades or to simplpediorm colleagues. Students who set
themselves mastery goals have therefore differeitéria for success and a different
background for why they do an activity to those wdei themselves performance goals.
“Central to a mastery goal is the belief that dffeill lead to success and the emphasis is on
one’s own improvement and growth” (Dornyei & Ushao@011: 22). In contrast to this,

‘performance orientation’ sees learning as mearagtton a goal and the subsequent praise or
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reward. Connecting Goal theory to Cognitive Evatratheory (cf. section 2.3.) discussed
earlier, it can be assumed that ‘performance atemt’ might cause extrinsic motivation.
Wigfield et al. suggest in this context that “hayipositive competence beliefs, intrinsic
motivation, and mastery goals for activities maythe most adaptive pattern for positive
motivation” (Wigfield, Cambria, & Eccles 2012: 466)

A scientist who further develops Goal theories andgs in self-regulatory perspectives is
Albert Bandura (2001). His concept of self-regwatis central in psychological research and
focuses on the communication amongst individuate tontexts in which they find
themselves, and processes with which they arevedolBandura (2001: 8) suggests that an
agent, in order to achieve a goal, cannot simplipvio an intention and a corresponding
action plan, but must modify and regulate apprdaere@urses of action. This constant altering
of motivation and acts is what he calls ‘self-regign’ and is a process that must not be
overlooked when examining goal attainment strategie concept which is central to his
cognitive theory is ‘perceived self-efficacy’, whiaffects the self-regulation process (cf. also
section 2.2 Self-Efficacy theory). Efficacy beligfstermine whether people are optimistic or
pessimistic and if their thinking is self-enhanciog rather self-hindering. Perceived self-
efficacy has an important influence on the selstaion of motivation in that it determines
which activities people are going to challenge, houch effort they are willing to take and
how long they can carry on when faced with substhahallenges (cf. Bandura 2001: 10).

2.9. The neurobiological model
Taking into account a very different viewpoint, les now briefly look at the medical

component of motivation. John Schumann (2001) cctisnthe field of neurobiology and
psychology in his theory and defines “stimulus ajgal” and “social cognition” as the
functions for motivation in the neural system ok tbrain. ‘Stimulus appraisal’ is the
evaluation of the motivational and emotional impade of a stimulus which surrounds an
individual, while “[s]ocial cognition is the abilitto make hypotheses about the intentions and
dispositions of others” (Schumann 2001: 23). ‘Stusuappraisal’ has five different reasons
to happen: “novelty” which is the degree to whiabmething is perceived as new or
unexpected, “pleasantness” which is the degree Hchnvsomething appears as attractive,
“goal / need significance” which determines if anstlus is involved in attaining a goal or
satisfying a need, “coping potential” which reprgsethe degree to which somebody feels
capable of coping with the event, and “self- andiaoimage” (Dornyei 2003: 10) which
defines whether the event corresponds with soaéms and the person’s concept of the self.
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These stimulus appraisals are consequently inegjraito an individual’s general value

system and control human actions as a consequence.

Another concept which Schumann (2001) introducesh& of the ‘incentive stimulus’.
Incentive motives stimulate the brain in such a Weat it engages with the language input, of
whichever sort it may be (a teacher, a course, iewrtext etc). Such ‘incentive motives’
may result from either ‘mastery orientation’ or ffl#mance orientation’ (cf. section 2.8.
Goal Orientation theory). All these different kinalsstimuli are then connected with the goal,
which in our case is acquiring the target langu&pnsequently, if the learner thinks that the
stimulus is helpful in order to achieve the goahib functions are getting into action and

hence motivation is boosted.

2.10. The Situated approach
This approach departs from the assumption thatptiesical and psychological learning

environments have a significant influence on leagrand motivation. In contrast to Gardner’s
Socio-Psychological model, this one has a so-cdtt@dro perspective” (Dornyei 2003: 12)
on the matter. This conception gave rise to thi#erdnt branches of L2 motivation research
— ‘willingness to communicate’, ‘task motivation’'né@ ‘learning strategies’. While
‘willingness to communicate’ and ‘task motivationill be explained in greater detail, just a
brief note on learning strategies. These are marimewnhich learners enhance the efficacy of
their learning processes and consequently achidéetter outcome. Dornyei (2003: 16) states
that the use of such strategies “constitutes is®nof motivated learning behavior”.
However, nowadays one must be careful with the tasnsuch. Recent psychological and
educational research doubts the existence of skgalearner types and corresponding
learning strategies. So, instead of using the teyanning strategy’, it is now rather a question
of “self-regulatory learning” (Dérnyei 2003: 17) wh again links to Bandura’s (2001)
perspective on self-regulation.

Macintyre et al. (2003) found that perceived corapeé and anxiety concerning the second
language enhance or hinder self-confidence andvatain. These two aspects may change
over time and from one situation or language totl@™ but their relation is always
determining. According to Macintyre et al., “theoc@ance of communication because of
immediate anxiety arousal seems likely to overilde more distal facilitating impact of
language learning motivation” (Macintyre et al. 30Q143). So is the willingness to
communicate directly linked to communicative conaepee? Dornyei (2003: 12) strongly

denies that. The willingness to communicate is toraly somebody’s willingness to enter
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into a conversation with somebody else, makingaisan L2, and this willingness may exist
despite an individual's low language competenceellewr may not exist despite an
individual's high language competence level. Somehthis concept relates to Dornyei and
Ushioda’s (2011) idea of Self-Efficacy (cf. secti®2.) which was introduced earlier in this

paper.

Doérnyei (2003) defines task motivation as the anfr¢he Situated model of L2 motivation,
because tasks are at the micro level of classraamihg. According to researchers and
teacher experts, tasks contribute greatly to tlentrs’ motivation and must therefore be
introduced, carried out and evaluated carefullyrnyéi (2003: 15) divides motivation into
the following three parts: “task execution, apprgiand action control”. The first mechanism
refers to the degree of a learner’s task involveanvemich is initiated by the action plan
(instructions). ‘Appraisal’ describes the procassvhich the learner continually evaluates and
processes the various stimuli which come from detsind how they judge the progress they
made towards the desired action outcome. DOrny2083) notion of ‘appraisal’ is analogous
to what Schumann (2001) defines as ‘stimulus apgFan his neurobiological approach (cf.
section 2.9.). Finally, ‘action control’ comes irfimrce when the learner realises during the
appraisal stage that the progress is stopping awirs§) down. ‘Action control’ is a self-
regulatory mechanism which is stimulated in oradeboost or save learning-specific action.
As can be seen, this last mechanism is closelyeckloo Bandura’s (2001) self-regulatory

perspective.

Similar to other cognitive models like the ExpecigiValue theory (cf. section 2.2.), Eccles
et al. define four reasons why people can valwask and consequently develop motivation to
perform it. First of all, there is the “attainmergtiue” which defines the degree of importance
an individual assigns to the activity, secondly timrinsic value” which refers simply to the
joy an individual experiences by doing the taskdtiz the “utility value” which determines
the degree to which a task is relevant to futureéiaoms, and lastly the “cost” which defines
what someone has to give up in order to do thevigcticf. Wigfield, Cambria, & Eccles
2012: 465). Dornyei and Ushioda (2011: 19) statd the comprehensive value of a task
forms on the basis of these four aspects and detesnconsequently the degree and form of

motivation displayed.

2.11. The Process-Oriented approach
Since the Situated approach only looks at a séapect of motivation, researchers have come

up with an additional model — the process-oriendggroach. This approach takes into
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account that motivation is dynamic and shows viamat at certain points in time. Dornyei
and Otto (1998: 65, quoted in Dornyei & Ushioda 2086) give a global definition of

motivation which accounts for its dynamic nature:

motivation can be defined as the dynamically chaggumulative arousal in a

person that initiates, directs, coordinates, anggljifterminates, and evaluates
the cognitive and motor processes whereby initidhes and desires are
selected, prioritised, operationalised and (sudalgsr unsuccessfully) acted

out.

According to Dérnyei (2003), there are differeraggs an individual can reach in attaining a
goal and accordingly the motivation varies. Motioat is thus described as a process
consisting of “initial wishes and desires” whichcbee goals and are then transformed “into
operationalized intentions” (Dornyei 2003: 18). Byei (2003: 19-20) defines three separate
phases in the process: the “Preactional stage”‘Alsonal stage” and the “Postactional
stage”. He calls the motivation in the first stdighoice motivation”, because the kind of
motivation which is developed predetermines thd gdach someone will consequently try
to attain. In the ‘Actional stage’, the previouglgnerated motivation is actively upheld and
cultivated during the execution of the action. D@in(2003: 20) refers to it as “executive
motivation” and emphasises its challenges in ctesar settings, where students are easily
distracted during a task. The ‘Postactional stagetermed “motivational retrospection”
(Dérnyei 2003: 20) and represents the phase whemendrs evaluate the activities in
retrospect. This stage is decisive for further gety, because it determines which activities
learners will be motivated to perform in the futuiidnis stage is closely linked to Weiner’s
(1980) Attribution theory (cf. section 2.1.) diseed earlier in this paper.

2.12. Socio-Dynamic perspectives
On a timeline, the Socio-Dynamic approach is thetmecent of all approaches discussed so

far. It emerges out of the Process-Oriented apprasaund the year 2000 and continues to be
researched. Dérnyei himself critically reflectedros Process approach and found three weak
points: for one thing, the learning process can wtclearly defined and delimited, for
another the actional process is not isolated atedferes with other processes in which the
individual is engaged, and thirdly cause-effecatiehs are not linear, but interwoven and
highly complex. Thus, the focus of the Socio-Dynamerspective lies on “the situated
complexity of the L2 motivation process and itsamg development in dynamic interaction
with a multiplicity of internal, social and contew factors” (Dornyei & Ushioda 2011: 72).
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2.12.1. A Person-In-Context Relational model
For Ushioda (2013: 1), motivation is one of thestahtial factors which influence success in

foreign language acquisition and probably one & thain reasons why first language
acquisition is different from second language asitjon. Her approach, in contrast to the
linear ones, focuses on the dynamics of unpredetalomplex, non-linear relations among
processes, contexts and individuals. Here, motimag not perceived as an isolated variable,
but as a result of relations between humans and tiy@amic social environment. The
“person-in-context relational view of motivatiorDgrnyei & Ushioda 2011: 77) focuses on a
person’s complex individuality instead of speakaigput an abstract language learner persona.
In contrast to common generalised models of learaad their motivation, she argues for a
personalised view on each and every learning iddali What she considers is that
somebody who would classify as a language learngably has other aspects of social
identity too; nobody is a language learner onlyns&muently, their social circumstances;
their other identities are relevant to the motimadl process of language learning: “where L2
motivation is concerned we need to understand selzomguage learners as real people who
are necessarily located in particular cultural histiorical contexts, and whose motivation and
identities shape and are shaped by these cont@dshyei & Ushioda 2011: 78). Ushioda
(2011) insists on considering a learner as an iddal person who thinks and feels, has a
personality and a background and finally interadgth a complex social system. In her view,
motivation forms from a dynamic process which isaptd by the complexity of the

relationships between the learning individual drelénvironment.

In view of the ever increasing importance of Erfgles a global and international language
and the resulting pressure on educational polickersa Ushioda (2013) emphasises the
importance of autonomy in order to sustain gensimelent motivation: “In order to address
these motivational dissonances, what seems imgoiato nurture and support students’
sense of personal ownership and autonomy in relatidearning and using English for their
own purposes and needs” (Ushioda 2013: 9). Ush{@@ihl) has long been interested in how
autonomy and motivation correlate. One main matvel aspect of interest in her research
branch is to what extent the learners in the laggudassroom can speak as themselves; in
other words to which extent they can express thtier identities (e.g. being a Hip Hop
dancer etc.) (cf. Dérnyei & Ushioda 2011: 77-79)sIUshioda’s (2011) view that in order to
successfully acquire a language it is necessatythiedearner does not only practise patterns
which were given by others, but that they becomle &b express their own opinions and

wishes in the L2. Language learning should be abexpressing personal meanings and
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identities” (Ushioda 2011: 14) instead of merehagtising language chunks. She argues
strongly for a classroom atmosphere in which sttglare encouraged to work autonomously,
that is to choose the activities they need and Imichvthey are interested. This identity
perspective sheds light onto how the individual toma self-determination and “also
highlights a dimension of student motivation that specifically concerned witlself-
expression which has unique relevance [...] when the objecteairning is a language”
(Ushioda 2011: 22) [original emphasis].

In terms of analysis, this approach presents qaitehallenge, since it goes beyond the
individual and examines their complex evolving surdings. “In essence, the unit of
analysis becomes ‘person(s)-in-context(s)’ since oannot be dissociated from the other”
(Doérnyei & Ushioda 2011: 78). Because the concéptomtext is so broad and we cannot
clearly define what it includes and what it exclsidéhere is no practical ‘how to’ strategy of

research.

2.12.2. The L2 Motivational Self System
The “L2 Motivational Self System” is another dynammotivational model formulated by

Doérnyei and Ushioda (2011: 79) and develops outwvofformerly described concepts — that
of integrativeness / integrative motivation andttbéthe possible selves. Amongst other
researchers, Dornyei criticises that the notiorfimtegrativeness’ is in its original design
closely linked to the identification with a specifi2 community. He argues that in spite of
what was assumed by Gardner (1979), this identiificas not fundamental to all motivation

in general, but only in certain socio-cultural eonments.

The influence of the possible selves approach en‘ltB motivational self system’ is of a
different nature. It is said to consist of the daling three parts (cf. Dornyei & Ushioda 2011:
86):

1. The “Ideal L2 Self” is the concept for what a laage learner would like to become
(e.g. a proficient L2 speaker). Because people rallyuwant to minimise the
discrepancy between the actual self and the idel§l this concept is an extremely
strong motivator. This part of the motivationalfssistem is closely linked to Dornyei
and Ushioda’s (2011) concept of ‘self-efficacy’.(séction 2.2.) and to the notion of
Goal orientation (cf. section 2.8.) discussed earli

2. The “Ought-to L2 Self” is the model for describitige features which learners believe

that other people think their ideal self ought t@gess.
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3. The “L2 Learning Experience” which denotes the mdé motives related to the
learning environment (e.g. the classmates, thaccdum etc.). As has been outlined,
several scientist, like Gardner (1979) also condidis aspect as a determining factor

in motivation.

2.12.3. A Complex Dynamic Systems perspective
The last dynamic model on motivation discussedhis thesis is the Complex Dynamic

Systems perspective. According to Dornyei and Usi@011: 91-92), motivation, cognition
and affect are dynamic, distinct systems whichratdewith each other and which cannot exist
separately from each other. Thus, instead of isgladistinct motives and analysing them
separately out of context, they suggessystemicapproach” [original emphasis] which aims
at “identifying higher-order ‘motivation conglomées’ that also include cognitive and
affective factors and which act as ‘wholes” (Doéeny& Ushioda 2011: 86). Dornyei and
Ushioda (2011: 92-97) therefore define four tengdatfor situated motivational
conglomerates which combine all three levels ofivation, cognition and affect:

1. “Interest”

Interest is a perfect example for a motivationalgilomerate. For one thing, it is related to
the ‘intrinsic / interest value’ of motivation witialenotes the pure joy and satisfaction of
carrying out an activity (affect), and for anothieing, it is of a cognitive nature, denoting

the enthusiasm for a certain domain. Thus, intesesttwo-fold concept which first of all

prevails in the individual and is then modifiedthg environment.
2. “Motivational flow”

Dornyei and Ushioda (2011: 94) define flow as “aghtened level of motivated task
engagement” which represents “in many ways [...] dpéimal task experience”. The
condition of experiencing a flow may happen wheopgbe face a challenging task and
intuitively know what to do and how to proceed whideing absolutely certain about the
positive outcome and about their apt skills. Dérayed Ushioda (2011: 95) define several
cognitive factors which determine a flow, namelypigisal of a challenging task,
believing in one’s personal skills, a strong seoseommand over the task completion,

transparent goals, and focused attention.
3. “Motivational task processing”
This concept denotes a dynamic process in whichlgébener alternates monitoring,

evaluating and changing phases. Dornyei has comewitip the triangular model
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mentioned earlier in this work, which includes ®asxecution, appraisal and action
control” (Ddrnyei & Ushioda 2011: 96).

4. “Future self-guides”

Doérnyei and Ushioda (2011: 97) see their “futuré-geides” as the ultimate motivational
conglomerate, because “possible selves present boya&rarching constellations [and]
blend together motivation, cognitive and affectareas”. They suggest that ‘future self-
guides’ must therefore be made of a vision whicggers the appropriate emotions to

stimulate the suitable self-regulation strategies.

2.13. Critical summary
In conclusion, motivation is a complex notion aselected in the variety of theories trying to

define it from various points of view. It seemsari¢hat experience and past events have a
substantial influence; that one’s self-perceptiard aone’s feelings of competence are
determining and that likewise personal goals maysbaotivation. Furthermore, motivation
may come from a learner’s inside or be generatedxbgrnal factors, like the prospect of a
reward, or even both. As far as language learrsngoncerned, the attitude towards the L2
speaker community is decisive and willingness tmmmnicate helps as well. Finally, many
researchers stress the importance of the sociatrentearning environments for motivation
and there have been attempts to explain motivattoa biological phenomenon of the brain.
Motivation is certainly dynamic, can change ovendiand is strongly shaped by a learner’s

personality.

Not all aspects and influences mentioned are easdgsurable, however, which made it
necessary to choose from the wide range of posibila set of practical motivational
characteristics for the questionnaire which is allodollow. Furthermore, research practice
is in some branches still limited, which is why sempged and tested motivational
guestionnaires are available only in a set of tiesadiscussed above. Based on the literature
and research on questionnaires available, two &sfreen Dornyei’'s “L2 Motivational Self
System” (The Ideal Self and The Ought-to L2 Sélfjee aspects about Extrinsic motivation
— Instrumentality and two notions from Deci and Rga“‘Organismic Integration theory”
(Introjected and ldentified regulation) — four rmots from Gardner’s “Socio-Psychological
model” (Travel orientation, Interest in the Englisinguage, Cultural interest, English as a
global language), three from his “Socio-Educationaddel” (Attitudes towards learning
English in the CLIL lessons, English anxiety, ReguEnglish lessons) and finally Intrinsic
motivation are included and related to Contentrege
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3. CLIL

The purpose of this chapter is to explain the cphoé Content and Language Integrated
Learning (CLIL). In sections 3.1.-3.3., there isarerview of the research branches which
shaped its development, including the field of selcdanguage acquisition, classroom

discourse analysis and finally teaching practideenl, the concept itself is presented and its
theoretical background elaborated. Finally, sint#él. Gs not merely an educational practice,

but also a political one, the political dimensiordaCLIL practices in Austria are discussed at
the end of chapter 3.

3.1. Second language acquisition
The first pillar of CLIL forms on assumptions frosecond language acquisition which are

believed to have had and still have an influencehenemergence of CLIL. Comprehension

hypothesis, output hypothesis, language learnin@ dsiman information processing and

sociocultural theory are four domains in the redean second language acquisition and are
believed to have paved the way for Content and uagg Integrated Learning as a teaching
concept.

3.1.1. Comprehension hypothesis
The basic assumption of Krashen’s (2009: 81) “Cahension [or Input] Hypothesis” is that

language is acquired and literacy developed whelenstanding of messages takes place; in
other words when we are able to make sense of wkeahear and read, when we get
“comprehensible input”. He argues that acquiridgrguage is a process which happens in an
individual's subconscious and which is influencey ®everal affective variables, like
motivation, self-esteem and anxiety. In order faccessful language acquisition to happen,
the learner needs to be open to input, “the ‘affectilter must be low or down” (Krashen
2009: 81). It is important to note here that Krasli2009) departs from the tenet that L2
acquisition is comparable to a child’s natural asiyon of his or her mother tongue (L1).

It is Krashen’s (2009: 83) conviction that “compeekible-input based methods”, such as his
“Natural Approach”, are more effective ways for daage acquisition than “skill-building
based methods” which support the conscious learoirgrammar and vocabulary rules and
emphasise the importance of correction. His reoagtiased approach to language teaching
involves for example extensive reading. Krasher092B3-84) argues that what he calls

sheltered’ subject matter teaching” in an L2 Hasen proven to be as, or even more,
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effective in the development of a foreign langutigen traditional instruction and he makes it

clear that

[ijncreasing comprehensible input clearly resufiamiore language acquisition

and more literacy development; we consistently pesitive correlations

between the amount of reading done and progressaiding, as well as the

amount of aural comprehensible input received anduage development.
One main aspect of this theory is “acquisition withinstruction” (Krashen 2009: 88). For
one thing evidence has shown, he argues, thatrehiltave taught themselves to read without
help, and for another, there is no need for insvacin order to have broad vocabulary
knowledge either. It is a fact that learners caquae new words just by reading texts
independently and can even develop good writindisskvithout being explicitly taught.
Studies have furthermore proven that teachingiggels in many cases not effective and that
it only helps students to correctly spell words eththey would have learned by themselves

anyway (cf. Krashen 2009: 88).

Krashen (2009) firmly argues against error corogctiHe cites various studies which have
shown that students whose errors were correctedyraerformed better and, if there was
improved performance through correction, it wagtkoh to situations in which conscious rule
application was granted enough time to take plEcashen (2009: 85) explains that “[i]n all
studies in which error correction had an effecg theasure used emphasized form, and the

subjects had done a great deal of conscious l&frnin

In sum, the model assumes that when input is cdmepeble, which is either achieved
through the context or by deliberately simplifyitige language, acquisition will happen, even
more when positive emotions are activated. Conngcthis to Content and Language
Integrated Learning, Dalton-Puffer et al. (2010:ady that “[t]he latter condition is widely

thought to be fulfilled in CLIL by virtue of the ¢a that language mistakes are neither

penalized nor corrected in CLIL classrooms”.

3.1.2. The output hypothesis
In contrast to Krashen’s view, it has been argued input alone is not sufficient and that

learners need opportunities to use and speak tigeidge in order for successful acquisition
to happen. Defenders of the output approach argakit is essential that students use a
foreign language in production, because otherwisg tnight develop good perception skills
but lack the ability to use the language. Additibnawhen it comes to (grammatical)
correctness and focus on form, output seems crugjateceiving constructive feedback on

their utterances, learners analyse the structdrdgew own language and modify them, which
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is how linguistic proficiency is developed. Everodigh research has provided divergent
results, output is generally believed to be posifior language acquisition. This especially
holds true when output is not reduced to the mepetition of pre-formulated chunks and
phrases, but gives the students the possibilityytout new language constellations (cf. Gass
& Selinker 2008: 325-329). Vollmer (2010: 39) agredth this theoretical concept and could
confirm in his study that verbalisation, which daoral as well as written production, “leads

to an intensified processing” of the language.

The last consideration before finishing this setti® how the output hypothesis relates to
CLIL. At its basis is the assumption that CLIL pides additional foreign language input
outside of the English as a Foreign Language dassr(cf. Gimeno et al. 2010). This

hypothesis leads to the reasoning that additiomadjdage input in turn means additional
opportunity for L2 output, which is finally wherauput hypothesis and CLIL as a teaching

concept connect.

3.1.3. Language learning as information processing
For Dakowska (2013), language learning is a deepiitive process in which the mind of a

human organism is consciously involved. She sags ffhJuman cognitive architecture
determines all our cognitive processes, includiogeifin language learning” (Dakowska
2013: 11). To put it simply, cognition defines thrganisation and processes whereby people
build information in order to survive and meet estpdions of the environment, and it is
information which makes human organisms and sosigtems operate. In order for
information processing to occur, our neuronal briggsue must be provided with energy
which emerges from action between human organidihs means that energy must be
provided in a form that is known to the receivelonder to be recognised as information. In
human cognition, information processing can leadle@rning, which practically means
“perceiving, decoding, comprehending, structuringd astoring information” (Dakowska
2013: 11). In human communication, information hert constructed and deconstructed,
depending on significance, meaning and the socigirenment. According to Dakowska
(2013), meaning is the central component of suégkessmmunication. So, without meaning
and information, there would be no communicatiomurtiiermore, information can be
represented in a specific form (coded), altered mtdifferent form of representation and
stored. But information’s most important featuresotiocultural environments is that it can
be produced by someone and then be delivered &vsotNow, language learning, “involves
not only [...] perceptual structuring [of informatiarusters], but a considerable elaboration
and enrichment of information available in the eonmental stimulus” (Dakowska 2013: 22).
28



As a conclusion, this approach trying to explaie ttognitive involvement in (language)
learning is not the means to an end or the onlysifas CLIL. Language acquisition is not
only a cognitive, but also a deeply-rooted sock@rmmomenon which is why we will now turn

to assumptions from sociocultural theory.

3.1.4. Sociocultural theory
Sociocultural theory as a learning theory was fiosinulated by Lev Semenovich Vygotsky

and forms now the essential basis of CLIL. Socitral theory assumes that language cannot
be analysed in isolation, because it exists withenrealms of a social context. The theory is
based on the assumption that whatever people dbirdk is shaped by symbolic cultural
heritage such as language and by material culteliak (cf. Gass & Selinker 2008: 283). It is
argued that learning, consequently, is not excilgivan intrapsychological process which
only involves human cognition, but that “it is lied to social and local ecology; it is adaptive
to an emergent set of resources, resources thanapedied in social interaction” (Gass &
Selinker 2008: 280). However, this does not meanhttie sociocultural approach neglects the
importance of cognitive processes completely; ratheombines them with the contextual
events. Sociocultural theory assumes that cognitikecesses develop from experiences
which are made in the full social, cultural andidrigal context and that language is then the
tool which individuals use in order to relate teithenvironment (cf. Gass & Selinker 2008:
280-285).

Connecting this approach to CLIL, the classroomiremment becomes important. Every
classroom setting is a form of social context whsohnsists of the students, the teachers, the
regulations and laws etc. Therefore, the classréamms an essential part of the learning

environment in all school contexts, and CLIL is @ueh context.

3.2. Classroom discourse
Apart from assumptions from second language adensilearning as social practices in the

form of classroom discourse is also a pillar of ClHaving a closer look at what this implies,
it must be explained what discourse is. Johnsta@@2: 2) defines the concept of ‘discourse’
as the “actual instances of communication in theliom of language”. Discourse analysts

have a closer look at the knowledge about langudgeh a speaker activates when operating
in the world (e.g. asking questions, obtaining iinfation, expressing emotions etc.). This
knowledge is based on what a speaker has expedidryceither acting or observing, and still

remembers. Johnstone (2002: 3) summarises thatulgethus acts on both levels — it is the
source of this knowledge as well as its developm@fiiat discourse analysis examines is
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hence how language functions and how it is strectum use, looking at participants, settings
and processes (cf. Johnstone 2002: 4). In cortmastorphological or syntactic analyses of
language, which disassemble connected text in dodexplore the micro-details, discourse
analysis investigates bigger chunks of languageh s paragraphs, entire conversations or
speeches. Meaning very much depends not only orhbiEe of words and how they are
arranged in a sentence, but also how theses cluinkBrmation are put in order. Johnstone
(2002: 5) explains that “[d]iscourse analysis shédbht on how speakers indicate their
semantic intentions and how hearers interpret ey hear, and on the cognitive abilities
that underlie human symbol use”. In sum, discoarsalysis tries to find out why a certain
speech act is uttered the way it is and which $@oastructions underlie (e.g. what power-
relations) (cf. Johnstone 2002: 1-28).

Relating this understanding to Content and Languatggrated learning, Gajo (2007: 568)
reasons that for integration to develop in CLILg teacher must pay special attention to the
linguistic components in subject contents and rbesaware of the importance of discourse in
acquisition. He suggests that the link betweenftineign language and the non-linguistic
subject is discourse. Discourse is shaped by thgectumatter, as well as by the linguistic
ground. Gajo (2007: 568) calls “mediation” the stag which content knowledge is turned
into discourse; and “re-mediation” the process thcl linguistic paradigms are linked to

discourse.

Finally, Walsh (2006: 3), a main representativeha field of classroom discourse analysis,
defines particular “communication patterns” for tHanguage classroom which are
substantially different from pure content-driversdens. According to him, “the linguistic
forms used are often simultaneously the aim ofsade and the means of achieving those
aims” (Walsh 2006: 3). In the CLIL classroom thigans that speaking itself is learning,
which implies that students are learning as thegyraanicate during the lesson. Interaction is
the key to successful language acquisition andestisdmust actively use communication
patterns in the classroom in order for learningdppen (cf. Walsh 2006 16-38).

3.3. Teaching concepts
The third pillar of CLIL identified in this MA thes is based on three language teaching

concepts. As has been outlined, there is a pdlgicd an educational dimension to CLIL and
the latter is of particular importance here sinfoe interest of the present MA thesis lies in
educational linguistics. Various assumptions allmy best to teach foreign languages were

developed long before the concept of CLIL even g@@rand some of them had and still
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have an influence on the teaching concept. TheseCantent-based language instruction,

bilingual teaching and learning and communicatargguage teaching.

3.3.1. Content-based language instruction
Researchers nowadays agree that in order to ledanguage successfully, it must be

contextualised. In other words, learning vocabuléeyns and grammar rules in isolation is
not as effective as learning chunks and phrasepeuific thematic contexts. In order for this
to happen, experts like Brinton et al. (2011: l)dve that authentic material is one of the key
aspects. Coyle et al. (2010: 11) agree and cl#rdy by ‘authentic’ they mean subject matter
and teaching material which is close to real-lifmegions and which helps acquiring the
foreign language in a more naturalistic way. Bnméd al. (2011: 2) have devised a definition
of content-based language instruction which st#tes it is a combination of teaching a
language and teaching a certain content. For thikenaim of this teaching concept is to
“eliminat[e] the artificial separation between lalage instruction and subject matter classes”
(Brinton et al. 2011: 2), which is distinctive ofost traditional educational environments.
Dalton-Puffer and Smit (2007: 9) see the impliaated CLIL in “that language and content
integration represents more of an actual commumgagvent, or a more ‘authentic’

communicative event, as it is often called, thanglaage teaching per se”.

In the content-based language classroom, the tetivire adapted to the specific subject
matter taught and aim at motivating students téecefand learn in the target language.
Naturally, it is most commonly assumed that theneagroup is homogenous, which is not
the case in all schools across Austria, but haldes tor the particular vocational secondary
school under examination. According to Brinton &t (2011), the content-based method
naturally leads to the integrative teaching of lalhguage skills. Certainly, the approach
requires that course design and curricula are thjigidapted or even altered completely, and
must contain indications of how to integrate theteat with the language aims. Another
challenge concerns the teachers who, unlike irfdreign language classroom, must let the
content dictate which language items are taughtdreh (cf. Brinton, et al. 2011: 2). But not
only are the instructors challenged in this typetezfching; also the learners receive more
responsibility. This responsibility results firstiyom the fact that content-based language
instruction very intensely focuses on the learnseds. In the case of Austria, the teaching
prepares students for professional situations wttiely are likely to encounter in their lives
and focuses on language aspects which they willt ppabably need. Secondly, as is also
pointed out in the section on motivation, studdegsn more effectively when they perceive
the content as relevant and thirdly, content-basadhing is based on what the students have
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previously experienced and learned (concerning lbéh subject matter and the second
language knowledge) (cf. Brinton et al. 2011: 33. @& quarter cause for students’ increased
responsibility in content-based instruction Brinten al. (2011: 3) name the “focus on
contextualizeduse rather than on fragmented examples of correctesertlevelusagé
[original emphasis]. They underline that througts,thhe learners will get a feeling for the

discourse level, the social components of verltaraction and naturally for grammar rules.

Another advantage of the content-based approachsseebe that it is effective in teaching

all age groups. Brinton et al. (2011: 9) furtheggest that this kind of instruction is especially
appropriate for learners who have specific prattaregguage aims. In their opinion, the key to
success in this approach is clearly “rich seconduage input in relevant contexts [...] where
the attention of the learner is focused mostly loe theaning rather than on the language”
(Brinton et al. 2011: 9).

Finally, as is mostly the case in educational emnments, practice of content-based teaching
is ahead of its research. Therefore, attentiohligd on the development of teaching material
and curricula instead of efficacy documentationswever, existing research suggests that the
approach achieves good language development ahdabaglemic proficiency while inspiring
students with interesting and relevant subjectat@&n et al. (2011: 215) have even found
“limited but promising evidence that content-basestruction enhances both language and
concept development and promotes positive attitudes sum up, while some research has
been undertaken, there is still a need for moreirrap data as well as practical and
theoretical work on the content-based approacis. dn its way and gains popularity, but up
until now one cannot make definite assumptions tlteeffectiveness in educational settings
(cf. Brinton et al. 2011: 213-218).

3.3.2. Bilingual teaching and learning

Abendroth-Timmer (2007) asserts that fully bilingealucation is one of the most widely
discussed and promoted educational concepts imé#aka, schools and research nowadays. In
Austria, the term EAA (Englisch als Arbeitsspracheiich translates to ‘English as medium
of instruction’, emerged and it is used as a synofgr bilingual teaching in this paper. It
must be noted here that originally EAA was the naised for the teaching concept of what is
now CLIL (cf. Dalton-Puffer et al. 2011: 196). Tipairpose of bilingual teaching is that
students use a second language in their subjessedaso that they are well-trained for the
challenges of their future international workingres (cf. Abendroth-Timmer 2007).

Additionally to that aspect, Abendroth-Timmer (20@D) clarifies that the aim is to promote
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joint learning of students with different origin;wch mother tongues and to enhance the
willingness to communicate amongst each other. @@aking more than one language in the
classroom setting, a cultural opening can be aeliewhich may lead to a better
understanding of the subject matter. As AbendrathAier (2007: 81) underlines,
“Bilingualer Unterricht kann durch seine Mehrpefdpgtat ein Ort der Reflexion von
sprachlichem Handeln in gesellschaftlichen und evisshaftlichen Diskursen sein®. It
enhances “language awareness” in that it giveseatadhe chance to discover the structure of
their mother tongue and “cultural awareness” (Aettd Timmer 2007: 98) in that it serves
as a means to discover different cultural percepti@nd thus enhances transcultural learning.
Another important implication of the bilingual appch is that it enhances reflection about
the learning process as such, which in turn iggaifstant factor for motivation. By leading
the students to analyse the language structures wdaling a scientific text in a foreign
language, the consciousness about the learningegsocan be enhanced (cf. Abendroth-
Timmer 2007: 100-105).

It must be noted here that even though ‘bilingiralits basic concept means the use of two
languages — the country’s native language and diti@ubal foreign language — the ideal
outcome of bilingual classes is a maximum boodanfjluage competence in the L2, which
may be achieved with the so-called “Immersion” (Atbeth-Timmer 2007: 71). Abendroth-
Timmer explains “immersion” as a form of teachimgwhich almost exclusively the second
language is used and in which the teacher doesxmdain or translate every single step (cf.
Abendroth-Timmer 2007: 71-72). However, in realifyilingual modules employ both
languages and try to help students to develop iktiguand subject competence in both
languages. The aim is for the students to devel@ouble conceptualisation which also
includes the L1 in the teaching. This implies tidgially, the learning materials in the L1 and
in the foreign language alternate in accordandaéeocontent. (cf. Abendroth-Timmer 2007:
105).

A crucial factor to consider in that respect istthaspecific subject matter is not only
characterised by specific vocabulary items, but 8lg certain forms of discourse. The ability
to communicate successfully includes more than tataleding texts about the subject matter
and being able to translate relevant vocabulary@asecond language (cf. Abendroth-Timmer
2007: 93-98). Therefore, Abendroth-Timmer (2007) S&tes that “[d]ie Schulerinnen und
Schiler mussen nicht allein  Konzepte entwickeln, ndson dartiber hinaus

Versprachlichungsstrategien erlernen®. As a resuften bilingual learning finally happens
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successfully, it promises students more “Autonomim der sprachlichen
Handlungskompetenz® (Abendroth-Timmer 2007: 95).

3.3.3. Communicative language teaching
When discussing recent teaching concepts, of caiasenunicative language teaching must

not be missing. Littlewood (1981: 1) sees one oé& tmost distinctive features of

communicative language teaching (CLT) in that ituses on both language levels — the
functional as well as the structural — and combittesm in a communicative way. The

structural aspect of a language is concerned wammar and its rules, while the functional
view is not so clear-set and depends on the smuand the social environment. Various
experts, like Littlewood (1981) or Hedge (2000)gaged with the relationship between
linguistic form and function and it is stated tliat a single linguistic form can express a
number of functions, so also can a single commurEdunction be expressed by a number

of linguistic forms” (Littlewood 1981: 2).

The goal of this teaching approach is clearly comicative competence which can only be
achieved through meaningful communication in theeiffn language. A speaker’s

communicative ability is characterised by the fafilog (cf. Littlewood 1981.: 6):

1. A high level of linguistic competence which permasspontaneous and flexible
language use. This is what Hymes (1998: 14) callswkng “whether or not
something is formallypossiblé [original emphasis], which builds on grammatical

correctness in a language.

2. The ability to differentiate between linguistic iorand communicative function. This
means that items which can be uttered in a lingaky correct way must also be
known to have a specific communicative functionnidg (1998: 14) summarises this
ability under the term “feasibility” and explainkat in order for communication to
make sense, a sentence does not only have to bangtacally correct, but also
feasible.

3. The knowledge of the social dimensions of languag®as, such as politeness. This is
what Hymes (1998: 14) calls “appropriateness arck@ability”. For example, a

sentence can be grammatically correct, feasibleinappropriate.

4. The skills and strategies which allow a speakeexpress what they want to say

effectively in concrete situations. Hymes (1998) tdlls this dimension “accepted
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usage”. According to him, this is a question of thiee an expression does in fact

occur. A sentence may be possible, feasible, apjte@nd not occur.

Communicative language teaching is based on thaciptes “whole-task practice”,
“motivation”, “natural learning” (Littlewood 198117) and a positive learning environment.
Whole-task practice does not separate each indiViguill involved in an activity, but
represents “practice in thetal skill’ [original emphasis] (Littlewood 1981: 17) and toeal
learning’ denotes the natural process of languagening which happens when the learner
actively communicates. Furthermore, communicatasggiage teaching provides space for
positive networking amongst learners and teachedstlaese inter-personal interactions help

to create a positive learning environment whichpsuis the learners.

As far as the form—meaning dichotomy is concerngitiewood (1981: 89) states that the
goal of communicative language teaching is to mtevihe learners with a broad range of
communication situations in which they focus on nie@ rather than on form, because
focusing on form can sometimes hinder speech. Vfaportant in this respect is feedback.
Feedback helps the learners discover where themgths and weaknesses lie and which parts

of their language performance they must change.

3.4. So what is CLIL?
Having looked at the scientific branches whichueficed the development of the concept, let

us now turn to CLIL itself. Content and Languageegmated Learning (CLIL) developed in

the 90ies when it first acted merely as a neutral handy term to ease communication
between international specialists and is now anreti@term for educational practices as well
as for “an even wider array of terms tied to spedihgua-cultural, national, educational and

disciplinary traditions” (Dalton-Puffer et al. 2018).

As a first consideration, what makes Content andguage Integrated Learning as an
educational concept different from approaches é&etent-based language learning or fully
bilingual teaching and learning? First of all, CLiK.a form of partially bilingual education.
This means that an L2 is used in selected subggatsonly to a limited extent, in contrast to
fully bilingual classes. According to Coyle et 010: 6), the difference “is the planned
pedagogic integration of contextualized contengnititon, communication and culture into
teaching and learning practice”. Dalton-Pufferle{2010) add to that the distinction between
second and foreign language. While content-bassttuction and immersion education
involve a second language as vehicular, ContentLanduage Integrated Learning employs a

foreign language. This means that CLIL student$ mistly encounter the CLIL vehicular
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language at school and not in society in their ylay lives, and that teachers are most likely
non-native speakers of the vehicular languageafton-Puffer et al. 2010: 1). In a more
recent publication Dalton-Puffer et al. (2014: 2Hs)d that CLIL teachers are trained in
subjects other than foreign languages and that Gddkons count as content lessons, which is

where a clear-cut boundary to content-based insbru¢CBI) is found.

Despite numerous attempts to define CLIL, Cenaal.ef2013) criticise that there is no clear
definition of the concept. It lacks specificatioosncerning the allocation of teaching time
dedicated to content on the one hand and to larguwayg the other, and its learning
environments are so diverse “that it is difficutthink of any teaching or learning activity in
which an L2/foreign language would be used thatcdcaot be considered CLIL” (Cenoz et al.
2013: 246). CLIL as an innovative and new teactapgroach has become popular amongst
researchers, teachers and politicians, but acaprdirCenoz et al. (2013: 247), there is no
clear-cut proof that it is different from conterdaded instruction or immersion and they thus
claim that it is not a distinct concept. Dalton-feufet al. (2014: 214) agree that boundaries
between CLIL and immersion education are blurryt they submit that a term develops
within historical and social contexts and that Cldimerged as a value-free concept that
promoted multilingualism and innovations in teachin Europe in 1990, while immersion
education was introduced thirty years earlier inn&k under different circumstances.
Furthermore, the research in CLIL “has added newvdad carved a new research agenda in
ways that have not been equally prominent in warknomersion” (Dalton-Puffer et al. 2014:
215). From this debate it can be seen how diffitut to define a new teaching concept and
how important it is to consider historical, soci@tucational as well as linguistic influences

within.

But not all boundaries between CLIL and other @xgstconcepts have been drawn in the
present thesis yet. There is still the questionualwhat sets CLIL apart from the EFL
(English as a Foreign Language) classroom. LoramzbMoore (2010: 24) see the difference
in the way the learners are treated — while intthéitional EFL class they are seen as inferior
beginners, they are perceived to be the able usete CLIL classroom. Another opinion,
stated by Dalton-Puffer and Smit (2007: 8), is ttie subject matter in the CLIL context
makes foreign language learning purposeful. Thguyethat there is more meaningfulness in
language learning in the CLIL classroom than inttiaelitional EFL classroom, because the
subject content naturally forms a part of teachifilgirdly and lastly, Vollmer (2010: 35)

perceives the difference between CLIL and FLE at th
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it has to do with securing and constantly widenthg linguistic basis for
appropriate subject-specific conceptualisations affitient subject-specific
communication, including semantic networking, l@jistructuring of texts, use
of cohesive devices, of conventionalised registas of formal style.
As has been shown, CLIL is often praised as thehieg wherein the target language is more
authentically used than in the English as a Forégmguage (EFL) lessons. But English is
not the only language used in the CLIL classroomidtdn-Puffer (2005: 1291) emphasises the
importance of the L1 culture and its languagesciviis why the CLIL classroom relies more

on the conception of English as a Lingua Franca tha regular EFL classroom.

In education, the concept of Content and Languagegtated Learning (CLIL) became
popular around 1990 and is described as “the varamucational methods by which non-
language subject matters is [sic] taught througlseaond, foreign or other additional
language” (Marsh et al. 2001: 6). The teaching eph€LIL is dual-focused, which means
that both language and content are part of it, ¢hreagh the emphasis may be at times on one
of the two. There are diverse understandings oft&@drand Language Integrated Learning
and Marsh et al. (2001: 13) for example say thatLCgives the students the chance to
develop a connection between knowing about a cectantent and developing language skills
which allow real life communication. Mehisto et §008:11) as well as Gajo (2007: 564)
furthermore emphasise the notion of “integratioori: the one hand, content subjects include
sequences of language acquisition, and on the ,ottwmrtent from subject classes is
incorporated into language learning. They summadhae“[t]hus, in CLIL, content goals are
supported by language goals” (Mehisto et al. 20d8:and vice-versa. However, Coyle et al.
(2010: 1) found out that in practice “CLIL is [gealty] content-driven” in European contexts

and does not put equal focus on language.

As a last general remark, the first L in CLIL doest necessarily mean English as the
language of instruction, but in practice this issmcommonly the case. As will be elaborated
in more detail later, in Austrian upper secondaghhical colleges no instances of CLIL

using any different language from English or Gerras been reported.

3.5. The theoretical concept behind CLIL
Having discussed the approaches which led to thergence of CLIL and having mentioned

some basic features, let us now turn to what Cldinprises. As has been outlined, CLIL is a
dual concept which involves content as well as lagg learning. Mehisto et al. (2008) even

insist on a third part which forms CLIL — learnisgills, and Coyle (2007) takes up all three
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elements and adds culture. In order to understamdynergy of them, each part is examined

separately.

3.5.1. Content learning
The question of content in CLIL is far more comptéan it may seem. Coyle et al. (2010)

claim that it is not simply choosing a random sabjeom the school curriculum and teaching
it in a foreign language. Even if in some CLIL pragimes only certain subjects are chosen
for CLIL, there are contextual variables of therisag institutions which determine the
content. In other words, factors such as the tegckiaff, language assistants, students’ age
etc. are decisive in what is appropriate for theteot in CLIL. Content points can be taken
from the national curriculum of one subject or h&idisciplinary, connecting two or more
subjects. Theoretically, it must be decided at ghyen point in time where to put the
emphasis — on the content or on the language # buist never omit one of the two entirely
(cf. Coyle et al. 2010: 27-28). Dalton-Puffer et @010: 2) however, are convinced that in
“CLIL programmes in Europe [...] [ijt is the curriauh of the content-subject that is
delivered in the foreign language while languagalgaonay be high but remain implicit”.
What can be discerned from these observationsatstlilere seems to be tension between the

pedagogical aims and the socio-cultural teachiatities.

As far as the successful learning of the contenbigerned, Coyle et al. (2010: 29) state that
“students must be cognitively engaged”. In ordertfe students to be in such a state, the
teachers must provide tasks which actively invahesm and create opportunities for thinking

and reflecting on their own learning. It has besswvpn in several studies that people must be
challenged with activities so that they can fingh@priate solutions, broaden their horizons

and acquire new knowledge (cf. Coyle et al. 201032).

Students and teachers involved with CLIL sometirdlessify certain content as being too
difficult to be taught in a foreign language, singaderstanding it in the mother tongue is
already a challenge. Mehisto et al. (2008: 20)gtisa and state that “[flar from interfering
with content acquisition, CLIL can actually fadlie it”. According to them, academic results
in various subjects have shown that students tamgBLIL were equal or even better than
students taught in their L1, especially also whename to reading, writing and listening
skills in the L1. This is apparently due to the aalguistic awareness which students
develop in bilingual education. However, | shareneaeachers’ and students’ opinion, that
one must be careful which content is addressedyusecif the subject is complex and very

difficult in itself, the results will probably ndie better; equal at best. This would maybe be
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different if more dedication and time was giverbitingualism. There are without doubt time
constraints and guidelines concerning the subjeateral in school settings, but simply
translating a worksheet written in a foreign lamggianto the students’ mother tongue is not
the ideal CLIL teaching either.

Finally, one positive aspect still needs to be noeetd. There is a possibility that some
students are more motivated to learn content whisrpresented in a foreign language. These
students “like the hands-on and participatory reatfrthe CLIL classroom, finding learning
through CLIL to be fun and challenging” (Mehistoadt 2008: 21) and whether they exist in
Austrian upper secondary technical colleges wilbbe topic of investigation in the following

survey.

3.5.2. Language learning
As Coyle et al. (2010: 35) emphasise, “using laggu® learn is as important as learning to

use language”. Thus, let us now turn to the palammjuage learning in CLIL.

CLIL promotes a communicative approach to languagening in which the focus lies on
meaning rather than on form. As is stated by mahilL Geachers, they correct only few
grammatical mistakes their students make or nonallatbut rather promote successful
communication and prioritise lexis over grammamise(cf. Chapter 4. The field study). All in
all, the CLIL approach promotes communicative skiihich are practically employable in
authentic interactive situations. Coyle et al. (2033) make it clear that “[s]tudents have to
be able to use the vehicular language to learrecbatherthan grammatical form” [original

emphasis]. However, some researchers have warrad abglecting the form, which can
lead to an insufficient development of the languageongst the learners. It is therefore
suggested to initially define whether a CLIL lessengoing to be content-, or language-
emphasised and, if the latter is the case, deliblgrdraw students’ attention to difficult forms

of language (cf. Coyle et al. 2010).

Lorenzo and Moore (2010: 31) could confirm in thetudy that CLIL students lacked

linguistic accuracy and writing style, but that étHearners display[ed] an impressive
flexibility in responding to the communicative neeaf the task”. Thus, they suggest a form
of language teaching in the CLIL classroom whiclesioot focus either on grammar or on

lexis, but on semantics.

One of the challenges in the CLIL teaching is ttegt cognitive and linguistic levels of a
student may not be equal. To put it simply, a sttdeight be able to grasp a particular aspect

of content, but might not be able to understane>glain it in a language other than the
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mother tongue. Gierlinger et al. (2007: 81) cai tilemma “semantische [...] Dissonanz in
EAA [Englisch als Arbeitssprache]”. Coyle at alO{®) reason further that the grammatical
progression in a CLIL class, for example, may diffem what would be expected in an EFL
class, since the student may need certain gramnwwl&dge in order to understand and be
able to talk about a specific topic. It is thus teacher’s responsibility to decide on the
content- as well as on the language objectivesagpiopriately structure the CLIL lesson.
Addressing this challenge, Coyle et al. (2010: B&ye designed the “Language Triptych”
which consists of three essential vehicular languaayts “languagef learning, languaggor
learning and languagéroughlearning” [original emphasis]. This model can hafpa guide
towards linguistic progression, in other words amduage learning and use. According to
Coyle et al. (2010: 36), their model of the trigtybelps to show the different levels of

linguistic challenges and thus allows the teacteemnalyse their students’ needs.
1. Language of learning

‘Language of learning’ is the language which leasneeed in order to be able to
understand a particular aspect of a topic. Recemteganalysis focuses on exactly this
guestion — which language must somebody know ierotdl understand a particular
science branch? This implies that the teacher niigle to shift the focus from a
grammatical difficulty to a notional and functioredpect of language, depending on
the context. What Coyle et al. (2010: 37) correste is that “[flor the subject teacher
it requires greater explicit awareness of the lisigu demands of the subject or

content to take account of literacy and oracy ewbhicular language”.
2. Language for learning

The second concept, ‘language for learning’, islémguage which learners need in
order to be able to come to be active in the enmrent of a foreign language. In
order to learn to use a language, they need tolajeVearning strategies which the
teachers should enhance. Such strategies are basgkllls which are developed in
pair or group work, reflection stages, solutiondfing processes etc. Furthermore,
there needs to be a repertoire of certain spedsh l&® enquiring, summarising and
concluding, so that the learner can work with tbatent effectively (cf. Coyle et al.

2010: 32-38).

3. Language through learning

Finally, ‘language through learning’ is the langeawhich is used in order to

reproduce effectively learned content. In otherdspthe perception is that successful
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learning involves language and that by explainiogtent to a peer students can truly
deepen their understanding. Since there is new imgavhich is acquired in the CLIL
classroom, there is also new language which isetkddowever, this need emerges
during the process and cannot always be predictédebteacher in advance, which is
why teachers need to be flexible and “find waysgdsping emerging language
situ” [original emphasis] (Coyle et al. 2010: 38). Mover, the concept shows that
language acquisition is an un-linear progressiorchvdoes not emerge from a step-

by-step grammar learning.

Vollmer (2010) submits that language learning inllC&ituations does not happen by itself,
which is to say without any additional effort. Sipgonducting a subject lesson in English
will not necessarily help the students achieve Uistic proficiency; there is more to it.
Vollmer (2010: 34-35) states that the learning ddreguage must be structured, planned and
continually repeated and “is not just a goal irlitsbut it is most instrumental for content

learning”.

Despite all the research which proves that langle@ming is an essential part in CLIL and
all the recommendations about how to integrate @ons language learning in the CLIL
lessons, evidence has shown that it still comesrgkry. Vollmer (2010) concludes that this

might be the reason for the worrying lack of disseucompetence amongst learners.

3.5.3. Learning skills and Culture
The third branch of Content and Language Integragsatning involves the development of

learning skills. As has been mentioned, it is inigat to develop learning skills in order to
reach content and language goals. Mehisto et @082211) call content, language and
learning skills the “CLIL triad”.

Moreover, in Coyle’s (2007: 549-550) “4Cs Conceptaamework” a holistic perspective is
adopted, which does not consider language and moatetwo distinct parts but rather sets
“content in the ‘knowledge for learning’ domain t@grating content and cognition) and
language, a culture-bound phenomenon, as a mediuladarning (integrating communication
and intercultural understanding)”. She assumesen4t€s Framework that effective CLIL
happens when the students develop deeper knowladdeunderstanding through being
cognitively involved, interacting in communicativiasks, generating knowledge about

language and getting a refined view on culturalrawess.

Her framework emphasises the effects which theestbpatter, language, cognition and

culture have on each other when they interact, matitises the notion of intercultural
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experience. It is built on the assumption thatresy content is not only acquiring knowledge
and skills, but that the learners construct thein dody of knowledge and skills which they
perceive as relevant. There are studies by Wies¢20€5) and Ziegelwagner (2007) which
clearly show that CLIL is extremely valuable fotarcultural learning. Ziegelwagner (2007)
conducted her survey amongst Austrian History teechvho used English in their lessons
and found out that the teachers perceived CLIL dlping tool in juxtaposing different
viewpoints on certain historical happenings, wheehntainly enhanced interculturality. Still,
Coyle (2007) and also Vollmer (2010) admit thatr¢héas been little research on the
influence culture has on CLIL, despite the fact th#a probably one of the most influential

domains.

3.6. The political dimension
CLIL, “FAUA” — Fremdsprache als Unterrichts- und b&itssprache - (Kazianka &

Steinhausler 1999: 97), or ‘Englisch als Arbeitaspe (EAA) in Austria, are not only
teaching concepts, but clearly some “form of exéshhnguage policy” (Huttner et al. 2013:
267). Content and Language Integrated Learning “features in mainstream schooling at all
levels and in most countries and enjoys the exgigpport of European Commission policy-
makers and of many national educational authofifisittner 2014: 138). The word which
must be highlighted here is ‘mainstream’ which he teason why CLIL is different from
other bilingual education practices that almostiwsigely concern private and elite schools
(cf. Dalton-Puffer et al. 2010: 3).

Coyle (2007) speaks of a great diversity of CLILdals in Europe, which is to her potential

and weakness at the same time. The advantage afi€klat it succeeds in connecting both
language and content learning in so many diffeegrtt dynamic educational environments;
but the danger of this flexibility may be that ¢ interpreted freely when there is no fixed
framework with clear targets and guidelines. Shgues that for CLIL to become a valued

concept in official national curricula, it must bsupported by substantial theoretical
background and positive evidence of language gtalid learning outcomes (cf. Coyle 2007:
545-546). Dalton-Puffer and Smit (2007) add that thalisations of CLIL in Europe are

rather of a content-driven nature than languageded. The explanation for this phenomenon
is that CLIL implementation rarely implies the nssary adaptation of the national curricula;
it merely means a change of the language of instru@ certain content classes (cf. Dalton-
Puffer & Smit 2007: 12).
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CLIL policy in Europe has two sources — top-dowagasses on the one hand, and bottom-up
initiatives on the other. The European Commissi2@08) states their desire for all EU
citizens to speak at least two foreign languageslufition to their L1 and declares CLIL as a
concept which should enhance this language leargoal. On the civic level, there are
parents who support bilingual education out of diesire to provide their children with the
best possible education, and teachers who volintake the challenge of teaching their
subjects in English (cf. Hiuttner et al. 2013: 2722 Such bottom-up initiatives are most

commonly the main driving force for CLIL practices,least in Austria.

Dalton-Puffer et al. (2008: 166) state that onehef most impressive advantages of CLIL is
its cost-efficiency (not costing more than regutdsisses while delivering good learning
results) and they consequently plead for the miesbf education to get actively involved in

formulating guidelines and concepts in order toexa the teachers. In the long run, they
argue, laws could also help in catering for accalifity and efficiency of the program. The

formula for successful CLIL teaching they desigmaeblves (cf. Dalton-Puffer et al. 2008:

207)

* Engagement,
e Structure, and

e Support.

3.7. CLIL practice in Austria
In Austria, CLIL practices have started in the 1i@80first in primary and general education

schools, later also in vocational secondary schatdsvever, for a long time “there [has not
been any] general recommended model for bilingaahing at secondary level” (Kazianka &
Steinh&ausler 1999: 96) and there has been a lagkatbnal guidelines in the Austrian
curricula. Dalton-Puffer et al. (2008: 4) statettGalL practices in Austria are diversified and
that they emerged most commonly through local asdgnmal initiatives. Following the so-
called “Fremdsprachenoffensive” in 1990, the Schidrrichtsgesetz (BGBI. — Ausgegeben
am 30. Dezember 1996 — Nr. 767, 5133) 8§ 16 Absads as follows:

Dartiber hinaus kann die Schulbehorde erster Instan die Verwendung

einer lebenden Fremdsprache als Unterrichtsspr@eheitssprache) anordnen,

wenn dies [...] zur besseren Ausbildung in Fremdspaczweckmaliig

erscheint und dadurch die allgemeine Zuganglichdaiteinzelnen Formen und

Fachrichtungen der Schularten nicht beeintrachtigl. Diese Anordnung kann
sich auch auf einzelne Klassen oder einzelne Ualesgegenstéande beziehen.
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Since the school where the field study (cf. Chagtg¢rwas conducted belongs to a special
type of secondary technical college which is commply in Austria and in a similar form in
Poland, it will briefly be explained here. The saled HTL (HOhere technische Lehranstalt)
has five levels and finishes with a general quadiion for university entrance (Matura).
Students start after eight years of primary ancelosecondary education and are between 14
and 15 years old. After finishing this type of sohahey may study at university or start
working in the professional branch they chose (neechanical engineering, electrical
engineering, information technology etc.). Sinceglish is clearly the Lingua Franca of
science and technology it becomes increasingly rapbfor students in these fields to show
not only a good command of technical content, lsd af professional communication skills.
Thus, a good mastery of the English language is notvonly necessary on a basic inter-
personal level, but also at the formal, profesdistege. Therefore, the curriculum for upper
secondary technical colleges in Austria (HTLs) whanged in 2011 and contains now, in
addition to the general statements about the eduedtaims, the following specific
regulations on CLIL (BGBI. Il - Ausgegeben am 7p&enber 2011- Nr. 300, 3):
lld. Bestimmungen bezuglich integriertes Fremdsprahenlernen (Content
and Language Integrated Learning - CLIL)
Als fremdsprachlicher Schwerpunkt sind in einzelneflichtgegenstanden
(vorzugsweise in fachtheoretischen Pflichtgegem&énaber auch in allgemein
bildenden und fachpraktischen Pflichtgegenstandesgenommen jedoch die
Pflichtgegenstande ,Religion”, ,Deutsch” und ,Ersglh®) ab dem Ill. Jahrgang
mindestens 72 Unterrichtsstunden pro Jahrgang istidimung mit dem
Pflichtgegenstand Englisch in englischer Sprache unierrichten. Die
Festlegung der Pflichtgegenstdnde und des Stunsgierafes in den einzelnen
Pflichtgegenstdnden und  Jahrgangen hat durch  stbaolame
Lehrplanbestimmungen zu erfolgen. Unberihrt blad Mdoglichkeit der

Anordnung von Englisch als Arbeitssprache gemall 68 Abs. 3 des
Schulunterrichtsgesetzes.

In addition to this provision, the national curtdizon for upper secondary technical colleges
(HTLs) contains a brief definition of the concepgt @LIL (BGBI. Il - Ausgegeben am 7.
September 2011- Nr. 300, 6):

Unter ,Content and Language Integrated Learningl{fLversteht man die
Verwendung der Fremdsprache zur integrativen Véung von Lehrinhalten
und Sprachkompetenz aufRerhalb des Unterrichts lich#fegenstand Englisch
unter Einbindung von Elementen der Fremdsprachektid Wegen der
Bedeutung der Fremdsprachenkompetenz fur die Ibevafl Praxis sind
Unterrichtssequenzen mit CLIL von gro3er Wichtigk®&ie Vermittlung der
Fremdsprachenkompetenz hat integrativ so zu eriplglass sowohl im
fachlichen als auch im sprachlichen Bereich diet&sinnen und Schuler bei
der Herausbildung von Wissen und Fahigkeiten egiistsals auch sprachlicher
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und kommunikativer Kompetenzen andererseits uiiiztstverden und damit

die Beschaftigungsfahigkeit der Schilerinnen undhifs in  einem

globalisierten Arbeitsmarkt gestarkt wird.
Every school still has certain autonomy as faroasi§in language education is concerned and
therefore no general roadmap can be detectedcine@ery teacher in an Austrian secondary
school may choose to introduce CLIL in their clasgeite flexibly if only the headmaster
approves (cf. Gierlinger 2007). Dalton-Puffer et(@008: 214) question the effectiveness of
this flexible approach and suggest that CLIL teestshould aim at having a C1 language
competence level, according to the CEFR (Commomfaan Framework of Reference for
Languages), but at least have a solid B2. In aalguarantee this, CLIL teachers would have
to do an entrance exam, use modes of team-tea@mndgattend further workshops and

seminars.

Given that CLIL is in a way “foreign language pedgyg at a national level” (Huttner et al.
2013: 268), it is surprising how wide-spread anubly accepted it is in Austria nevertheless.
It is Huttner et al.’s (2013) opinion that in cadt to other educational innovations, the
concept of CLIL has found acceptance in the Austeducation system so quickly and easily
— even amongst groups of students who are stelieallyp not perceived as motivated
language learners (e.g. students in technical Wwtatschools) — because it is heavily shaped
by stakeholder beliefs. These beliefs, which boiddan unstructured concept of CLIL rather
than on a clear management plan, are the reasonGlHy is regarded as successful (cf.
Huttner et al. 2013: 267-268). Dalton-Puffer et @010: 6) add that the widespread
perception of CLIL as “efficient and effective larage learning setting” also originates from
the common dissatisfaction of regular EFL classb&hvare often associated with boring

grammar drills.

There are two studies which were undertaken indarsHTLs and which will be discussed

in more detail in the present MA thesis, becaustneif relevance for the research field. The
first was carried out by Dalton-Puffer et al. (2D@d further analysed by Huttner et al.
(2013), and the other one is by Jexenflicker aniddePuffer (2010) (cf. section 3.7.2.).

Amongst the findings was that CLIL was used in 6&Pall locations and that approximately
half of those were planning to further increase aheunt of CLIL lessons. The languages
used in bilingual teaching were exclusively Gerraad English and 4/5 of the schools which
did not employ CLIL said that they were planningrtoduce it in the near future. Aimost all
schools used CLIL in content theoretical subjed@8%), 76% included it in general

knowledge subjects and only 21% employed it in ficatsubjects (cf. Hiuttner et al. 2013:
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273). The theoretical specialist subjects whereLGlkAs most frequently used, were those of
“Computer Science, Foundations of Data Processilagtronics and Programming” (Huttner

et al. 2013: 273), while in mechanical engineeribgrman dominated due to the topic’'s
complexity. Concerning the amount of English usedthese CLIL lessons, 30% of the

interviewed teachers named a percentage of 50,eabdess than a quarter said that CLIL
made of 100% of their lessons. According to inms conducted amongst HTL pupils,

classes in English were most commonly part of igpetphases (cf. Dalton-Puffer et al.

2008).

Concerning the teachers involved with CLIL, mosttbém are specialists in the content
subject and do not have any language degree oudgegteaching formation on the tertiary
level (cf. Huttner et al. 2013: 273). Neverthelesse of the EFL teachers interviewed in the
study said that the role of the English language wased with the introduction of the
teaching concept, admitting that before, Englisd hat been important in the context of
HTLs (cf. Dalton-Puffer et al. 2008: 23).

As far as rules and guidelines about CLIL are coma# the study shows that in all CLIL

HTLs but one there were no official regulations.tiea, information and cooperation

happened informally within the different departnsgmelying on the curriculum and national
law as the only official documents. Additionally tisat, there is no official reference guide
stating the prerequisites a CLIL teacher must hBeeoming a CLIL teacher still needs two
prerequisites: “self-selection” and engagement taPuffer et al. 2008: 69). It is thus

concluded that CLIL initiatives were “grass-roofBalton-Puffer et al. 2008: 67) movements
in the schools examined. This in turn means afloesponsibility for the teachers, since they
are the ones who are charged with the entire execat CLIL.

3.7.1. Student perceptions
Having considered some findings about CLIL in Aiastrupper secondary technical colleges,

let us now turn to student perceptions about CStudents stated that the English language
did not make their subject classes more difficalif comprehension, for example, was a
notion to which they attributed more difficulty (dDalton-Puffer et al. 2008). In order to
overcome this and other obstacles, students aghe¢djood preparation before the lessons
was needed (cf. Dalton-Puffer et al. 2008: 104-1B6jerms of personal improvement in the
foreign language, they added that oral competendgaraphrasing became easier after some

time of CLIL instruction.
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As far as the use of German during CLIL instructroaes concerned, no clear picture could be
drawn. The amount of L1 depended on the subjeetteacher and the complexity of the
situation. Some students reported that German veasl dor difficult explanations, for
administrative tasks and even when a new topic waeduced or in exam situations. In
general, they said that the language they useddaisended on the learning materials and on
the language which the schoolbook predominantlyleyep (cf. Dalton-Puffer et al. 2008:
104-126). Bearing in mind the variety of forms whiCLIL takes in European settings, this is
not surprising. The multitude of degrees and foomBnglish language use in CLIL classes is

an indicator of the missing institutional policiésyws and regulations.

A very interesting aspect which was promoted by stlldents was that they perceived
grammatical and linguistic correctness as less rtapbthan successful communication in the
CLIL classroom; it was more important for them fmeak and lose their inhibitions than to
employ perfectly correct English. In terms of ermorrection, students reported regular
instances by the teachers, but also by their p&dgesestingly enough, the students said they
were less intimidated to speak English since mdnthe@r CLIL teachers had an equal or
even lower L2 competence. There was mutual comeand feedback, which represents a
shift in the traditional teacher—student relatiopsfef. Dalton-Puffer et al. 2008: 104-126).
What teachers also stated is that CLIL improvessgmttion skills in English and oral
fluency in the foreign language (monologic speakiicf. Dalton-Puffer et. Al 2008).
Consequently, students lose their fear to speak iloreign language and language use
becomes more automatised. Maillat (2010: 50) erpl#ie loss of fear with what he calls the
“mask effect”. He argues that hierarchical and aloobnstraints, such as formality, politeness
and register, are loosened in the CLIL environmehich leads to a reduction of the affective
filter of anxiety. Additionally, CLIL enhances asdonnection of the speaker from the learner

identity, hence the definition as ‘mask’.

Finally, all students interviewed agreed that Clihad significant advantages for them,
especially in view of English being the internaabtanguage of business and science. The
most significant benefits from CLIL seemed to bgemerally higher language competence
and more security in speaking, vocabulary range landuage ease. A minor part even
mentioned that they appreciated CLIL as independeatning. In terms of motivation,
however, only two students reported that havingléisson in English intrinsically motivated
them to learn the subject matter. More said thall_Ghotivated them extrinsically, because
certain subjects being taught in English were muogern or appropriate (e.g. computer

science). A third of the students were satisfiethwhe amount of CLIL they were exposed to,
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while a clear majority would like to extend it tther subjects, preferably to those of technical

nature. On the other hand, students named threemegative aspects about CLIL:
1. CLIL classes may have a bad reputation as beimgant within the school,
2. additional workload,

3. the disadvantage of learning ‘less content’, beedikngual teaching takes up more
time than teaching in the mother tongue (cf. DaRuffer et al. 2008: 104-126).

3.7.2. Language competence
It seems obvious that exposure to the English laggus increased when students have CLIL

lessons in addition to their EFL lessons. Certaitity focus in the content subject lies on
thematic knowledge, nevertheless there is expogurlanguage which in turn enhances
language learning (cf. Gimeno et al. 2010: 3174ridus studies have shown that teaching
content subjects in an L2 fosters foreign langugigks (cf. Lorenzo & Moore 2010, Dalton-
Puffer 2005, Denman et al. 2013, Mewald 2007), lmrgause they do not involve students
from the particular Austrian school type mentioniey will not be discussed in further detail
in this MA thesis. Even though not all five domawofdanguage competence are equally and
consistently better amongst CLIL students, reseaischssume a generally higher language
level amongst CLIL students. This assumption issenoby the following findings. As far as
the domain of dialogic speaking in oral communmatis concerned, there is evidence of
enhanced speaking skills and self-confidence bimoBhglish (cf. Dalton-Puffer et al. 2008:
12).

The domain of writing was examined by Jexenflicked Dalton-Puffer (2010) in upper
secondary vocational schools in Austria and theydébout that CLIL students showed higher
language ability in general and also scored higinethe free writing task than their non-CLIL
peers. CLIL students showed a wider range of cdivescand did not only use basics, such
asand, but, becausehich the non-CLIL groups almost tended to over@e.a grammatical
level, CLIL students significantly outperformed itheon-CLIL colleagues, especially in the
field of language accuracy. While all students skdwa big variety of subordinate
constructions, only the CLIL groups could use theonrectly. This claim is supported in
another study by Mewald (2007) in which secondamel CLIL students outperformed their
peers in mainstream classes. Concerning vocabalatyexpression, the CLIL students again
showed better results than the non-CLIL groupsblros, such as using words from the L1
in the English writing, spelling mistakes, the wseexclusively simple adjectives etc. only

occurred in the non-CLIL groups. The CLIL studemtgontrast to this, obtained high scores
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on range of vocabulary, used longer words and @&dbithe most frequent basic words.
Generally speaking, “it seems that CLIL instruct@ffiects those areas most which concern
purely linguistic skills (i.e. grammar and vocaby)a (Jexenflicker & Dalton-Puffer 2010:
181-182).

4. The field study

Having looked at the theoretical backgrounds in fielels of motivation and Content and
Language Integrated Learning, the empirical re$eancstudent motivation will be presented
in the following chapter. The field study was coatddl in order to find out about motivation
and attitudes towards the English language in Cétlvironments of a particular Austrian

upper secondary technical college.

4.1. Research questions
This field study seeks to investigate student natiidn in CLIL; the fundamental question

being whether CLIL enhances student motivatiorerms of learning English and in terms of
the content. As has been outlined, motivation isanclear-cut concept that can be analysed in
one specific way, which is why one mode of analysist be adopted. Considering that some
of the theoretical concepts on motivation wereaayetested in real-life studies and others not,
it was decided to base this MA thesis on the formiderefore, relating to the theory on
motivation in chapter 2, 14 motivational categonesre chosen for the survey (cf. section
4.3.3 Questionnaire items).
It was mentioned earlier in this MA thesis that thericulum for upper secondary technical
colleges in Austria was changed and includes daoseon CLIL now. It therefore naturally
suggested itself to take a sample of those studemiswere the first to be concerned as the
main focus group (they are now iff grade, which means that they are between 17 and 18
years old) and compare their motivational paramseterstudents who are one grade below
and to students who have had English instructiosuinject classes from first grade on (they
are referred to as EAA classes within the presettivsis).
The following questions are addressed in the &&ldly:

1. Do the scores in the 14 distinct motivational pagters differ between the three

groups? If so, are the differences statisticaliygicant?
2. If motivational parameters show differences amortbst groups, in what way is
motivation different (i.e. which motivational catages seem to be decisive)?
3. What do the students like about CLIL?
4. What would the students like to improve about CLIL?

49



4.2, Aims of the study
High language learning motivation and content &géerpromise success in language

acquisition as well as good subject knowledge. Bbeugh the teaching focus in Austrian
upper secondary technical colleges does not lidaoguages per se, language skills are
getting more and more important in view of Englesha Global Language at the workplace.

The overall aim of the present survey is thus tegtigate the current CLIL practice in an
Austrian upper secondary technical college andtopare it to the longer existing concept of
Englisch als Arbeitssprache (EAA). The purposeasfihd out whether CLIL students’
motivation and enthusiasm for the English languages high as their peers’ from the English
track who have had English as the medium of inftbncdn almost all subjects from first
grade onwards. Furthermore, it will be analysedtiwethere is a difference between what
new CLIL students expect about the teaching and wha year more experienced students
say. Lastly, | will have a look at whether Engla$ the medium of instruction can enhance
learner motivation in the content and at what thhelents personally like and do not like about
CLIL.

4.3. Designing questionnaires: basic issues
According to Ddrnyei and Taguchi (2010: 1-2), qimstaires are amongst the most widely

used tools for research in the social sciencesh fsc second language acquisition and
motivation. For my empirical research, | have clmogeuse questionnaires, instead of one-to-
one interviews, for the following reasons. Firstatif as Dérnyei and Taguchi (2010: 6) point
out, one of their biggest advantages is the comveei by which questionnaires can nowadays
be designed and set up. Typing up the questiorth@romputer is fast, but what definitely
needs time and dedication is formulating these tgqpresin a way which will elicit valid and
reliable data. Secondly, they provide a lot of ifation in a minimum of time when all
students of a class fill them out during one lesgamd finally, the analysis of quantitative
data can be supported with the help of a statstiftware programme like SPSS. The
guestionnaires which | designed for this surveysarealled “[s]elf-administered pencil-and-
paper questionnaires” (Dérnyei & Taguchi 2010: Bjck require the respondents to answer
given questions by either ticking a box on a s¢alese-ended questions), or by responding in
their own words (open questions).

Despite all advantages mentioned, questionnails l@ve some serious limitations which
are mentioned here for reasons of completenes®{chyei & Taguchi 2010: 6-9). First of
all, the questions in a questionnaire must be féated in a simple and straight-forward way

in order to yield valid results. This is aggravatsdthe fact that respondents are usually not
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willing to spend more than half an hour maximunfidimg out a questionnaire, which in turn
makes pencil-and-paper questionnaires unsuitable-depth research.

Furthermore, there is the danger of unreliabilRespondents may misinterpret questions,
may not be motivated to work on a questionnairghi@ first place (which is a crucial
consideration in the school setting, since all stusl are obliged to attend) or may fail to
notice certain aspects. All this can result in goesble reliability, which is something that
can unfortunately never be eliminated.

Moreover, there is the possibility that people @b give the true answers about themselves,
in other words respondents may give answers whiely feel are desired or prestigious
instead of the truth. This phenomenon is callgokcfal desirabilityor prestige bia%[original
emphasis] (Dérnyei & Taguchi 2010: 8) and is clgdlked with a human’s wish to make a
good impression on others. A similar threat iseé[sHeception” (Dornyei & Taguchi 2010: 8)
which describes the phenomenon by which people atoonly deceive others, but also
themselves. To put it more simply, while respondemho answer according to the ‘prestige
bias’ consciously know that they are not givingyfilonest information, respondents who are
influenced by ‘self-deception’ are not aware thea information they provide is objectively
not true.

Another problem may be “acquiescence” (Doérnyei &gdehi 2010: 9) which denotes
people’s tendency to agree with a statement wheydhe uncertain or ambivalent themselves.
In case respondents are under such influenceetudts from the survey will not be reliable.
Furthermore, the “halo effect” (Dérnyei & TagucldI®D: 9) must be considered. The ‘halo
effect’ refers to people’s tendency to overgensealivhen they feel especially positive or
negative about something or somebody. In other syonthen students for example like a
teacher, they may call him or her excellent, eeugh not everything the teacher does or
says can be perfect. This effect also works in dtieer direction, when people have an
aversion against something or somebody and thusr megognise any positive characteristic.
Finally, the “fatigue effect” (Dornyei & Taguchi 20: 9) may occur at the end of a (long)
guestionnaire and lead respondents to answer iretetys due to boredom or fatigue. The
problem with these phenomena is that due to thk &dcpersonal contact between the
researcher and the respondents, it is also natwileah questions may be taken seriously and
are thus valid. The researcher gives out the questires and evaluates them anonymously;
there is no possibility to ask individual respondefior clarification or to check whether each

respondent means well.
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Being aware of the threats and disadvantages quesires have, it was nevertheless decided
to conduct the quantitative analysis on this bdsigrder to tackle the challenge of avoiding
the above-cited phenomena which may render thdtsesaoreliable, efforts were made to
construct the questionnaire as carefully and thtutiyh as possible, following guidelines by
Doérnyei and Taguchi (2010), Dérnyei (2007), andtBa@nd Doéring (2002). As Dornyei and
Taguchi (2010: 11) state,

it is [...] an established fact that careful and tkea questionnaire

construction can result in an instrument that naiég people to give

relatively truthful and thoughtful answers, whicancthen be processed in a
scientifically sound manner.

4.3.1. Layout
In order to avoid the above-cited ‘fatigue effetlie questionnaire must not exceed a number

of four to six pages and must not take longer tB@minutes to complete (cf. Dérnyei and
Taguchi 2010: 12). In the school setting, the tilimeit must be adapted to the slowest
students in a class, which means that probablyiBOtes are appropriate.

Doérnyei and Taguchi (2010: 13) insist on the imance of a well-designed layout in order to
elicit usable data. Since the hard copy is the dimk between the researcher and the
respondents, it is of tremendous importance to niiakéractive and usable. In order for a
guestionnaire to stand up to this challenge, thaygest a “booklet format” (Dérnyei &
Taguchi 2010: 13), which is basically a sheet ofpaper that is printed twice on both sides
and then folded. Moreover, the questionnaire must ook crowded, which would
demotivate respondents. Thirdly, they emphasis€'oaderly layout that utilizes various
typefaces and highlighting options” (Dornyei & Tapu 2010: 14). Another thought should
be given to the paper quality and, as a last thiogsequence marking. The marking of
sequences is important to achieve a sense of @tedgictess, which does not only enhance
respondents’ perception of the researcher’s irttegout is also helpful for the subsequent
analysis. Dornyei and Taguchi (2010: 77) clarifgttfwhen designing the questionnaire we
should not only strive for a psychometrically rble and valid instrument but also for an
intrinsically involvingone” [original emphasis], because a professicnaut will convey the
feeling of a serious investigation to the respomslen

4.3.2. Language
Bortz and Ddoring (2002: 254) claim that the languafithe questionnaire should correspond

to the respondents’ every day language practiceghws German in our case. This is done in
order to avoid literacy problems and Dornyei anduici (2010: 49) even believe that data

quality increases if the language of the questioana the respondents’ mother tongue. Even
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though German may not be the mother tongue of tiieeestudent population, it is safe to

assume a proficient degree of German with all Hilidents.

In order to avoid the ‘social desirability bias'sdussed earlier, sensitive questions which
concern tonfidential personal informatigrundesirable social behavipor information that
might pose gootential threatto the respondent” [original emphasis] (DoérnyeiT&guchi
2010: 44) should not be asked at all, and in coodisval settings special attention must be
given to how the questions are formulated. Everfigié of motivation research in CLIL may
contain sensitive topics, such as an evaluatidghefeacher and the course, and therefore it is
to be made clear to the students that what thetg wginot given to their teacher and will not
influence their grade. Dérnyei and Taguchi (201®) point out rightly that students are
unlikely to give honest and maybe even criticabrniation when they cannot be sure about
the confidentiality of the questionnaire. Therefomefew lines guaranteeing confidentiality

were written on the front page of the questionn@ee Appendix).

4.3.3. Questionnaire items
As Bortz and Ddring (2002: 253-262) point out, thuestions in written questionnaires should

be closed and all possible answers given, bechesanialysis will become significantly easier.
In addition, such questions are more objective Win@akes the entire survey more reliable. In
order to still make the questionnaire varied andidvhat respondents feel bored, they

suggest employing a range of different answer fetsma

Since item wording is extremely difficult, it is dded to make use of so-called “multi-item
scales” (Dornyei & Taguchi 2010: 23) which splittarget concept into different areas.
Dornyei and Taguchi (2010: 25) assert that “becafste fallibility of single items, [...]
more than one item is needed to address eachfiddntontent area, all aimed at the same
target but drawing upon slightly different aspeatst”. They claim that a minimum of three
to four items per content area is necessary. Howvew®at is crucial to consider is that these
items should not be right next to each other. Redents should not have the feeling that they

are responding to the same questions over andagasn.

From the research question “Does CLIL enhance stud®tivation in terms of learning

English and in terms of the content?” questionnaieens were defined. As has been
mentioned, motivation is not a concept with only @efinition and therefore there is not one
single way in which it can be analysed either. 8imuestionnaires addressing certain
theoretical concepts of motivation mentioned earsd were already tested, it was decided to

base this MA thesis on these. In relation to theotir on motivation in chapter 2, the
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following 14 motivational categories were chosen tloe survey: Dornyei and Taguchi’s
(2010: 139-148)
1. Ideal L2 self
Ought-to L2 self/Parental encouragement
Instrumentality/Promotion
Attitudes toward learning English
Travel orientation/Attitudes toward the L2 commuynit

Interest in the English language

N o g M wDd

English anxiety and

8. Cultural interest,
Clément et al.’s (1994)

9. Attitude toward English as a Global Language and
Noels et al.’s (2000)

10. Introjected regulation

11.ldentified Regulation and

12. Intrinsic Motivation (also found in Takahashi 2005)
Two more categories were added which had not besangeters in the questionnaires
mentioned in the literature cited:

13.Content interest and

14.Regular English lessons.
The specific items for each of the 14 categories lmted in a table in the Appendix (cf.
section 9.3.). In the left column, there are itewtsch were designed by researchers and
which were used and tested in previous questioasaln the right column, there are all items
which were used in the questionnaire in the prebghtthesis. These are either taken from
existing questionnaires directly, that is to say ¢hniginal wording is kept, or are modified and
adapted or newly designed. Finally, for the actjusdstionnaire, the items were translated into

German.

4.4, The sample
The “population” (Dornyei & Taguchi 2010: 60) ofishsurvey are students in an upper

secondary technical college in Austria, aged betwk® and 18. Because not all Austrian
students of this type of school can be questiohed] take a “sample” (Dérnyei & Taguchi
2010: 60) of a total of 119 students. As far asdhmple size is concerned, Dérnyei (2007:
99-100) asserts that 30 is enough for correlatioesgarch and this is also what is necessary
to conduct a statistical analysis. Out of my taample of 119, 35 belong to the main test
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group — the fourth graders who are the first taffiected by the new CLIL regulation in the
curriculum — 43 are from test group 2 — the thirddgrs (who are about to begin CLIL) — and
41 students represent test group 3 — a third anpdheer grade of the English track (who have
had EAA from the very first year). Dornyei (20076)9underlines the importance of the
sample being “similar to the target populationts most important general characteristics”.
He calls this notion “representativeness” (DOrn28D7: 96) and explains that it must be
guaranteed in order to be able to draw significaatuyable conclusions about the target
population. For my study, | will use a form of nprebability sampling which is called
“convenience or opportunity sampling” (Dérnyei 2098), which means that respondents are
selected for convenience reasons but are stilesgmrtative of the population.

An overview of the sample is given in Table 1 bel@ach test group is discussed in greater

detail in the chapters which follow.

Table 1: An overview of the three groups

Test group Class Number of students > Age
Test group 1 (main CLIL 4A 20 35 17-18
test group) 4B 15 17-18
Test group 2 (CLIL, one 3A 23 (3 pupils repeating the year) 43 1617
level below) 3B 20 (4 pupils repeating the year 16-17
Test group 3 (EAA, 3A 24 41 16-17
English track) 4A 17 17-18

4.4.1. The school
The upper secondary technical college (HTL) wheeestudy was conducted is situated in an

Austrian city of approximately 40.000 inhabitaritsis the only technical school of this type
and level there and it is frequented by 25% loeald 75% by supra-regionals (cf. Dalton-
Puffer et al. 2008: 10). There are more than 1€0008ents and approximately 150 teachers.
The allocation of the obligatory 72 CLIL lessonsdisne by a committee within the school
(Schulgemeinschaftsausschuss). In this particulBl, Ht was decided to do 40 lessons in
technical subject matters and 32 in general edutaubjects (except for German, English
and Religious Education). Theoretically, every beacas to contribute and conduct a certain
amount of their lessons in English, but in praciicis a certain group of highly motivated

teachers who cater for all obligatory lessons. Wihtilmust also be noted down in the class
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register when a lesson is held in English, thereisafe control mechanism to check whether

the required 72 hours are held.

4.4.2. 4™form CLIL
All CLIL classes questioned belong to the electtenbranch (Elektronikzweig) and start

CLIL lessons in the third grade, according to tlsvrcurriculum for Austrian HTLs. The
main test group interviewed consists of the twahfdorms — one class (4A) comprising 20
students and the second (4B) 15 students. Thedunthfforms are the main reference group,
because they are the first to have been affectedebgew curriculum (in grade 3, they had 72
CLIL lessons). They will be asked about their fiystar of experience with CLIL and their
opinion on the concept.

The questionnaire is conducted in a subject coecemith computer science — Digital and
Computer Systems (DIC), which is the subject withstnCLIL lessons, according to one of
the DIC teachers. However, it must be noted thatcdasses are divided into two groups in
this laboratory and that therefore the amount ofLGhught is not equal. For reasons of time
restriction, | cooperated only with one of the tBtC teachers. This teacher is particularly
motivated to use English and states that in the fiorm 1/3 of his lessons are in English. He
claims that the nature of the subject makes it éasge authentic learning material in English
and that schoolbooks in any language are rare @) bécause technology changes so rapidly.
All scripts he uses in the lessons are designebimngelf and written in English. However,
when he explains their content, he also uses Germlis particular teacher sees using
English as an enrichment of his work and is cleadsy motivated to continue using English
himself (he reads books in order to improve higjleage competence). As far as training is
concerned, he reports instances where the Englethérs coached the subject teachers in a
form of in-service training (SCHILF — “Schulinterrtéortbildung”). Ten years ago, such a
project was realised in the particular school exerdiand all teachers met once a week to
help each other. Additionally, there are semindrtha pedagogical college (Padagogische
Hochschule) which focus on teaching methods, butamo English language competence
enrichment.

He emphasises that the focus in his lessons ligeemnechnical competences rather than on
language level, which is why a good or bad knowtedf) English does not influence the
grade in his subject. Here, he clearly sees ardiffee between the technical subjects and EFL.
The focus in his CLIL lessons is on communicatiod gubject-specific vocabulary and not
so much on grammatical correctness. When he atinents are stuck, they ask their English

teachers.
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4.4.3. 39form CLIL
The two third forms interviewed — 3A and 3B — havéotal of 43 students. These classes

belong to test group 2 and serve as comparisoseda3 he purpose is to find out what CLIL
beginners expect and whether that coincides witatwie fourth forms state. All CLIL lesson
characteristics mentioned in the preceding chagppty here as well. The two third forms
have the same teacher as the CLIL fourth formstheg are questioned in the same subject
(DIC).

4.4.4. EAA classes
In the engineering branch in this HTL (Maschineraveeig), there are two classes per

academic year. One class each belongs to the Bnghsk and is thus an EAA class
(Englisch als Arbeitssprache). According to theadtpent head, the students in these EAA
classes have at least 50% of all subjects in Bmglispending on the difficulty of the content.
Language assistants cooperate with the EFL teadingrdo not come to the subject classes.
He explains that certain subjects are too diffitalbe taught in a foreign language, which is
why mechanics, for example, has a percentage of5¥% German language use. However,
when it comes to business subjects, students emoy 100% English during the lessons.
Especially when students engage in interdiscipjinamojects where several subjects and
teachers are involved, English is an important comept. An effort is being made to
designing more projects of such kind, because #m@yance English language use, team
building abilities and are relevant to the studefisire jobs. However, these projects are not
obligatory and thus their execution depends ortghehers’ engagement.

In tests, English and German are equally usechigtiestions and the students may choose a
language for their answers. In terms of the finehne (Matura), the oral part is done in
English, while all written exams are held in Germ&iill, only the subject competence is
graded; the language level does not influence it fyrade in subjects other than EFL.
Moreover, it is obligatory to write a mini thesiBiplomarbeit) in English or German and
many students take this opportunity and cooperéte imernational companies in America,
Norway or India.

The mechanical engineering department head cescihat there is no official material in
English from the ministry and that it is difficuid find something which matches with the
Austrian official curriculum, because many booke gublished in Germany. Still, the
material is often bilingual and students get thglish and the German version of the same
book. The department head reports that it is atsitteol’'s discretion to decide on the
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percentage of English during lessons and to demighexchange learning materials between
the teachers.

The two classes, 3A and 4A have a total of 41 stisdand belong to test group 3. The
guestionnaire is conducted within the mechanicahstaction — CAD - lessons
(Konstruktionstuibungen). The teacher of this subjepbrts that in the first two forms his
teaching is predominantly in German, because he doewant to overwhelm or discourage
the students. Especially in the first form, thefat#nces in knowledge amongst the students
are enormous and therefore the CAD teacher prédeuse less English and concentrate on
the subject matter. However, in the higher classesge than 90% of the general part of the
lesson is in English, and the teacher introduceagaels and subject-specific vocabulary in
English on a regular basis. Finally, the CAD teadtates that this HTL's focus lies clearly
on the technical component, which makes Englishdatitional bonus. He admits that there is
a certain fear within the CLIL teachers to teachmsthing ‘wrong’ and that complex
guestions concerning difficult topics cannot becdssed in a foreign language, because there

is also time pressure.

4.5. Procedure
As a final consideration, before explaining howohducted the data analysis, let us have a

look at the procedure of the survey. One may thinak it is easy to print out a few leaflets

and have them distributed, but there is more tacaessful survey conduction than that.

45.1. Piloting the survey
Before the real survey can be conducted, it is mamb to pilot it. This will help the

researcher find out how much time the candidatdéisapproximately need and which items
and wordings are maybe difficult to understand. sThioy the end of summer 2014, the
guestionnaire was sent to three former studenthefparticular upper secondary technical
college in Austria for piloting. All three candi@st had finished in June 2013, so they could
safely be assumed to be representative for the Qldpulation under examination. The
participants needed between 10 and 13 minuteslitoui the questionnaire and sent me
valuable feedback concerning wording and sentetrcetare, which | incorporated in the

final version.

45.2. Group administration
The kind of survey which includes the researchefiveléeng and recollecting the

guestionnaires in person to and from the studentghe classroom is called “group

administration” (Dornyei & Taguchi 2010: 68) andnre personal than an email or online
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survey. The most important consideration for sudumvey to be successful is to make the
respondents feel that the survey is purposeful @oéessional and that what they write is
taken seriously (cf. Dornyei & Taguchi 2010: 73).drder to achieve this, the survey was
announced a couple of days before it was condu@tad.should set a positive mood for the
administration and take away potential anxiety. iyér and Taguchi (2010: 76) emphasise
that “[the manner in which the questionnaire isganted can have a considerable impact on
the participants’ performance” and thus proposed tha researcher herself conducts the
survey in person.

The survey was done at the very beginning of Oct8bé&4, i.e. relatively at the beginning of
a school year. The questionnaires were completethgs, during the respective CLIL lessons
and | was present throughout the whole proceduiter Aresenting myself, the university and
the survey, | explained the topic and the aims anendetail and clarified that all this was part
of my final thesis. | told the students why theyrevselected and guaranteed confidentiality
right from the beginning. In order to be sure thaiability was not diminished by any
misunderstanding, | discussed what | meant withcthrecepts “CLIL" and “native speaker”
and | explained how to answer the questions. Thdesits were informed that they did not
have to give their names, that there were no weorsyvers and that their responses would not
affect their grades. The time frame was announegbroximately 20 minutes) and the
students were orally asked to mark their questimanaith an X if they did not wish for it to
be used for further research apart from my finakth. At the end of the instruction phase |
thanked the students for their help and after thag finished | gathered all papers and
thanked them again.

4.6. Analysing the data
As has been outlined above, the major part of thestipnnaire consists of closed questions

(55 items) which can be analysed quantitativehyhwite help of statistical software, such as
SPSS. There are 5 open-ended questions on the whedt are analysed in a qualitative
manner. The analysis of the data will thereforedbded into two parts — the first dealing

with the quantitative data, the second treatingoihaitative data.

The quantitative data is computer coded and andlys SPSS (Statistical Package for the
Social Sciences) 17.0. In order for this to be jdssvariables are assigned to the questions
and the answers get a numerical code. Concerniagstatements, students tick a digit

between 1 and 6 from a scale; 1 being “I strongdagree” and 6 “I strongly agree”.
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After typing the data into the SPSS software, ihésessary to check whether the sample is
normally distributed. In order to assess thisnalimality plots must be examined. In this case,
the data is abnormally distributed, which meang thatead of the independent t-test, a
nonparametric test with three independent samplest be used for the analysis. Such a test
is the so-called Mann-Whitney test which invesegatvhether the populations from two
samples have the same locafiohhe Mann-Whitney test is in this survey used ampare
the data according to the three test groups — Gaulirth forms, CLIL third forms and third
and fourth form of EAA (English track). The probldyi ‘p’ which indicates significance is
set at p < 0.05. This means that when a statenasnsurch a low probability, it is 95% certain
that differences amongst the reference groups@rdue to chance, but to common qualities
within the groups. The same reasoning can be done the opposite way — a probabilityp
0.05 means that there is a 5% or even higher chthatesomething occurs by chance (i.e. the
difference in opinion between two reference groypg)Field 2013: 31-60). The significant

results will be discussed in detail in the nextatba

2 Information on statistical tests is obtained frBield. 2013.
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Table 2: Results of mean comparison between studeninotivation toward English; statistically significant items

ltem 4" CLIL 39CLIL EAA Sig.
(N=35) (N=43) (N=41)
Meant SD Meant SO Meant SO

2 | Whenever | think of my future career, | imagingself using English. 4.94| 1.16 5.05| 0.95 5.24| 0.86 0.03
3 | The CLIL lessons help me to develop more selffidence when speaking 3.69| 1.28 4.44| 1.14 459| 1.02 0.01

English.
511 th?nk that the technical subjects should bgla&in German exclusively, 3.60| 1.52 3.02| 1.37 254| 1.40 0.01

because the subject matter as such is alreadgudiffo understand.
8 | The regular English lessons motivate me to uggiginalso in other subjects. 3.37| 1.11 3.09| 1.21 4.07| 1.25 0.01
12 | I like it that parts of the subject matter are taLig English. 3.63| 1.37 4.28| 0.98 529| 0.93 0.00
13 | I imagine myself as someone who is able to speaghidn 3.80| 1.45 4.12| 1.14 4.93| 0.96 0.00
14 | My parents/family believe(s) that | must study Eslglto be an educated person. 3.17| 1.50| 3.40| 1.84| 2.22| 1.04| 0.04
16 | | am afraid that other English speakers consideEmglish to be ridiculous. 274! 1.42 256! 1.30 205! 0.95 0.01
18 | In the CLIL lessons | can use what | have learmneithé regular English lessons} 4.34| 1.51 4.74| 1.16 4.83] 1.16 0.00
20 | I always look forward to the CLIL lessons. 257 1.14 3.63| 1.25 3.93| 1.10 0.00
21 | | study English for the satisfaction | feel wheanh in the process of 3.26| 1.42 3.58| 1.37 4.20] 1.17 0.00

accomplishing difficult exercises in the secondlaege.
35| CLIL makes me feel more secure when speaking Bnglis 3.60| 1.19 4.40| 1.20 4.49| 1.14 0.02
36 | The subject matter is more interesting when irespnted in English. 203! 0.92 291| 1.13 3.12| 1.23 0.00
40 | | am interested in the differences between the @aramd the English language. 3.03| 1.67 3.02| 1.32 3.98| 1.49 0.02
41 | | like learning English, because | enjoy speakinglish. 4.26| 156| 4.14| 1.30| 4.88| 1.08/ 0.01
42 | The regular English lessons are a good basis é€tlL lessons. 4.69| 1.16 4.37| 1.35 4.93| 1.27 0.01
48 | It will have a negative impact on my life if | darkéarn English. 457 1.36 4.40| 1.47 3.80| 1.66 0.04
49 | | get nervous and confused when | am speaking i€l lessons. 271! 1.53| 2.44| 1.35 1.88| 1.14| 0.02
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5. Results

The results of the survey are presented in twosparfirstly, the statistically significant
guantitative data is analysed and secondly, thétagtiee data is discussed. The questions in

items 28 — 34 turned out not useful for the analgsid are thus not further treated

5.1. Statistically significant differences
As explained above, statistically significant vates have a probability p < 0.05 and are more

meaningful than results with a probability p > Q.05 Table 2, all 18 statistically significant
items are listed; to check means, standard dewiaitd significance for all 56 items, see
Appendix, Table 21. It must be mentioned here 8&ittems did not lead to any statistic
significance. This means that in 38 statementstthee groups do not vary according to the
group they belong. The statistically significargnits are pooled according to the motivation
parameter they belong to and then analysed. Thevation parameters in which statistically
significant differences occur are ‘The Ideal S€lfhe Ought-to L2 Self, ‘Attitudes towards
learning English’, ‘Interest in the English langegdEnglish anxiety’, ‘Intrinsic motivation’,

‘Content interest’ and ‘Regular English lessons’.

5.1.1. The Ideal Self
The first significant difference appears in itemmier 2, “Whenever | think of my future

career, | imagine myself using English” (p = 0.08)more detailed analysis shows that in the
English track almost 50% strongly agree with thaement, while only approximately 37%

of the CLIL classes share the same view (Table 3).

Table 3: Students’ responses to Item No. 2, “Whenev | think of my future career, | imagine myself usng

English.”
Strongly | Disagree Slightly | Partly Agree Strongly
disagree disagree | agree agree
A" CLIL * 0.0% 2.9% 8.6% 22.9% 25.7% 37.1%
39 CLIL ** 0.0% 0.0% 2.3% 32.6% 25.6% 37.2%
EAA 0.0% 0.0% 2.4% 19.5% 29.3% 48.8%

* 2.9% no answer

** 2.3% no answer
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Another statistically significant aspect can becdised in item number 13, “l imagine myself
as someone who is able to speak English” (p = 0X0)jile approximately 70% (in total)
agree and strongly agree in the Englisch als Asbpiache (EAA) classes, only ~40% do so
in the CLIL classes of the third form, and a mitpof ~30% (strongly) agrees in the CLIL

classes of the fourth form (Table 4).

Table 4: Students’ responses to Item No. 13, “Il ingine myself as someone who is able to speak English

Strongly | Disagree Slightly | Partly Agree Strongly
disagree disagree | agree agree
4" CLIL 5.7% 11.4% 28.6% 22.9% 14.3% 17.1%
3rd CLIL 0.0% 4.7% 14.0% 39.5% 32.6% 9.3%
EAA * 0.0% 0.0% 9.8% 17.1% 46.3% 24.4%

* 2.4% no answer

These two significant items belong to the categidrhe Ideal Self which comprises a total of
three items. Since two out of these three showifgignt differences between the classes
which have English as language of instruction tghmut all five years and within the entire
curriculum, and the classes which have obligatdridessons starting in the third form and
to only a narrow extent, it can be concluded thatstudent motivation depends on the school
branch. Students in the English track have a mosgtipe attitude towards using English in

their future professional careers and are also maméident about their language competence.

5.1.2. The Ought-to L2 Self
For students in EAA classes, parents’ pressure doeseem to be a decisive factor in their

reasons for studying English. There is a significdifiference in item number 14, “My
parents/family believe(s) that | must study Engltshbe an educated person” (p = 0.04).
31.7% of them strongly disagree with the statemehtreas only 20% of the CLIL fourth
forms and merely 18.6% of the CLIL third forms htih& same view (Table 5).
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Table 5: Students’ responses to Iltem No. 14, “My pants/family believe(s) that | must study Englisho be

an educated person.”

Strongly | Disagree Slightly | Partly Agree Strongly
disagree disagree | agree agree
4" CLIL 20.0% 14.3% 20.0% 22.9% 20.0% 2.9%
3ICLIL * 18.6% 20.9% 16.3% 9.3% 20.9% 9.3%
EAA 31.7% 26.8% 29.3% 12.2% 0.0% 0.0%

*4.7% no answer

Likewise, in item number 48, “It will have a negettiimpact on my life if | don’t learn

English” (p = 0.04), there is a statistically siggant difference which shows that
substantially more of the CLIL students than EAAd&nts agree strongly. More than a
quarter, namely 28.6% and 25.6% of the two CLIL tgups strongly agree with the

statement, while not even a fifth, precisely 19.5¥%the EAA students do so (Table 6).

Table 6: Students’ responses to Item No. 48, “It Wihave a negative impact on my life if | don't lean

English.”
Strongly | Disagree Slightly | Partly Agree Strongly
disagree disagree | agree agree
4" CLIL 5.7% 2.9% 5.7% 28.6% 28.6% 28.6%
39CLIL 9.3% 0.0% 11.6% 25.6% 27.9% 25.6%
EAA 9.8% 17.1% 17.1% 14.6% 22.0% 19.5%

Both item 14 and 48 belong to the category Ought2&elf which comprises a total of four
statements. Since the two CLIL groups tend to deehter parental pressure and believe more
strongly that there will be negative consequentdatdy do not study English, it can be
concluded that the Ought-to L2 Self is a more deeisotivational factor for them than for

the EAA groups.

5.1.3. Attitudes towards learning English
A very interesting statistically significant difesmce can be found in item number 3, “The

CLIL lessons help me to develop more self-configendien speaking English” (p = 0.01).
While 39.0% of the EAA students and 32.6% of thdlCthird forms agree, only 22.9% of

the CLIL fourth form students share this view (Teald).
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Table 7: Students’ responses to Item No. 3, “The AL lessons help me to develop more self-confidence

when speaking English.”

Strongly | Disagree Slightly | Partly Agree Strongly
disagree disagree | agree agree
4" CLIL 5.7% 11.4% 25.7% 28.6% 22.9% 5.7%
39CLIL 2.3% 0.0% 18.6% 27.9% 32.6% 18.6%
EAA 2.4% 0.0% 7.3% 34.1% 39.0% 17.1%

A similar phenomenon manifests itself in item numBé, “I always look forward to the
CLIL lessons” (p = 0.00), but the statistical sigrance is even greater. 22.0% of the EAA
students and 16.3% of the CLIL third forms agred,dmere 2.9% of the CLIL fourth form
students do the same. Analogously, 22.9% — in otwds almost a quarter of all CLIL

fourth form students — strongly disagree, whileyonl0% of the third forms and no single

EAA student hold the same strong view (Table 8).

Table 8: Students’ responses to Item No. 20, “I alays look forward to the CLIL lessons.”

Strongly | Disagree Slightly | Partly Agree Strongly
disagree disagree | agree agree
4" CLIL 22.9% 22.9% 31.4% 20.0% 2.9% 0.0%
39CLIL * 7.0% 7.0% 30.2% 34.9% 16.3% 2.3%
EAA 0.0% 12.2% 19.5% 39.0% 22.0% 7.3%

* 2.3% no answer

A resembling attitude can be discerned in stasiljicsignificant item number 35, “CLIL

makes me feel more secure when speaking Englisk’ @®2). More than half of the EAA

students agree and strongly agree, likewise do%3Jih total) of the third forms CLIL,

whereas only 17.1% of the fourth forms agree amgjly agree to that (Table 9).

Table 9: Students’ responses to Item No. 35, “CLIlmakes me feel more secure when speaking English.”

Strongly | Disagree Slightly | Partly Agree Strongly
disagree disagree | agree agree
4" CLIL 8.6% 2.9% 31.4% 40.0% 11.4% 5.7%
39CLIL 2.3% 4.7% 14.0% 25.6% 37.2% 16.3%
EAA 2.4% 2.4% 9.8% 34.1% 31.7% 19.5%
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The fourth significant difference in this field item number 49, “I get nervous and confused
when | am speaking in my CLIL lessons” (p = 0.0&hile almost 80% (in total) of the EAA

students and approximately 60% of the CLIL thirdrie strongly disagree or at least disagree,

only 45.7% of the CLIL students in a quarter forimau® this view (Table 10).

Table 10: Students’ responses to Item No. 49, “I g@ervous and confused when | am speaking in my

CLIL lessons.”

Strongly | Disagree Slightly | Partly Agree Strongly
disagree disagree | agree agree
4" CLIL 28.6% 17.1% 31.4% 5.7% 11.4% 5.7%
39CLIL 30.2% 30.2% 16.3% 11.6% 11.6% 0.0%
EAA 48.8% 29.3% 14.6% 0.0% 7.3% 0.0%

Four out of seven items about Attitudes towardmieg English show statistically significant
differences between EAA students and CLIL thirdrisron the one hand, and CLIL fourth
forms on the other. It seems evident that therlgtte less speaking confidence boost in CLIL,
that they do not look very much forward to their ICLUessons, that they develop less
speaking security via CLIL and finally that theyeamore nervous when speaking during
CLIL lessons. Consistent evidence shows that EAv@$as CLIL third forms have a more

positive attitude towards using English in EAA driClessons.

5.1.4. Interestin the English language
In the motivational category Interest in the Erglianguage, there is another statistically

significant difference in item number 40, “I amdrgsted in the differences between the
German and the English language” (p = 0.02). On82® of the EAA students strongly
disagree, but 14.0% of the CLIL third forms andafip 25.7% of the CLIL fourth forms think
alike (Table 11).

Table 11: Students’ responses to Item No. 40, “| aninterested in the differences between the Germamd

the English language.”

Strongly | Disagree Slightly | Partly Agree Strongly
disagree disagree | agree agree
4" CLIL 25.7% 11.4% 28.6% 17.1% 2.9% 14.3%
39CLIL 14.0% 18.6% 37.2% 16.3% 9.3% 4.7%
EAA 9.8% 24.4% 34.1% 22.0% 7.3% 4.9%
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In this case it is difficult to draw a clear corglen for the following reasons. First of all, only
one item out of three is significant in the catggioterest in the English language. Secondly,
even though there is a significant difference oe kkft-hand side of the scale (strongly
disagree) which would assign the CLIL fourth forime imost pessimistic attitude, there is also
a statistical significance on the right hand siskeofgly agree) which turns the case. Thus, |
do not allow myself to draw a clear-cut conclushare, but the results seem to suggest the

stereotype of HTL students not to be language-fedus

5.1.5. English anxiety
Another statistically significant difference is abited concerning item number 16, “I am

afraid that other English speakers consider my iEngb be ridiculous” (p = 0.01). While a
total of 73.2% of EAA students strongly disagreedmagree with the statement, third form
and fourth form HTL students hold that strong negaview only to an extent of 53.5% and
48.6% respectively (Table 12).

Table 12: Students’ responses to Item No. 16, “| am@fraid that other English speakers consider my

English to be ridiculous.”

Strongly | Disagree Slightly | Partly Agree Strongly
disagree disagree | agree agree
4" CLIL 22.9% 25.7% 20.0% 22.9% 2.9% 5.7%
39CLIL 25.6% 27.9% 20.9% 16.3% 9.3% 0.0%
EAA 31.7% 41.5% 17.1% 9.8% 0.0% 0.0%

The field of English anxiety contains four diffetatems from which the above mentioned
shows statistically significant differences betwésm EAA students on the one hand and both
CLIL groups on the other. Even though it is onlyeastatement, | am of the opinion that a
conclusion can be drawn. It shows that a big migjaxf EAA students are not afraid that
other English speakers may consider their Engldibulous, while substantially fewer CLIL
students hold that view. Moreover, 0.0% of the E€tAdents agree or strongly agree, while a
few CLIL students actually do. CLIL students seambe substantially more afraid to use
English than EAA students.

5.1.6. Intrinsic motivation
There is a significant difference in item number 21like learning English, because | feel

pleasure in achieving a difficult task in the fgreilanguage” (p = 0.00). 29.3% of the EAA
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students and 23.3% of the CLIL third forms, butyoBl6% of the fourth forms agree with this

statement (Table 13).

Table 13: Students’ responses to Item No. 21, “Ike learning English. because | feel pleasure in aiving

a difficult task in the foreign language.”

Strongly | Disagree Slightly | Partly Agree Strongly
disagree disagree | agree agree
4" CLIL 11.4% 20.0% 25.7% 25.7% 8.6% 8.6%
39CLIL 9.3% 14.0% 18.6% 30.2% 23.3% 4.7%
EAA 2.4% 4.9% 17.1% 34.1% 29.3% 12.2%
Moreover, there is a statistically significant diénce in item number 41, “I like learning

English, because | enjoy speaking English” (p =1D.0’here is a strong approval of this
statement (agree or strongly agree) by a totalgmage of 68.3 in the EAA group, by mere

41.9% in the CLIL third forms and by 45.7% in tleaifth forms (Table 14).

Table 14: Students’ responses to Item No. 41, “Ike learning English, because | enjoy speaking Engh.”

Strongly | Disagree Slightly | Partly Agree Strongly
disagree disagree | agree agree
4" CLIL 2.9% 11.4% 22.9% 17.1% 11.4% 34.3%
39CLIL 4.7% 7.0% 14.0% 32.6% 27.9% 14.0%
EAA 2.4% 0.0% 4.9% 24.4% 36.6% 31.7%

Two out of the three items concerning Intrinsic ivation show significant differences
between the groups. The clearest finding is thatfturth form CLIL students seem to be
least intrinsically motivated. The majority doest ragree with item 21, “I like learning
English, because | feel pleasure in achieving fcdif task in the foreign language” and not
even half of this student population like learniBgglish because they enjoy speaking the
language. The second conclusion which can be diavihat the EAA students are of the
exact opposite opinion. Aimost half of them ag@statement 21 and more than a third enjoy
speaking English. Lastly, as far as the third fa@ilL students are concerned, there are
controversial results. On the one hand, approxipatguarter of them strongly agree to item

21, but on the other only 41.9% say that they espmgaking English.
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5.1.7. Content interest
One further significant difference appears in iteember 5, “I think that the technical

subjects should be taught in German exclusivelgabse the subject matter as such is already
difficult to understand” (p = 0.01). While 56.1% tfe EAA groups disagree or strongly
disagree with that, only 30.2% of the CLIL thirdrts and merely 25.7% of the fourth forms
share this view (Table 15).

Table 15: Students’ responses to Item No. 5, “I thk that the technical subjects should be taught in

German exclusively, because the subject matter agsch is already difficult to understand.”

Strongly | Disagree Slightly | Partly Agree Strongly
disagree disagree | agree agree
4" CLIL 11.4% 14.3% 17.1% 28.6% 17.1% 11.4%
39CLIL * 18.6% 11.6% 32.6% 30.2% 2.3% 2.3%
EAA 26.8% 29.3% 22.0% 12.2% 4.9% 4.9%

* 2.3% no answer

Furthermore, there is a statistically significaiffesdlence in item number 12, “I like it that
parts of the subject matter are taught in Engligh= 0.00). Here again 53.7% of the EAA
students strongly agree, but only 8.6% and 9.3%hef third and fourth form students
respectively (Table 16).

Table 16: Students’ responses to Item No. 12, “IKe it that parts of the subject matter are taught n

English.”
Strongly | Disagree Slightly | Partly Agree Strongly
disagree disagree | agree agree
4" CLIL 8.6% 14.3% 14.3% 40.0% 14.3% 8.6%
39CLIL 0.0% 4.7% 14.0% 39.5% 32.6% 9.3%
EAA 0.0% 0.0% 7.3% 9.8% 29.3% 53.7%

The third statistically significant item belongibg this motivational variable is item number
36, “The subject matter is more interesting wheis presented in English” (p = 0.00). The
CLIL fourth forms strongly disagree most signifitignwith a percentage of 34.3%, the third
forms follow with 11.6% and finally there are theé\& students with only 7.3% strong

disagreement. It is also striking that in the fouidrm no single student strongly agrees or

even agrees and that in the third form there isrjastrong agreement (Table 17).
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Table 17: Students’ responses to Item No. 36, “Th&ubject matter is more interesting when it is presated

in English.”
Strongly | Disagree Slightly | Partly Agree Strongly
disagree disagree | agree agree
4" CLIL 34.3% 34.3% 25.7% 5.7% 0.0% 0.0%
39CLIL 11.6% 20.9% 44.2% 11.6% 11.6% 0.0%
EAA 7.3% 24.4% 34.1% 22.0% 7.3% 4.9%

Three out of five content interest items show digant differences between the test groups.
It can be concluded that the fourth form CLIL stoi$2interest in the content is not enhanced
by the introduction of English. More than a quamérthem think that the difficult subject
matters should be taught in German exclusivelyg tkan 10% like it that parts of the subject
matter are taught in English and merely 5.7% paatyee that the subject matter is more
interesting when it is presented in English. Intcast to that, the majority of EAA students
oppose the idea of teaching exclusively in Gernmaore than 90% like it that parts of the
subject matter are taught in English and only 7s3féngly disagree with the statement that
the subject matter is more interesting when itressented in English. The CLIL third forms
seem to have a more neutral position in this fidlpproximately one third would like to be
taught in German in the difficult subjects and @mag the question if they like it that parts
of the subject matter are taught in English, nglsirstudent strongly disagrees but also only
9.3% strongly agree. Finally, only 11.6% stronglgagiree that the subject matter is more
interesting when it is presented in English, buttloe other end of the scale 0.0% strongly

agree either.

5.1.8. Regular English lessons
Another statistically significant item is number“&he regular English lessons motivate me

to use English also in other subjects” (p = 0.04ile 0.0% of the CLIL fourth forms
strongly agree, 4.7% of the third forms and 17.X%e EAA students do so (Table 18).
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Table 18: Students’ responses to Item No. 8, “Thesgular English lessons motivate me to use Englisksa

in other subjects.”

Strongly | Disagree Slightly | Partly Agree Strongly
disagree disagree | agree agree
4" CLIL 8.6% 11.4% 25.7% 42.9% 11.4% 0.0%
39CLIL 7.0% 23.3% 41.9% 14.0% 9.3% 4.7%
EAA 2.4% 7.3% 19.5% 39.0% 14.6% 17.1%

A statistically highly significant item is numbeB,1“In the CLIL lessons | can use what |

have learned in the regular English lessons” (p0¥. @he most evident strong agreement can

be found in the EAA group with a percentage of 3thé third forms of CLIL follow closely

with 30.2% and finally the group in which only 2@0strongly agree are the CLIL fourth
forms (Table 19).

Table 19: Students’ responses to Item No. 18, “Irhe CLIL lessons | can use what | have learned in th

regular English lessons.”

Strongly | Disagree Slightly | Partly Agree Strongly
disagree disagree | agree agree
A" CLIL * 5.7% 11.4% 2.9% 28.6% 28.6% 20.0%
3ICLIL * 0.0% 2.3% 11.6% 30.2% 23.3% 30.2%
EAA 0.0% 4.9% 9.8% 17.1% 34.1% 34.1%

* 2.9% no answer

** 2.3% no answer

One final statistically significant difference isuind in item number 42, “The regular English

lessons are a good basis for the CLIL lessons” @%). 43.9% of the EAA students strongly
agree, 31.4% of the CLIL fourth forms and only 25.6f the third forms (Table 20).

Table 20: Students’ responses to Item No. 42, “Thegular English lessons are a good basis for the QL

lessons.”
Strongly | Disagree Slightly | Partly Agree Strongly
disagree disagree | agree agree
4" CLIL 0.0% 2.9% 14.3% 25.7% 25.7% 31.4%
39CLIL 4.7% 2.3% 16.3% 30.2% 20.9% 25.6%
EAA 2.4% 2.4% 9.8% 14.6% 26.8% 43.9%
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The category Regular English lessons contains iteans, whereof three show statistically
significant differences between the groups. Thigt fserves as a basis for the following
conclusions. Apparently, the CLIL fourth form state regular English lessons are not an
important source of motivation for their CLIL less but serve at least as a good basis and
the majority can use and incorporate what they hmesiously learned. In the CLIL third
forms, there is likewise hardly any approval of tegular English lessons as motivation boost
for CLIL, but the majority feel that the regular dtish classes prepare them well for the use
of English in other subjects. In the EAA group, the other hand there is slightly stronger
agreement that the regular English lessons arevatwig to use English in other subjects and
approximately two thirds believe that the regulagksh lessons serve as a good basis and

provide valuable input.

5.2. Analysis of the qualitative data
At the end of the questionnaire, there are two ogesstions which read as follows: Item

number 59, “What do you like about the CLIL lessnand Item number 60, “Do you have
suggestions on how to improve the CLIL lessons®Hat do you expect from the CLIL
lessons this year?” for the third forms of CLILhé answers the students give to these two
guestions are analysed and summarised into diffesrgories — six categories for questions
59 and five for question 60. To be more precisehemrgument a student mentioned was
registered and listed in a table. When all aspeet® noted down, overlaps were found and
consequently the categories defined. The percentaggeen in the following discussion
always refer to the entire student populationherdntire group.

5.3. What students like about CLIL
First of all, students’ positive remarks will beepented, as the question is what they like

about CLIL. The answers are categorised in theipeetive motivational domains as far as
possible. In cases where students bring in newctspéiich are not part of the questionnaire

content, fitting categories are suggested.

5.3.1. Engineering and English
The most prominent reason why students like CLllense to be the combination of

engineering and English. Technical vocabulary dreddonnection of technical subjects and
English are answers given by students from alletlg@ups. Especially for the EAA students,
learning technical words in English is an advantagecan be seen from the 36.6% of all
students (N = 119) who write that. But also for fBeIL students this seems to be an
important aspect — 18.6% of the third form studemtd 17.1% of the fourth forms like the
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technical vocabulary in English. Appraisal of tleoection of technical subjects and English
IS most prominent in the CLIL third forms, with $86. But also the fourth forms and the
EAA students name this aspect with 11.4% and 7 &$pactively (Figure 1).

Figure 1: Student responses to Item No. 59, Engingeg and English
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5.3.2. English in the classroom and outside of school
Another positive aspect mentioned is that CLIL ¢esshelp to improve the speaking ability

in English. A positive feature about CLIL seemsb® the English language itself and the
benefits it may yield for beyond the school whempetence is high. Especially for the CLIL
third forms, where 18.6% write that they like theglish language in their CLIL lessons and
that they improved their language competence &sualtr English itself seems to be a bonus
of CLIL. Likewise, 9.8% in the EAA classes say thia¢y like the English language in the
teaching concept. A third aspect is the speakimgdiscussing in English. In the fourth forms
of CLIL 8.6% of the students mention that, 7.0%tld third forms and 7.3% of the EAA
students. Another advantage of CLIL belongs tocdtegory of instrumentality — promotion.
According to 5.7% of the fourth CLIL forms, 2.3% tbie third forms and 7.3% of the EAA
students, CLIL is a good preparation for their fatprofessional career and it has practical

relevance (Figure 2).
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Figure 2: Student responses to Item No. 59, English the classroom and outside of school
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5.3.3. Attitudes toward learning English
The motivational item Attitudes toward learning Hsly is diversified. Students write

different aspects such as follows: emphasis notgoammatical correctness or correct
pronunciation, casual learning atmosphere, goochtaa, losing inhibition to speak English
and gaining self-assurance, variation and broagrtbssteacher is not superior as far as
language competence is concerned. What | summander the term ‘good teachers’ is
elaborated by the students in various statememtsnwyroblems occur, teachers try to help by
explaining things in English or in urgent casesails German, two students praise the
teachers’ good language competence, the teacherseasitive to students’ problems and
know when certain aspects are too difficult fomthie English and the teachers speak slowly
and clearly, which makes it easy for the studemt®tow. Students in all three groups state
that they like it that grammatical correctnessas the most important aspect in their CLIL
lessons: 5.7% of the CLIL fourth forms, 4.7% of thed forms and 2.4% of the EAA classes
explicitly pointed that out. It can be seen herat tthis holds true for CLIL students in
particular. Another positive aspect is the caseatding atmosphere: 2.9% of the fourth form
CLIL students, 7.0% CLIL third form students andafly 12.2% EAA students mention this
aspect. The third aspect which | included in theivational category of Attitudes toward
learning English includes the teachers. As has Ieemntioned earlier, this point comprises
several different answers. Most prominently, thedtforms of CLIL have faith in their CLIL
teachers, 20.3% of them mentioned positive asp&ttglents from the fourth form CLIL
agree to an extent of 14.3%. Finally, 9.8% of thAEstudents mention positive features

about their teachers.
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All three groups name *“losing inhibition to speakglish and gaining self-assurance” an
advantage of CLIL: 5.7% of the CLIL fourth forms;72o of the third forms and 7.3% of the

EAA students. Another prominent advantage of ClLiLseen in the fact that it presents
change to other subjects; 17.1% of the fourth f@biL students appreciate that the CLIL

lessons give variety to the curriculum. Similardy,.6% of the third forms name that aspect
and finally 4.9% of the EAA students.

Figure 3: Student responses to Item No. 59, Attitues toward learning English
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5.3.4. Content interest
Two aspects concerning the motivational aspectooftent interest are mentioned by the

students. 4.7% of the CLIL third form students &1@P of the EAA students write that they
like the content of the CLIL classes. Secondly%2 & the fourth forms in CLIL and 2.3% of

the third forms see an advantage of CLIL in thabetps to understand the content better
through a more intense involvement. Apparentlydstus are more concentrated on the
content during CLIL lessons than during normal dessin their mother tongue, because the

foreign language requires a more intense involvémen
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Figure 4: Student responses to Item No. 59, Contehiterest
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5.3.5. English as a Global Language
One student from each group states that CLIL istipesbecause it helps to understand what

is happening in the world, for example when readioghepages and online texts written in

English.

5.3.6. Bilingualism
The final significant positive aspect about CLILialhis mentioned in all three groups is the

combination of English and German. 2.9% of the #todorms of CLIL, 9.3% of the third
forms and 7.3% of the EAA students feel that thetane of these two languages is as such

good. Almost 7% of the CLIL third forms appreciatgecially the English teaching materials.

5.4. What students would like to improve about CLIL

5.4.1. Increasing comprehension
Sometimes it seems, CLIL and the use of Englislkamguage of instruction pose difficulties

for comprehension, but the students have suggastinrhow to improve their understanding
of the content in CLIL lessons. 25.7% of the CLufth form students would like to be

confronted with difficult or new subject mattertimeir mother tongue, German. One student
suggests letting the students vote if they warieéon about a certain subject in English or
German; 14.0% of the third form CLIL students an8% of the EAA students make the

same suggestion. Another idea is to define anda@xplew vocabulary more clearly and to
write words down — 2.9% of the fourth forms and2®2.of the EAA students make that clear.

Finally, 2.9% of the CLIL fourth forms would like thave a slower pace in the CLIL lessons.
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Figure 5: Student responses to Item No. 60, Incre comprehension
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5.4.2. CLIL teachers
Other suggestions and wishes involve the CLIL teeshk 20.0% of the CLIL fourth form

students seem to believe that their teachers’ lagguompetence is insufficient. In contrast
to this, only 2.3% of the third forms and 7.3% bé&tEAA students think that. In order to
increase the teachers’ language abilities, 8.6%h@IiCLIL fourth form students and 4.9% of

the EAA students propose to introduce extra classeBow to teach CLIL for teachers or
exams which authorise teachers to teach CLIL.

Figure 6: Student responses to Item No. 60, CLIL teachers
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5.4.3. Implementation
Students in all groups make different suggestianbi@wv to improve CLIL implementation.

In the fourth forms of CLIL, 5.7% would wish for meodocuments in English and the exact
same amount would suggest a settling-in periodhithvthere is a smooth transition from the
regular lessons in German to the CLIL lessons. EA& students have slightly different

wishes: 4.9% suggest to bring native speakersagsscnd provide dictionaries and bilingual
books and 2.9% would be in favour of excursion&ngland where they could make use of
what they learned. Finally, 4.7% of the CLIL thimdms would like to have a better and more

equal distribution of the use of English amongstotss subjects.

5.4.4. More CLIL or no CLIL at all?
Finally, there are a few voices pleading for moidLCand more English and a few who

would like to abandon CLIL completely. 2.9% of tB&IL fourth forms would like to have
more CLIL lessons and so do 2.3% of the third fori@2% of the EAA students would also
like to have more English. In contrast to thisréhis a percentage of 5.7 in the fourth forms
of CLIL who state explicitly that they would noké to be taught in English at all if they

could choose.

Figure 7: Student responses to Item No. 60, More CLIL or no CIL at all
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6. Discussion of relevant motivational parameters

The aim of this study is to find out more aboutrhes motivation in CLIL settings. As is
outlined earlier in this paper, the questionnanldrasses 15 motivational parameters which

are examined in two CLIL fourth forms, two futurdIC classes (third form) and two EAA
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classes. After presenting the results in chapténéfindings are now discussed in reference
to the research questions and to findings from rotesearch mentioned in the literature
review in chapters 2 and 3. The fields in whichistizally significant differences amongst

the reference groups occur are discussed in dettis section.

6.1. The Ideal Self
‘The Ideal Self is part of Dornyei's ‘L2 Motivatimal Self System’ (cf. Dérnyei & Ushioda

2011: 79) and can act as a very strong motivators lssumed that if the learners are
convinced that they are going to need English &ir thuture professional lives and if they can
imagine themselves living abroad and speaking Bhgtheir motivation to learn English is
probably high. Another possible indication for swaih Ideal Self may be the students’ self
perception — if they consider themselves to be dooglish speakers they are more likely to
be motivated to learn English.

In total 119 students participated in the surveg am general their Ideal Self is rather
motivated to learn English with means in all threatements between 3 and 6. One
statistically significant difference is found ireim number 2, “Whenever | think of my future
career, | imagine myself using English” (p = 0.08hen we look at the total of 119 students,
we see that 41.2% of all students strongly agreé tis statement. But when we take a
closer look, as in the analysis above, it becontegr ¢hat in the English track almost 50%
strongly agree with this statement, while only apgnately 37% of the CLIL classes share
this view. The means range from 4.94 in the fo@tHL classes to 5.24 in the EAA classes.
Clearly, the attitudes towards this statement acated on the positive end of the scale, but
they are not equally positive in the three diffénesfierence groups.

Which explanation can account for this differenseagreement? Without doubt, the entire
student population under examination is to somergxdware of the influence English has on
the national job market and in the globalised waskdwork. Still, those students who
deliberately chose the English track, which me&as$ they have had English as language of
instruction in the majority of their subjects froiinst grade onwards, seem more strongly
convinced that they are going to need English @irthrofessional lives. Probably, this is the
reason why they (or their parents) actively chaseoimbine English and technical subjects by
attending an EAA class.

Another highly significant difference is discerneditem number 13, “I imagine myself as
someone who is able to speak English” (p = 0.0@yeHthe agreement is not as evident as in
item 2. Means range from 3.8 in the fourth CLILsSes to 4.12 in the third CLIL classes and
finally to 4.93 in the EAA classes. While almos@4@@in total) agree and strongly agree in the
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EAA classes, only approximately 40% do so in thiedtform CLIL classes, and ~30%
(strongly) agree in the CLIL classes of the foddim. The last item concerned with the Ideal
Self is statement 38, “I can imagine myself livedgroad and having a discussion in English”.
It is not statistically significant, but still wean see that all students have a rather positive
attitude towards it. The mean lies at 4.49 in bOthHL reference groups and at 5.05 in the
EAA group.

Moreover, in the qualitative analysis approval fibre combination of English with
engineering is found. In fact, this is the mostrpireent reason students give for why they like
CLIL. This can be interpreted as student awarenédbe fact that they are going to need
English in their future professional lives. Teclatiovocabulary and the connection of
technical subjects and English are aspects whigests from all three groups praise. Again,
especially the EAA students like learning techniwalds in English, as 36.6% of them offer
this reason. But also the CLIL students seem togdeg this as an important aspect — 18.6%
of the third forms and 17.1% of the fourth formdsuts like the technical vocabulary in
English.

As a conclusion, all students seem to be awarkeofdct that they are going to need English
in their future lives to some extent. However, tB8A students show significant greater
awareness which might be due to their consciougelad additional classes in English.

6.2. The Ought-to L2 Self

The “Ought-to L2 Self” is defined as the self whgtudents believe that others expect them
to be (Dornyei & Ushioda 2011: 86). In the categotyhe Ought-to L2 Self there is no clear
tendency towards one end of the scale in any oftése groups. In the four statements
concerning this aspect, the means vary from 2.22hen EAA group in item 14, “My
parents/family believe(s) that | must study Englistbe an educated person” to 4.57 in the
fourth classes CLIL in item 48, “It will have a ratye impact on my life if | don’t learn
English”.

Item 6, “Studying English is important to me in erdto gain the approval of my
peers/teachers/family/boss” does not have statlbtisignificant differences, but the 45.4%
of all participants who strongly disagree and disagare a clear message. The mean in the
CLIL fourth classes lies at 2.71, in the third slesit is 2.77 and in the EAA group it is 3.20.
17.6% of all students slightly disagree and 23.5¢h8y agree. It can thus be concluded that
the opinions on this statement differ but thateéhiera tendency towards the mid-lower end of
the scale (around 3). In item 39, “Learning Englsmecessary because people surrounding
me expect me to do so” the means are 3.37 in lo¢hfourth forms CLIL and the EAA
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classes, and 3.53 in the third forms CLIL. It isdewt that this item is not very decisive and
will thus not be discussed in more detail. Howeugithese two items there is a clear sign of
our individualistic culture.

There is a significant difference in item number "My parents/family believe(s) that | must
study English to be an educated person” (p = 0.BAA students do not seem to be much
pressured to learn English by their parents. 3lo7%em strongly disagree that their parents
and family want them to study English, whereas @6 of the CLIL fourth forms and
merely 18.6% of the CLIL third forms hold the samew. There is a slight tendency in the
CLIL classes towards motivation from external fastwith means being between 3 and 4 in
both groups.

However, in item number 48, “It will have a negatiimpact on my life if | don’t learn
English” (p = 0.04) there is a clear tendency tasahe upper end of the scale. 22.7%, 26.1%,
and 24.4% of all participants slightly agree, ageswl strongly agree to this statement.
Furthermore, there is a statistically significaifteslence which shows that substantially more
of the CLIL students than EAA students agree styr8.6% of the fourth forms and 25.5%
of the third forms are strongly convinced that éheiill be a negative impact on their lives if
they do not learn English, while only 19.5% of t&A are.

Concluding, both CLIL groups tend to feel greateremtal pressure and believe more
strongly that there will be negative consequentésely do not study English. The Ought-to
L2 Self seems thus to be a more decisive motivatitacttor for them than for the EAA group.
The reason for this might be that EAA students @anthleir parents choose the English track
deliberately because it is what they want either tkemselves or for their children. The
English track implies more intense exposure to Bhglwhich is why parents may
consequently put less pressure on their children.

6.3. Attitudes towards learning English
According to Gardner’s (2010) Socio-EducationaMvien motivation, attitudes towards the

learning environment play a crucial role in langaidgarning. The general attitude towards
learning English, CLIL in particular, seems to laher positive. The means in all seven
statements concerned with that matter tend towtdresupper end of the scale, with 3.60
being the lowest mean except for item 20 which Wwal discussed in detail later. Special
attention must be paid to item 49, “I get nervond aonfused when | am speaking in my
CLIL lessons”, because here the lower the mean,nbee positive the attitude towards
learning English in the CLIL classroom.
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Item 3, “The CLIL lessons help me to develop ma#-confidence when speaking English”
(p = 0.01) shows a clear tendency towards the uppérof the scale — 30.3% of the whole
population slightly agree, 31.9% agree and 14.3%ngty agree. Furthermore, there is a very
interesting statistically significant difference. i almost 40% the EAA students and
approximately 35% of the CLIL third forms agree,|lyo22.9% of the CLIL fourth form
students share this view.

Item 11, “I like it that communication is more impant than grammar in the CLIL lessons”
is not statistically significant, but the meanswhastrong tendency towards the upper end of
the scale — 44.5% of all participants strongly agneth this statement, 34.5% agree. The
mean in the CLIL fourth forms lies at 4.89, at 5id@he third forms and at 5.02 in the EAA
classes. In all three groups it thus seems thakests appreciate it that communication is

more important than grammar when English is usddraguage of instruction.

A similar phenomenon manifests itself in item numBé, “I always look forward to the
CLIL lessons” (p = 0.00), but the statistical sigrance is even greater. Almost a quarter of
the EAA students and almost a sixth of the CLIkdhiorms agree, but merely ~3% of the
CLIL fourth form students do. Analogously, almosjuarter of all CLIL fourth form students
strongly disagree, while only 7.0% of the thirdrmfar and no single EAA student share this
strong view. Looking at the entire population (N1%£9), the scales appear to be almost
normally distributed — 26.9% of all participantskti“slightly disagree” and 31.9% “slightly

agree”. Without looking at the reference groupdetail, this item would thus not be decisive.

A similar attitude can be discerned in statisticalignificant item number 35, “CLIL makes
me feel more secure when speaking English” (p 2)0More than 50% of the EAA students
agree and strongly agree, likewise the third fo@hs$l, but only 17.1% of the CLIL fourth

forms.

Item 46, “I like the atmosphere of my CLIL classetiows a clear emphasis on “slightly
agree” and “agree” with 36.1% and 34.5% of therentiopulation respectively. The means
from all three reference groups show a similaryset- it is 4.14 in the fourth forms CLIL,
4,37 in the third forms and 4,39 in the EAA clas3d® atmosphere seems to be a motivation

boost as far as language attitude in the CLIL less® concerned.

The fourth significant difference concerning thétatles towards learning English is item
number 49, “I get nervous and confused when | amalgpg in my CLIL lessons” (p = 0.02).
Looking at the entire population (N = 119), it seeahear that the tendency is towards little

nervousness in the CLIL lessons with 36.1% of htaltpopulation strongly disagreeing,
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26.1% disagreeing and finally 20.2% slightly dissang. Taking a closer look at the
reference groups we can see that while approximn&@%o (in total) of the EAA and 60% of
the CLIL third form students strongly disagree bteast disagree, only 45.7% of the CLIL
students in a quarter form share this view. In ganstudents do not seem to be strongly
hindered by nervousness and confusion in the Ce#isdns, but there is still a difference in

degree amongst the three groups.

As a conclusion, four out of seven items abouttédis towards learning English have
statistically significant differences between EAAdaCLIL third form students on the one
hand, and CLIL fourth forms on the other. Even tioattitudes seem to be positive when
looking at the entire population, it is evident tttthe CLIL fourth forms perceive less
speaking confidence boost through CLIL, that theyndt look forward to their CLIL lessons,
that they perceive CLIL as less helpful for deveigpanguage security and finally that they
are also more nervous when it comes to speakiri@g _lh lessons. Consistent evidence from
this survey shows that EAA as well as CLIL thirdrfis have a more positive attitude towards
learning English in EAA or CLIL lessons than theuffiln forms. The difference in attitudes
and perceptions of the third and the fourth CLIknis even seems to suggest that the third
forms are expecting something which might not hapgeying to interpret this finding, it is
supposed that the fourth forms appear frustratéer ahe first year of CLIL and have
difficulty in finding positive aspects about CLIMWhether this finding is dependent on the
particular classes examined, that is to say thermxmces of the students and the teachers or
other circumstances, remains unclear. In ordeintbdut more, the current third CLIL classes
would have to be questioned again in one year'® tand the future results consequently

compared to their current attitude.

6.4. Interest in the English language
In the Socio-Psychological model on motivation bgréher (1979), interest in the English

language is a crucial factor. As has been outliGardner sees a link between the attitudes
towards a foreign language and the success in @agui. In my survey, the interest in the
English language tends towards the upper end o$¢hke, with means ranging from 3.02 in
the third form CLIL classes in item 40, “I am irngsted in the differences between the
German and the English language” to 4.63 amongstBRAA students in item 55, “I am

interested in the way English is used in convensati

Taking a closer look, we can discern a statistcsifjnificant difference in item number 40,
“I am interested in the differences between thentaer and the English language” (p = 0.02).
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Only approximately 10% of the EAA students strongilyagree, while 14% of the CLIL third
forms and almost a quarter of the CLIL fourth forthenk alike. Total numbers show a

similar picture - most participants, almost oneahiick 3 “slightly disagree”.

In item 51, “I like the rhythm of English” answease almost equally spread on the scale.
However, the means tend towards the upper end4-i3.the fourth forms of CLIL, 3.60 in
the third forms and 4.07 in the EAA classes.

Item 55, “I am interested in the way English isdige conversation” shows a clear tendency
towards the upper end of the scale. Consideringdta¢ population it can be discerned that
26.1% slightly agree, 29.4% agree and 23.5% styoagtee. The means hint at a similar
interpretation — they lie between 4.51 and 4.63.

Aspects about the interest in English in the ctamsr and beyond are also mentioned in the
open answers. 18.6% of the CLIL third forms like tenglish language in their CLIL lessons
and write that they improved their language compedeas a result. Similarly, 9.8% of the
EAA classes say that they like the English languiagthe teaching concept. Furthermore,
8.6% of the CLIL fourth form students, 7.0% of ttterd forms and 7.3% of the EAA
students mention that they like speaking and d&@ngsn English during the lessons. Finally,
when it comes to using English outside of the ctam®, 5.7% of the fourth CLIL forms,
2.3% of the third forms and 7.3% of the EAA studesdy that CLIL is a good preparation for
their future professional career and that it hasfical relevance.

A conclusion in the field Interest in the Englignjuage remains difficult. First of all, only
one out of three items is statistically significa®écondly, the significance does not indicate a
clear result, because peaks occur at both ende @tale. However, from the qualitative data,
it can be seen that there are students in all treeps who praise the use of English as
language of instruction and who are also awardsos$ignificance in the future. Contrary to
the stereotype of students in the field of engimgenot being interested in languages, there

are individual exceptions.

6.5. English anxiety
“English anxiety” is also taken from Gardner’'s (BP1Socio-Educational model about

motivation (cf. section 2.6.). He is convinced tbhaing afraid of using English hinders the
quality of learning. Thus, English anxiety must lo& in the classroom setting so that
successful language acquisition can happen. Asxargeimpression, English anxiety which
implies fear to speak in English, seems to be Iowragst all participants. Item 4, “| am afraid
to make a fool of myself in public, because | makanany mistakes when speaking English”
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has very low means, ranging from 1.95 in the EAAugr to 2.49 in the CLIL third forms.
33.6% of all participants strongly disagreeing 82dB% disagreeing further confirm that.

A statistically significant difference is obtain&d item number 16, “I am afraid that other
English speakers consider my English to be ridigsildp = 0.01). When looking at the entire
population, 26.9% of all participants strongly djse and 31.9% disagree. An in-depth
analysis reveals that while almost three quarte&AA students (strongly) disagree with the
statement, the third form and fourth form HTL stoidehold that strong negative view to a

smaller extent of 53.5% and 48.6% respectively.

Concerning item 22, “I would feel uneasy speakimglish with a native speaker” it can be
clearly stated that there is again a strong treméutds the lower end of the scale, with 30.3%
of the entire population disagreeing strongly aBB% disagreeing. The means are also low
in all three reference groups — 2.71 amongst thi @urth forms, 2.56 amongst the third
forms and only 1.98 in the EAA group. Item 24, “bwd get tense if a foreigner asked me for
directions in English” shows something similar. 4%. of all participants strongly disagree
and 21.8% disagree. Means are also low, rangingdast 1.71 with the EAA group and 2.29
in the CLIL fourth grades.

Concluding, even though English anxiety is gengrialv when the entire student population
is examined (N = 119), there are differences batwibe reference groups. The category
‘English anxiety’ contains three different itemsrir which one shows statistically significant
differences between the EAA students on the one had both CLIL groups on the other. It
could be seen clearly that a big majority of EAAdsnts are not afraid that other English
speakers may consider their English ridiculous levbubstantially fewer CLIL students share
that view. Moreover, no single EAA student agreestoongly agrees, while a few CLIL

students do. As regards the other statements vaadthe English anxiety, it could be shown
that anxiety tends to be low, but is always loweghe EAA group. The reason why there is
stronger speaking anxiety amongst the CLIL grougsy rbe that they were not used to
English in other subjects than their EFL lessomsrgo the change in the curriculum. Thus, a
more frequent English use is something new andmnuififa to them and they might need

more time to get used to it and lose their inhanis.

6.6. Intrinsic motivation
According to Cognitive Evaluation theory, an ingically motivated individual studies

English for its pure enjoyment and satisfactionisTiorm of motivation is supposed to be
ideal, because it presupposes a self-determinedicient individual. Looking at the entire
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population (N = 119), Intrinsic motivation tendsvards the upper end of the scale in the
survey. In item 17, “I study English for the sagsf feeling I get in finding out new things”
the means range from 3.53 in the group of the Ghitd forms to 4.20 in the EAA group.
This is also reflected in the percentages of thelevhopulation — 27.7% slightly disagree and

26.9% slightly agree.

There is, however, a highly significant differennatem number 21, “I like learning English,
because | feel pleasure in achieving a difficuiktan the foreign language” (p = 0.00).
Almost 30% of the EAA students and approximatel$o2&f the CLIL third forms, but only

8.6% of the fourth forms agree with this statement.

Another statistically significant difference is foai in item number 41, “I like learning

English, because | enjoy speaking English” (p =1D.0rhere is strong approval of this
statement (“agree” or “strongly agree”) by a tqiatcentage of almost 70 in the EAA group,
but only by approximately 40% in the CLIL third fos and by ~45% in the fourth forms.
Even though the means are between 4 “slightly &gree 5 “agree” in all reference groups,

differences between the EAA students and the CtuHents are evident.

As a conclusion, two out of three items concernlimginsic motivation show statistically

significant differences between the groups. Tharelet outcome is that the fourth form CLIL
students seem to be least intrinsically motivakaikt of all, the majority does not agree with
item 21, “I like learning English, because | feé&gsure in achieving a difficult task in the
foreign language” and not even 50% of the CLIL thuorms like learning English because
they enjoy speaking it. The second conclusion whainbe drawn is that the EAA group is of
the exact opposite opinion. Almost 50% them agréhl statement 21 and more than 30%
enjoy speaking English. Even though the generakésgion concerning item 17 is a rather
positive one, motivation seems to be stronger asiotigg EAA students. It is attempted to
infer an interpretation of these findings at thisnp. One possible reason why EAA students
are more intrinsically motivated than CLIL studemdsthat they deliberately opted for the
English track at the age of 14/15. Certainly, tisisnot true for the entire EAA student

population, because there are cases in which thenisadecided for them. Still, there is
clearly more conscious willingness in the EAA growgich implies stronger intrinsic

motivation.

6.7. Content interest
Another factor which may influence motivation in ICLis content interest. As mentioned in

section 3.5.1., students must be cognitively ingdlduring a lesson so that successful content
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learning can happen (cf. Coyle et al. 2010: 29)e Tfost obvious cognitive challenge in
CLIL is the foreign language, which makes thoroypgbparation and cognitive engagement
necessary already prior to the lessons (cf. Deitofier et al. 2008: 104-126). Furthermore,
according to Mehisto et al. (2008: 21), there @uelents whose motivation for the content is

boosted through the use of a foreign languagesinuations.

Amongst the findings in the field of content int&rehere is one significant difference in item
number 5, “I think that the technical subjects stidae taught in German exclusively, because
the subject matter as such is already difficulinolerstand” (p = 0.01). While approximately
56% of the EAA group disagree or strongly disagtess than one third of the CLIL third
forms and merely a quarter of the fourth forms shhrs view. The general opinion on this is
situated at the mid-lower end of the scale; themimang 2.54 amongst the EAA group, 3.02

in the third forms and 3.60 in the fourth forms.

Furthermore, there is a statistically highly sigraht difference concerning item number 12,
“I like it that parts of the subject matter areghtiin English” (p = 0.00). Here again almost
55% of the EAA students strongly agree, but on6#8and 9.3% of the third and fourth form

students respectively. This difference becomes edsdent from an analysis of the means —
3.63 amongst the CLIL fourth form students, 4.28agst the third forms and 5.29 amongst
the EAA students. When looking at the entire potaita a rather positive picture can be seen

—29.4% slightly agree, 26.1% agree and 24.4% glyagree.

From item 27, “| am interested in the content & @LIL class” it becomes clear that content
interest is high in all three groups — means rapiom 4.37 in the CLIL fourth forms to 5.10
and 5.14 in the EAA group and the CLIL third ford9.3% of all participants strongly agree

and 28.6% agree, which underlines the finding.

The third statistically significant item in the lfileof Content interest is item number 36, “The
subject matter is more interesting when it is pnéset in English” (p = 0.00). When looking at
the entire population, there seems to be disagneemel6.8% strongly disagree, 26.1%
disagree and 35.3% slightly disagree. The CLIL #ouforms strongly disagree most
significantly with more than one third ticking het third forms follow with 11.6% and finally
there are the EAA students with only 7.3% strorgagieement.

Item 56, “I like it that the content is taught inddish” is not statistically significant but shows
nevertheless a strong agreement — 23.5% of theegadpulation slightly agree, 33.6% agree
and 28.6% strongly agree. Furthermore, the meansedatively high — in the CLIL fourth
grade group it is 4.66, in the third grade group #.63 and in the EAA group it is even 4.90.
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Three out of five Content interest items are diaafly significant and the other two show
relatively clear results as well. While contentenaist is generally high amongst all students
and the majority like it that content is taugh&nglish, it must nevertheless be stated that the
fourth form CLIL students’ interest in the contades not seem to be enhanced by the
introduction of English. More than 25% of them thihat the difficult subject matters should
be taught in German exclusively, less than 10% likiat parts of the subject matter are
taught in English and merely 5.7% slightly agreat tthe subject matter is more interesting
when it is presented in English. In contrast t®,tlihe majority of EAA students would not
want teaching to be done exclusively in German,arntian 90% like it that parts of the
subject matter are taught in English and only 7s3féngly disagree with the statement that
the subject matter is more interesting when itresspnted in English. The CLIL third forms
reveal a more neutral position. Approximately dmedtwould like to be taught in German in
the difficult subjects and no single student stipmiisagrees that they like it that parts of the
subject matter are taught in English and only 93fongly agree. The reason for the clear
difference in perception between the EAA group #mel CLIL fourth forms may be that
being taught in English in a content subject is sibimg new and unknown for the regular
classes. They were probably taught in German eixellysup to form three and need more
time to accept and appreciate the change. In rtvahis, content being taught in English is

something natural for the EAA classes, which is wigy may approve more strongly.

6.8. Regular English lessons
What students experience and learn in their redaiaglish lessons is likely to enhance or

hinder motivation in the CLIL lessons. This assumptis rooted in Attribution theory (cf.
section 2.1.), which suggests that future perforeais influenced by past experience (cf.
Weiner 1980). It is assumed that students arengilto use English in other subjects than
EFL if their EFL lessons are rated as good. Onatfer hand, if students are not satisfied
with their EFL lessons, they might not feel wekkpared to use English also in other contexts.
It is worthwhile to have a look at students’ opimsoabout their regular EFL classes in order
to find out more. A statistically significant itemm number 8, “The regular English lessons
motivate me to use English also in other subjefis® 0.01). While no single student from
the CLIL fourth forms strongly agrees, almost 5%t third forms and approximately 20%
of the EAA students do. As can be seen from thigsstal significance as well as from the
means — which range between 3.09 amongst thefthrimts CLIL and 4.07 amongst the EAA
classes — the students are neither very positiveery negative about this statement.

88



Looking at the entire population (N = 119), itenmmer 18, “In the CLIL lessons | can use
what | have learned in the regular English lessqps= 0.0) is very positive. 25.2% of all
students slightly agree and 28.6% each agree amgbt agree to it. Likewise, the means are
relatively high, ranging from 4.34 amongst the Clfdlurth forms to 4.83 in the EAA group,
which shows a clear tendency towards the upperoénide scale. Furthermore, this item is
statistically highly significant. When looking dtet reference groups in more detail it can be
seen that the strongest agreement is amongst tiAe dfilents where more than one third
strongly agree, the third forms of CLIL follow cklg with approximately 30% and finally
the CLIL fourth forms with 20%.

In item number 42, “The regular English lessonsaagnod basis for the CLIL lessons” (p =
0.01) there is also a strong tendency towards piperuend of the scale — 23.5% slightly agree,
24.4% agree and 33.6% of the entire student papolatrongly agree. Accordingly, the
means are high in all groups — 4.69 in the CLILrfodorms, 4.37 in the third forms and 4.93
in the EAA classes. This item also has a statifisggnificant difference. Almost 45% of the
EAA students strongly agree, approximately onedtloir the CLIL fourth forms and only a

quarter of the third forms.

Item 44, “I am nervous when speaking in the reglaglish lessons” shows a strong
tendency towards the lower end of the scale. 3&8®%hgly disagree and 24.4% disagree to
this statement, which shows that nervousness iarapfly not a big issue in the regular EFL

lessons. The means in all reference groups reseanbleentre around 2.3.

The category Regular English lessons contains ftems whereof three show clear
tendencies towards a generally positive view. Logkat the entire population (N = 119),
students seem to be using their knowledge from IBRLLIL and they do not seem to be very
much bothered with speaking nervousness during tlegjular English lessons. Taking a
closer look, three statistically significant difégices appear between the groups of informants.
Apparently, the regular English lessons do not bdas motivation in the CLIL fourth forms,
but at least they serve as a good basis and th@itgajan use and incorporate what they have
previously learned. The situation is similar in t6&IL third forms; there is hardly any
approval of the regular English lessons as motwaboost for CLIL, but the majority feel
that the regular English classes prepare themfaethe use of English in other subjects. In
the EAA group, there is slightly stronger agreemtat the regular English lessons are
motivating to use English in other subjects andraximately two thirds believe that the

regular English lessons serve as a good basis mwide valuable input. As a result, the
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regular English lessons serve indeed as a solid barslessons in which English is used as
language of instruction, but they are not motivaitemough to make the students want more
English in content lessons of their own accord. Mayif the regular English lessons were
more exciting and engaging, the students would beerwilling to use the foreign language

in other subjects.

6.9. Summary
The general impression on motivation to learn Ehgls rather positive amongst the entire

population (N = 119). However, when taking a cldsek at each reference group separately,
a different picture presents itself. In the catggluwteal Self there are several statistically
significant differences between the EAA classestardCLIL classes, the former being much
more strongly motivated. For example, almost 708dtal) of the EAA students agree and
strongly agree that they imagine themselves as @oengvho is able to speak English. In
contrast to this, approximately 40% do so in thedtfiorm CLIL classes, and only ~30%

agree and strongly agree in the CLIL classes ofdbhgh form. Even though all groups name
the combination of the English language and techrsabjects as the major advantage of

CLIL, this argument is most frequently mentionedtty EAA group.

A similar picture presents itself when looking &t tAttitudes towards learning English.
Taking the entire student population (N = 119)itides seem to be positive, but taking a
closer look it becomes evident that CLIL boosts gsheaking confidence of the CLIL fourth
forms less than all other groups. Furthermore, tbek less forward to their CLIL lessons,
they perceive CLIL as less helpful for feeling secin the foreign language and finally they
are more nervous when it comes to speaking duridg. &ssons. It can thus be concluded
that EAA as well as CLIL third forms have a moresiige attitude towards learning English
in EAA or CLIL lessons than the fourth forms. Alsoterms of intrinsic motivation, the CLIL
fourth forms stand out. They seem to be leastnsittally motivated from all three groups.
The same result is found in the category Conteterdist. While content interest is generally
high amongst all students and the majority likeh@t content is taught in English, the fourth
form CLIL students’ interest in the content is elganot enhanced by the introduction of

English.

As far as motivation from external factors is caneel, it becomes evident that the CLIL

groups are more strongly influenced than the EAdugr They tend to feel greater parental
pressure and believe more strongly that there lv@linegative consequences if they do not
study English. Concerning interest in the Englishguage, the differences are less clear. In
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general, some interest seemed to be there, witht ibeing particularly high or low in any of
the groups.

Another language aspect of interest is Englishetgxivhich tends to be generally low in all
three reference groups. However, even though nbrleeostudents seem to be particularly
afraid to talk in English, anxiety is lowest amongise EAA group. Similar to that, the

English lessons are generally believed to be beiaknd positive for the CLIL lessons. But
in the EAA group, there is slightly stronger agreemthat the regular English lessons
motivate to use English in other subjects and apprately two thirds believe that the regular

English lessons are a good basis and provide Vialugut.

Concluding, it is clear that there are differenbesveen the EAA group and the CLIL groups.
A reason may be that the EAA students deliberatblyse the English track, meaning that
they have had English as a medium of instructiomffirst grade onwards, while the CLIL
students did not know about this teaching concdmnathey entered the school. However,
this is mere speculation and not a fact. In ordeget clearer results, further studies and
individual interviews would have to be carried odihe second obvious difference in
motivation, namely between the CLIL fourth formgdahe CLIL third forms, may be a sign
for a suboptimal CLIL practice. | dare say that thed forms may have huge expectations
and hopes which the fourth forms have not seenlédf Whether this holds true on a general

basis and is not due to chance would have to bghe for further analysis.

7. Conclusion

Gardner (1979, 2010) is convinced that a positititude towards foreign language learning
and high motivation extremely enhance achievemg&nnotivated learner is very likely to
reach a high level of language competence, whileebomdy who is not motivated may not.
Furthermore, there are several studies (DaltonePuB005, Dalton-Puffer et al. 2008,
Denman et al. 2013, Jexenflicker & Dalton-Puffell@0Lorenzo & Moore 2010, Maillat
2010, Mewald 2007) which report positive evidenté&anguage and intercultural competence
amongst CLIL students. Through the use of Engl@htrfeating concrete subjects in content
lessons, the CLIL classroom is believed to be naotdentic than the traditional EFL, which
gives the students the chance to develop more stogaied speaking skills, fluency and a
broad vocabulary range. Competences of this kimé b@&come increasingly important in our
connected world and foreign language skills aremss in order to be able to compete on the

global market place and to meet flexibility requnents. Regulations, concepts and laws must
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be well devised to meet the challenge of providatigEuropean citizens with appropriate
educational possibilities and finally it is imparntahat all stakeholders approve.

The main incentive to carry out the present studg o get insights on student motivation for
the English language and the content in the come&tLIL. CLIL is an educational concept

with a political dimension to it, which is why s&ltolder views must be considered in order
to achieve successful implementation. The restilthis survey will ideally serve as a basis
of decision-making for policy makers. Naturally, lipoians want success from the

regulations and measurements they set, but thisoohnbe guaranteed if the stakeholders
approve. Since the national curriculum for Austnigoper secondary technical colleges (HTL)
was recently changed and CLIL incorporated, it ested itself to conduct the survey in this
type of school. 119 students were asked to fill auguestionnaire about motivation and

opinions on English language acquisition.

In terms of structure of this MA thesis, there was overview of different motivational
concepts and theories in chapter 2, with a criscehmary at the end. A special focus lay on
Gardner’s (1979, 2010) Socio-Psychological and &&ciucational models of motivation and
on a Socio-Dynamic perspective (Dérnyei & TagucBil@). These concepts assume that
motivation depends on the attitudes towards legraiforeign language, on the target as such
and on external factors. Another branch of reseaxémined in more detail was the
distinction between intrinsic and extrinsic motieat (Noels et al. 2000). After an
examination of the concept of motivation, Contemd aanguage Integrated Learning (CLIL)
was explained and its origins mentioned in chaften view of CLIL as an educational
practice it was considered important to analyse ds political dimension in the European

and especially in the Austrian context.

The questionnaire used in this study was desigmethe basis of research by Dérnyei and
Taguchi (2010), Clément; Dornyei and Noels (199els; Pelletier; Clément and Vallerand
(2000), Deci and Ryan (2002) and Gardner (1979,0R0 contains fourteen different
parameters or categories; all concerned with mttimaand was distributed to a total of 119
students. There were three different groups acegrtdi which the data was analysed: Group
1, consisting of 35 students in the CLIL fourthnfis;, group 2, consisting of 43 students from
the third forms of CLIL; and group 3, consisting 4f EAA (Englisch als Arbeitssprache)

students.

The general impression on motivation to learn Efglvas rather positive amongst the entire

student population (N = 119). However, when eadugmwas analysed separately, a different
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picture presented itself. In the category Ideaf Bé&lecame evident that the EAA classes were
much more strongly motivated than the CLIL fourthrmis. Moreover, CLIL boosted the
speaking confidence of the CLIL fourth forms lelsart all other groups and EAA as well as
CLIL third forms had a more positive attitude todsidearning English in general. What is
more, group 1 (fourth form CLIL) seemed to be ldastnsically motivated from all three
groups and while content interest was generally l@gongst all students and the majority
liked it that content was taught in English, theirtb form CLIL students’ interest in the

content was clearly not enhanced by the introdanatioEnglish.

As far as motivation from external factors was @ned, it became evident that the CLIL
groups were more strongly influenced than the EAdug. Moreover, even though none of
the students seemed to be particularly afraid ltoitaEnglish, anxiety was lowest amongst
the EAA group.

Concluding, it is clear that there are differenbesveen the EAA group and the CLIL groups.
A reason may be that the EAA students deliberatblyse the English track, meaning that
they have had English as a medium of instructiomffirst grade onwards, while the CLIL
students did not know about this teaching concdmnathey entered the school. However,
this is mere speculation and not a fact. In ordeget clearer results, further studies and
individual interviews would have to be carried otdthe second obvious difference in
motivation, namely between the CLIL fourth formgdahe CLIL third forms, may be a sign
for a suboptimal CLIL practice. | dare say that thied forms may have huge expectations
and hopes which the fourth forms have not seenlédf Whether this holds true on a general

basis and is not due to chance would have to b®the for further analysis.

Finally, while it was not the purpose of this studyfind out why there are differences in
motivation and attitudes between EAA and CLIL studeit could clearly be shown that the
CLIL fourth forms are less motivated. This findigigould ideally reach policy makers at least
on a national level and serve as a basis for dgeisiaking in the future. CLIL being a

concept with tremendous learning potential, it @ty if its implementation does not succeed.
It is strongly hoped that it will be possible toaclge the CLIL practice and everything it
entails in the near future in order to guarantse@essful introduction of the in my opinion

tremendously beneficial teaching concept of CLIL.
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9. Appendix

9.1. Abstract (English)
Research indicates that a positive attitude towdaieign language learning and high

motivation extremely enhance achievement. High maskvation probably leads to a positive
learning outcome, while low task motivation mighhder proper learning. Therefore, a
motivated learner is more likely to reach a higreleof language competence than somebody
who is not. The Content and Language Integratednimg (CLIL) classroom incorporating
bilingual teaching and learning may act as motoral basis and gives the students the
chance to develop sophisticated speaking skillenity and a broad vocabulary range. The
main incentive to carry out the present study waxsch to get insights on student motivation
for the English language and the content in theéeodrof CLIL, and to find out whether CLIL

as a teaching concept acts as motivation boost.

Therefore, a field study was carried out in an Aastupper secondary technical college
(HTL). The 119 participants (between 16 and 18 yedd) were separated into three different
student groups and filled out a questionnaire: @rau consisting of CLIL students who
experienced one year of CLIL®{4orms); group 2, consisting of students who did yet
have any CLIL lessons 3forms); and group 3, consisting of students who Baglish as
language of instruction since first grade (EAR @&d 4" form). The employed questionnaire
is based on modified motivational concepts by otregearchers and contains fourteen

different categories; all concerned with motivation

The general impression on motivation to learn EfgWas rather positive amongst the entire
student population (N = 119). However, when eadugmwas analysed separately, a different
picture presented itself. It became evident that HAA classes were much more strongly
motivated than the CLIL fourth forms and that Clbbosted the speaking confidence of the
CLIL fourth forms less than all other groups. EAA aell as CLIL third forms had a more

positive attitude towards learning English in gaheand CLIL fourth forms seemed to be

least intrinsically motivated from all three group8hile content interest was generally high
amongst all students and the majority liked it tbamtent was taught in English, the fourth
form CLIL students’ motivation to learn the contevais clearly not enhanced by the use of
English. Moreover, external factors influenced thetivation in CLIL groups more strongly

than in the EAA group and even though none of thdents seemed to be particularly afraid

to talk in English, anxiety was lowest amongstE#AeA group.
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Clear differences between the EAA group and theLGjrbups and between the CLIL third
and fourth forms were found. In order to be ablefully understand and explain these

differences, more research would be needed.
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9.2. Zusammenfassung (German)
Forschungen haben gezeigt, dass eine positiveelimgj und hohe Motivation das Erlernen

einer Fremdsprache ungemein erleichtern, und zer eerbesserten Leistung fuhren. Hohe
Motivation flr eine Aufgabe fiihrt wahrscheinlich zinem positiven Lernerfolg, wahrend
niedrige Motivation das Lernen behindern kann. Dalst ein motivierter Lerner/eine

motivierte Lernerin eher im Stande, ein hohes MaflSprachkompetenz zu erreichen, als
jemand, der/die nicht motiviert ist. Der Contentddmanguage Integrated Learning (CLIL)
Unterricht bezieht bilinguales Lehren und Lernen em und kann somit als Motivationsbasis
fungieren, die den Schulern/Schilerinnen die Mdgiest gibt, ein hdheres Sprachniveau,
Flissigkeit beim Sprechen und ein breiteres Volabmli entwickeln. Der Hauptanreiz fur
die Durchfiihrung der vorliegenden Studie war esddbrkenntnisse Uber die Motivation der
Schuler/Schilerinnen fur die englische Sprache del Lernstoff im CLIL Unterricht zu

bekommen, und infolge dessen herauszufinden, ob Ulaerrichtskonzept CLIL ein

Motivationsschub sein kann.

Dazu wurde eine Feldstudie an einer Osterreichis¢behnischen Sekundarschule (HTL —
Hohere technische Lehranstalt) durchgefihrt. Di® Teilnehmer/Teilnehmerinnen, die
zwischen 16 und 18 Jahren alt waren, wurden in \éeschiedene Gruppen unterteilt und
fullten einen Fragebogen aus: Gruppe 1 bestan€hlis Schilern/Schilerinnen, die bereits
1 Jahr CLIL Unterricht gehabt hatten (4. Klassergruppe 2 bestand aus
Schulern/Schilerinnen, die noch nicht in CLIL untdrtet worden waren (3. Klassen), und
Gruppe 3 bestand aus Schulern/Schilerinnen, di€dghsch-Zweig gewahlt und seit der 1.
Klasse Englisch als Unterrichtssprache hatten (ERAAund 4. Klasse). Der verwendete
Fragebogen basiert auf modifizierten Motivationstepten anderer Forscher/Forscherinnen

und enthalt vierzehn verschiedene Parameter, ididvativation betreffen.

Der allgemeine zur Motivation Englisch zu lernenrwanter der gesamten Schuler-
/Schilerinnenpopulation (N = 119) positiv. Als jetigede Gruppe einzeln analysiert wurde,
prasentierte sich ein anderes Bild. Es zeigte siabs die EAA Klassen viel starker motiviert
waren als die 4. Klassen CLIL und dass CLIL dase8piSelbstbewusstsein der 4. Klassen
weniger forderte als das aller anderen GruppenHBia Klassen sowie die 3. Klassen CLIL
hatten eine positivere Haltung gegentber dem Eaiglisernen im Allgemeinen und die 4.
Klassen schienen die von allen drei Gruppen am gséen intrinsisch Motivierten zu sein.
Wahrend das Interesse am technischen Fach in dgzl Rei allen Schilern/Schilerinnen
hoch war und die Mehrheit das Vortragen der tedeais Inhalte auf Englisch positiv
bewertete, zeichnete sich in der Gruppe der 4.9¢la€LIL kein Motivationsschub durch die
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Verwendung der englischen Sprache ab. DarlUber &ibaginflussten externe Faktoren die
Motivation in den CLIL Gruppen starker als in dekA&Gruppe und obwohl keiner/keine der
Schiler/Schilerinnen besondere Angst beim Engl8gtechen zu haben schien, war die

Angst in den EAA Klassen am niedrigsten.

Deutliche Unterschiede zeigten sich zwischen deA EXuppe und den CLIL Gruppen, und
zwischen den 3. Klassen CLIL und den 4. Klassen. dilese Unterschiede zur Génze zu

verstehen und erklaren zu konnen, ware weiterechorg notwendig.
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9.3.

Items in the questionnaire (English)

Items from existing questionnaires

Items in the preent questionnaire

The ideal L2 self (Dornyei & Taguchi 201
140):

* Whenever | think of my future career,
imagine myself using English.

* | can imagine myself living abroad at
having a discussion in English.

0:

t Whenever | think of my future career,
imagine myself using English.

having a discussion in English.

n@ | can imagine myself living abroad ai

nd

* | imagine myself as someone who is abte | imagine myself as someone who is able

to speak English.

to speak English.

Ought-to L2 self / Parental Encouragem
(Dornyei & Taguchi 2010: 141-142):
Learning English is necessary beca

ent

use Learning English is necessary beca

use

people surrounding me expect me to|do people surrounding me expect me to|do
So. SO.

» It will have a negative impact on my life|it It will have a negative impact on my life |if
| don’t learn English. | don’t learn English.

e Studying English is important to me rn Studying English is important to me |in
order to gain the approval of my order to gain the approval of my
peers/teachers/family/boss. peers/teachers/family/boss.

* My parents/family believe(s) that | must My parents/family believe(s) that | must
study English to be an educated person. study English to be an educated person,

Instrumentality — promotion (Dornyei &

Taguchi 2010: 142):

» Studying English can be important to me It is important to study English if you want
because | think it will someday be useful to earn a lot of money later on.
in getting a good job and/or making
money.

e Studying English is important to me It is important to study English in order o
because English proficiency is necessary get a good job.
for promotion in the future.

e Studying English is important to me Studying English is important to me
because with English | can work globally. because with English | can work globally.

e Studying English is important to me |ir Studying English is important to me |in
order to achieve a special goal (e.g. to|getorder to achieve a special goal (e.g. to|get
a degree or scholarship). A-levels or the Cambridge Certificate).

e Studying English is important to me Studying English is important to me
because it offers a new challenge in my because it offers a new challenge in my

life.
“External regulation” (Noels et al. 2000: 84
* In order to get a more prestigious job Ia
on.
* In order to have a better salary later on.
“Need for achievement” (Takahashi 20(
105):
* If I learn English better, | will be able t
get a better job.
* Being able to speak English will add to 1
social status.

life.
):
ter

5:

(0]
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e If 1 can speak English, | will have
marvellous life.

* | want to learn English because it is use
when travelling in many countries.

* Increasing my English proficiency wi
have financial benefits for me.

a

ful

Attitudes toward learning English (Dorny
& Taguchi 2010: 144, 147):

| like the atmosphere of my Englis
classes.

I get nervous and confused when |
speaking in my English class.

| always look forward to English classes.

5h

A

| like the atmosphere of my CLIL classe

| always look forward to CLIL lessons.

| get nervous and confused when |

speaking in my CLIL lessons.

The CLIL lessons help me to devel
more self-confidence when speaki
English.

| like it that communication is mor
important than grammar in the CL
lessons.

CLIL makes me feel more secure wh
speaking English.
| like it that the CLIL teacher is ng
always superior to the students as fai
language competence is concerned,
that there is mutual correction.

ES.

AMm

Op
ng

en

]
as
and

Travel orientation (Dérnyei & Taguchi 201
144):

Learning English
because | would
internationally.
Studying English is important to m
because without English | won't be able
travel a lot.

| study English because with English | G
enjoy travelling abroad.

IS important to
like to trav

©

Learning English is important to m
because | would like to trave
internationally.
Studying English is important to m
because without English | won’t be al
to travel a lot.
| study English because with English
can enjoy travelling abroad.

e
e

Interest in the English language (Dornyei| &
Taguchi 2010: 146)

* | am interested in the way English is used
in conversation.

e | find the difference between Japane¢se
vocabulary and English vocabulary
interesting.

I like the rhythm of English.

| am interested in the way English is us
in conversation.

| am interested in the differences betwe
the German and the English language.

| like the rhythm of English.

ed

een

English anxiety (Dornyei & Taguchi 201
147):

| would feel uneasy speaking English w
a native speaker.

| would get tense if a foreigner asked
for directions in English.

D:

th

TPE

How afraid are you of sounding stupid

| would feel uneasy speaking Engli
with a native speaker.

| would get tense if a foreigner asked
for directions in English.

ne

| am afraid to make a fool of myself

n
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English because of the mistakes Y
make?

How worried are you that other speak
of English would find your Englis
strange?

CFS
N

when speaking English.
| am afraid that other English speak
consider my English to be ridiculous.

ou public, because | make so many mistakes

ers

Cultural interest / Attitudes toward the L2
community (Doérnyei & Taguchi 2010:
148) e Do you like the music of English-
e Do you like the music of English- speaking countries (e.g., pop music)?
speaking countries (e.g., pop music)? |« Do you like English films?
* Do you like English films? Do vyou Ilike English magazineg,
« Do you like English magazines, newspapers, or books?
newspapers, or books? * Do you like TV programmes made |n
« Do you like TV programmes made [n English-speaking countries?
English-speaking countries? * Do you like the people who live in
» Do you like the people who live in English-speaking countries?
English-speaking countries? » Do you like to travel to English-speaking
* Do you like to travel to English-speaking countries?
countries? * Would you like to know more about
 Would you like to know more about people from English-speaking countries?
people from English-speaking countriesf?
English as a Global Language (Clément et al.
1994, cited in Dérnyei & Ushioda 2011:
268) * Studying English is important to me
e Studying English is important to me because | would like to meet foreigners
because | would like to meet foreigners with whom | can speak English.
with whom | can speak English. » Studying English is important to me
e Studying English is important to me because it will enable me to get to knpw
because it will enable me to get to know new people from different parts of the
new people from different parts of the world.
world. * Studying English is important to me
e Studying English is important to me because it will enable me to learn more
because it will enable me to learn more about what is happening in the world.
about what is happening in the world.
Introjected regulation (Noels et al. 2000: 84-
85)
* To show myself that | am a good citizer To show myself that | am a good citizen
because | can speak a second languagé. because | can speak a second languagde.
 Because | would feel ashamed if| b | study English because | would feel
couldn't speak to my friends from the ashamed if | couldn’t speak to my friends
second language community in their from the second language community|in
native tongue. their native tongue.
* Because | would feel guilty if I didnft « | study English because | would feel
know a second language. guilty if I didn’t know a second language.
Identified regulation (Noels et al. 2000: 85):
» Because | choose to be the kind of persen | study English because | choose to be|the
who can speak more than one language. kind of person who can speak more than
one language.
» Because | think it is good for my personal | study English because | think it is gopd

development.

for my personal development.
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just my mother tongue.

It is important to me to know more th:

Intrinsic motivation (Noels et al. 2000: 85)
For the satisfied feeling | get in findin
out new things.
For the satisfaction | feel when I am in t
process of accomplishing difficu
exercises in the second language.

For the “high” feeling that | experiend
while speaking in the second language.
Takahashi (2005: 106):

Learning English is a hobby for me.

o
get in finding out new things.

| study English for the satisfaction | fe
when | am in the process
accomplishing difficult exercises in th
second language.
| like learning English, because | en;
speaking English.

It

e

| study English for the satisfied feeling

|
el

Of
e

Py

Content interest
| am interested in the content of the CL
class.

The subject matter is more interesti
when it is presented in English.

| like it that the content is taught
English.

| like it that parts of the subject matter &
taught in English.

| think that the technical subjects sho
be taught in German exclusively, beca
the subject matter as such is alre:
difficult to understand.

L

Are

uld
se
ady

Regular English lessons

In the CLIL lessons | can use what | ha
learned in the regular English lessons.

The regular English lessons motivate

to use English also in other subjects.

The regular English lessons are a gt
basis for the CLIL lessons.

| am nervous when speaking in t

regular English lessons.

ve

me

bod
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9.4. Results of mean comparison

Table 21: Results of mean comparison between studshmotivation toward English

ltem 4" CLIL 39CLIL EAA Sig.
(N=35) (N=43) (N=41)
Meant SO Meant SD Meant SD
1 | Studying English is important to me because wittinglish | won't be able to 571 0.67 563 054! 5.85| 0.36| 0.28
travel a lot.
2 | Whenever | think of my future career, | imagingsalf using English. 4.94| 1.16 505| 0.95 524| 0.86 0.03
3 | The CLIL lessons help me to develop more selffidence when speaking 3.69| 1.28| 4.44| 1.14| 459| 1.02 0.01
English.
4 | 1 am afraid to make a fool of myself in publiedause | make so many mistakes 243| 1.56| 2.49| 1.32 1.95| 1.00| 0.05
when speaking English.
5 | I think that the technical subjects should bgla&in German exclusively, 3.60| 1.52 3.02| 1.37 254! 1.40| 0.01
because the subject matter as such is alreadgudiffo understand.
6 | Studying English is important to me in order &ngthe approval of my 271! 1.32 277! 1.48| 3.20| 1.44| 0.32
peers/teachers/family/boss.
7 | Studying English is important to me because withlih | can work globally. 4.91| 1.20 5.26| 0.73 5.54| 0.92 0.09
8 | The regular English lessons motivate me to uggiginalso in other subjects. 3.37| 1.11 3.09| 1.21 4.07| 1.25 0.01
9 | Itis important to me to know more than just mgther tongue. 4.89| 1.32 535 .84 520| 1.19 0.16
10 | Studying English is important to me because it ailable me to learn more 3.94| 1.64| 4.28| 1.14| 4.17| 1.34| 021
about what is happening in the world.
11| I like it that communication is more important thgiammar in the CLIL lessons. 4.89| 1.25| 5.40| 0.69 502! 1.13| 0.19
12 | I like it that parts of the subject matter are taLig English. 3.63| 1.37 4.28| 0.98 5.29| 0.93 0.00
13 | I imagine myself as someone who is able to speghidn 3.80| 1.45 412! 1.14 4.93| 0.96 0.00
14 | My parents/family believe(s) that | must study Eslgito be an educated person. 3.17| 1.50 3.40| 1.84 222! 1.04 0.04
15 | Studying English is important to me in order toiagk a special goal (e.g. to det 4.11| 1.75| 4.56| 1.28 4.83| 1.26 0.32
a degree or scholarship).
16 | | am afraid that other English speakers consideEmglish to be ridiculous. 274! 1.42 256| 1.30 205/ 0.95 0.01
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17 | | study English for the satisfied feeling | geffimding out new things. 3.60| 1.46| 3.53| 1.26| 4.20| 1.50| 0.08
18 | In the CLIL lessons | can use what | have learmneithé regular English lessons} 4.34| 1.51| 4.74| 1.16| 4.83| 1.16] 0.00
19 | Studying English is important to me because it ailable me to get to know new 4.23| 1.42 4.49| 1.35 4.46| 1.47 0.50
people from different parts of the world.
20 | I always look forward to the CLIL lessons. 257 1.14 3.63| 1.25 3.93| 1.10 0.00
21 | | study English for the satisfaction | feel wheanh in the process of 3.26| 1.42 3.58| 1.37 4.20| 1.17 0.00
accomplishing difficult exercises in the secondjlzege.
22 | 1 would feel uneasy speaking English with a nasipeaker. 2711 1.49 256 1.33 198! 1.21 0.05
23| Itis important to study English if you want to ea lot of money later on. 4.23| 1.57 3.84| 1.38 3.73| 1.36 0.45
24 | | would get tense if a foreigner asked me for dicexs in English. 2.29| 1.41 2.28| 1.44 1.711 1.05 0.32
25 | | study English because | would feel ashamed duldn’t speak to my friends 4.74| 1.42 4.44| 1.37 4.32] 1.60 0.81
from the second language community in their naiveue.
26 | | study English because | think it is good for ngrgpnal development. 4.94| 1.00| 4.81| 1.10| 4.68| 1.42 0.09
27 | I am interested in the content of the CLIL class. 4.37| 1.40 5.14| 0.89 5.10| 1.24 0.08
35| CLIL makes me feel more secure when speaking Bnglis 3.60| 1.19 4.40| 1.20 4.49| 1.14 0.02
36 | The subject matter is more interesting when irespnted in English. 203! 0.92 291| 1.13! 3.12| 1.23| 0.00
37 | To show myself that | am a good citizen becauslispeak a second language. 3.63| 1.57 3.81| 155/ 3.83| 1.50| 0.48
38 | | can imagine myself living abroad and having adssion in English. 4.49| 152 4.49| 1.32 505/ 1.30| 0.21
39 | Learning English is necessary because people sutioyime expect me to do 3.37| 1.61 3.53| 1.37 3.37| 1.58 0.98
SO.
40 | | am interested in the differences between the @eramd the English language. 3.03| 1.67 3.02| 1.32| 3.98| 1.49 0.02
41 | | like learning English, because | enjoy speakinglish. 4.26| 156| 4.14| 1.30| 4.88| 1.08/ 0.01
42 | The regular English lessons are a good basis é€tlL lessons. 4.69| 1.16| 4.37| 1.35| 4.93| 1.27 0.01
43 | | study English because | choose to be the kingeefon who can speak more 4.77| 1.50 4.79| 1.15 524! 1.09 0.55
than one language.
44 | | am nervous when speaking in the regular Engiskdns. 246! 1.50 223 1.25 224! 1.36 0.58
45 | It is important to study English in order to geg@od job. 4.77| 1.24 456| 1.14 4.83| 1.09 0.74
46 | | like the atmosphere of my CLIL classes. 4.14| 1.19 4.37| 0.90 4.39| 1.02 0.14
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47 | | study English because with English | can enjayatling abroad. 460! 150! 4.30| 1.34| 4.83| 151 0.14
48 | It will have a negative impact on my life if | dariéarn English. 457! 1.36| 4.40| 1.47| 3.80| 1.66| 0.04
49 | | get nervous and confused when | am speaking i€l lessons. 271! 1.53 2.44| 1.35 1.88| 1.14 0.02
50 | Studying English is important to me because itrsfienew challenge in my life] 4.29| 1.32| 4.26| 1.33| 4.61| 1.09 0.51
51 | I like the rhythm of English. 3.74| 1.72| 3.60| 1.33| 4.07| 1.60| 0.16
52 | Studying English is important to me because | wdililelto meet foreigners with  531| 1.16| 5.12| 1.00| 5.37| 0.99| 0.35
whom | can speak English.
53 | I study English because | would feel guilty if bdit know a second language. 420! 1.62| 4.00| 1.66| 3.63| 1.71| 0.53
54 | 1 like it that the CLIL teacher is not always supeto the students as far as 3.94| 1.61| 4.60| 1.22| 456| 1.53| 0.29
language competence is concerned, and that tharetisal correction.
55 | I am interested in the way English is used in cosaton. 460 1.26! 451| 1.08| 4.63| 1.22| 0.26
56 | I like it that the content is taught in English. 466! 1.28! 4.63] 1.05| 4.90| 1.26| 0.46
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9.5. Questionnaire (German)
CLIL in der HTL

Universitat Wien — Institut fir Anglistik und Amerikanistik
Campus AAKH, Hof 8, 1090 Wien
theresa.fuchs@univie.ac.at

Die folgende Umfrage zum Thema CLIL (Englisch als Unterrichtssprache auBerhalb des
Englischunterrichts) ist Teil meiner Diplomarbeit, die ich im Rahmen meines Englisch-
Studiums an der Universitidt Wien durchfiihre. Bitte beantworte die folgenden Fragen zu
deinem CLIL Unterricht nach bestem Wissen und Gewissen. Der Fragebogen ist kein Test,
es gibt keine falschen Antworten und deine Antworten beeinflussen keinesfalls deine Note
in diesem Fach. Mir ist es wichtig, dass du deine personliche Meinung ehrlich sagst, damit
diese Umfrage wissenschaftlichen Wert hat. Die anonymisierten Daten der
Fragebogenbefragung werden dann unter Umstanden auch fiir weitere vergleichbare

Forschungsprojekte zu CLIL an HTLs genutzt. Vielen Dank fiir deine Hilfe!

Teil |

In diesem Teil méchte ich wissen, wie sehr du den folgenden Aussagen zustimmst, oder sie
ablehnst, indem du eine Nummer zwischen 1 und 6 ankreuzt. Bitte beantworte alle Fragen.

Ich stimme . . . . Ich stimme
. Ich stimme Ich stimme Ich stimme Ich stimme
Uberhaupt . . voll und ganz
) nicht zu eher nicht zu eher zu Zu
nicht zu Zu
1 2 3 4 5 6

Bsp.: Wenn du der folgenden Aussage voll und ganz zustimmst, kreuze die Nummer 6 an:

‘ Ich fahre sehr gern Schi.

\
123 45 X]
AY

Es ist wichtig Englisch zu sprechen, wenn man viel reist. 3 45 6
Ich werde in meinem zukiinftigen Berufsleben bestimmt Englisch 3 45 6
brauchen.

Die CLIL Stunden helfen mir, mehr Selbstbewusstsein beim 3 45 6
Englisch Sprechen aufzubauen.

Ich habe Angst, mich beim Englisch Sprechen zu blamieren, weil 3 45 6
ich so viele Fehler mache.

Ich finde, dass die technischen Facher nur auf Deutsch unterrichtet 3 45 6
werden sollten, weil sie sowieso schon so schwierig sind.

Mit guten Englischkenntnissen respektieren mich Kolleginnen und 3 45 6
Freundinnen mehr.

Englisch lernen ist fiir mich wichtig, weil ich dann tberall auf der 3 45 6
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Welt arbeiten kann.

8. Der Englischunterricht motiviert mich, Englisch auch in anderen 1 2 3 456
Fachern zu nutzen.

9. FlUr mich ist es wichtig, nicht nur meine Muttersprache zu|1 2 3 4 5 6
beherrschen.

10. Fir mich ist es wichtig Englisch zu lernen, um mehr dariber zu|1 2 3 4 5 6
erfahren, was auf der Welt passiert.

11. Es gefallt mir, dass in den CLIL Stunden die Kommunikation 1 2 3 45 6
wichtiger ist als die Grammatikfehler.

12. Es gefallt mir, dass Teile des Stoffs im Fachunterricht auf Englisch 1 2 3 45 6
gelehrt werden.

13. Ich sehe mich selber als jemanden, der/die gut Englisch spricht. 1 2 3 45 6

14. Meine Eltern denken, dass ich Englisch lernen muss, um als 1 2 3 4 5 6
gebildet zu gelten.

15. Fiir mich ist es jetzt im Moment wichtig Englisch zu lernen, weilich |1 2 3 4 5 6
gerade ein bestimmtes Ziel verfolge (z.B. Matura, Cambridge
Certificate).

16. Ich habe Angst, dass andere Englisch Sprecherlnnen mein Englisch |1 2 3 4 5 6
lacherlich finden.

17. Ich lerne gern Englisch, weil mich Neues fasziniert. 1 2 3 4 5 6

18. Ich kann im CLIL Unterricht verwenden, was ich im 1 2 3 45 6
Englischunterricht gelernt habe.

19. Fir mich ist es wichtig Englisch zu lernen, um neue Leute ausder |1 2 3 4 5 6
ganzen Welt kennen zu lernen.

20. Ich freue mich immer auf die CLIL Stunden. 1 2 3 4 5 6

21. Ich lerne gern Englisch, weil es mir Freude macht, wenn icheine|1 2 3 4 5 6
schwere Aufgabe in der Fremdsprache erfolgreich meistere.

22.Ich fihle mich unwohl, wenn ich mit einem Native Speaker |1 2 3 4 5 6
Englisch sprechen muss.

23. Englisch zu lernen ist wichtig, damit ich spéater viel Geld verdiene. 1 2 3 45 6

24. Ich bin nervos, wenn mich auf der StraBe jemand auf Englischnach |1 2 3 4 5 6
dem Weg fragt.

25. Es ware mir peinlich, wenn ich mit internationalen Freundlnnen |1 2 3 4 5 6
nicht auf Englisch kommunizieren kénnte.

26. Englisch zu lernen ist fir meine personliche Entwicklung wichtig. 1 2 3 4 5 6
27. Der technische Stoff im CLIL Unterricht interessiert mich. 1 2 3 45 6
Teil Il

In diesem Teil méchte ich mehr (iber deinen Englischgebrauch in der Freizeit erfahren. Schreib
deine Antwort auf die Linie oder kreuze das Zutreffende an.

28. Welche Sprachen sprichst/lernst du?

Muttersprache(n):
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Fremdsprache(n):

29. Liest du in deiner Freizeit Biicher, Zeitschriften oder Journale auf Englisch?
Ja nein Falls JA, oft manchmal sehr selten
30. Horst duin deiner Freizeit gern Musik auf Englisch?
Ja nein Falls JA, oft manchmal sehr selten
31. Schaust du in deiner Freizeit Filme oder Serien in ihrer englischen Originalfassung?
Ja nein Falls JA, oft manchmal sehr selten
32. Surfst du in deiner Freizeit auf Englischsprachigen Websites?
Ja nein Falls JA, oft manchmal sehr selten
33. Verwendest du Englisch in Social Media (Facebook, Twitter etc.)?
Ja nein Falls JA, oft manchmal sehr selten
34. Spielst du Englischsprachige Computerspiele?
Ja nein Falls JA, oft manchmal sehr selten
Teil llI
Die néichsten Statements sind dhnlich wie die aus Teil |.
35. Durch CLIL fahle ich mich sicherer beim Englisch Sprechen. 2 3 456
36. Der Stoff ist interessanter, wenn er auf Englisch vorgetragen wird. 2 3 456
37. Fur mich ist es wichtig Englisch zu lernen, um als gebildeteR 2 3 456
OsterreichischeR Staatsblrgerin zu gelten.
38. Ich kann mir vorstellen, einmal im Ausland zu leben und dort 2 3 45 6
Englisch zu sprechen.
39. Ich muss Englisch lernen, weil die Leute um mich herum von mir 2 3 456
erwarten, dass ich mir gute Englischkenntnisse aufbaue.
40. Die Unterschiede zwischen der deutschen und der englischen 2 3 456
Sprache interessieren mich.
41. Ich lerne gern Englisch, weil es mir gefallt, Englisch zu sprechen. 2 3 456
42. Der reguldre Englischunterricht ist eine gute Basis fir den CLIL 2 3 456
Unterricht.
43. Ich bin stolz darauf, mindestens eine Fremdsprache zu sprechen. 2 3 456
44.Ich bin nervdés wenn ich im reguldren Englischunterricht auf 2 3 456
Englisch spreche.
45. Englisch zu lernen ist wichtig, damit ich spater einen Beruf 2 3 456
bekomme, der mir Freude bereitet.
46. Ich finde die Lernatmosphare in den CLIL Stunden angenehm. 2 3 456
47. Fur mich ist es wichtig Englisch zu lernen, weil ich gerne reise. 2 3 456
48. Wenn ich nicht Englisch lerne, wird das negative Folgen flir mein 2 3 456

Leben haben.
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49,

Ich bin nervés wenn ich im CLIL Unterricht auf Englisch spreche.

50.

Englisch zu lernen ist eine bereichernde Herausforderung in
meinem Leben.

51.

Der Klang der englischen Sprache fasziniert mich.

52.

Flir mich ist es wichtig Englisch zu lernen, um mit Leuten auf der
ganzen Welt kommunizieren zu kdnnen.

53.

Ich wirde mich schamen, wenn ich keine Fremdsprache
beherrschen wiirde.

54.

Es gefallt mir, dass der/die CLIL Lehrerin den Schilerinnen
sprachtechnisch nicht in allem Uberlegen ist, und dass man sich
gegenseitig korrigiert.

55.

Es interessiert mich, wie Englisch in der internationalen
Kommunikation verwendet wird.

56.

Ich finde es gut, dass Englisch nicht nur im Englisch Unterricht
vorkommt.

Bitte gib folgende Informationen bekannt und schreib deine persénliche Meinung.

57.

Teil IV

Welche Note hattest du letztes Jahr in Englisch?

58. Wo liegen deine Starken in Englisch (z.B. Verstehen, Reden, Lesen, Schreiben, Vokabel

59.

60. Hast du Ideen, wie man den CLIL Unterricht noch verbessern kénnte?

und Grammatik)?

Was gefallt dir am jetzigen CLIL Unterricht?

Vielen Dank fiir deine Teilnahme!
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9.6. Curriculum Vitae

Personal data
Name

Nationality

Education
Since October 2012

Since October 2009
Summer term 2012
June 2009

Working experience
Since September 2014

February 2014

Since October 2013

Summer 2013

07/03/2013 — 07/16/2013

07/09/2012 - 08/31/2012

August 2011

Summer 2011, 10, 09, 08

Languages
English
French

Spanish

Theresa Fuchs

Austrian

Ba studies Environmental ManagéigBRM),
Universiy of Applied Sciences (BOKU), Vienna

English and French studiasdusity of Vienna
ERASMUS exchange, Universityaafdanne

A-levels with distinction

Austrian Federal Ministry gfiéulture, Forestry,
Environment and Water Management (BMLFUW)
Department for Climate change and air pollution
Voigt+Wipp Industrial Research GmbhMienna
Internship

University of Vienna
Tutor for British English pronunciation

Kinderfreunde Steyr/Kirchdorf
Child entertainer

EF Education FirstHastings (UK)
Course leader

Advanced Machine and Engineering (gockford 1L
USA
Trainee

Vienna State Opera
Tour guide

ArcelorMittal FCE Austria GmbHSteyr
Internships

C2, CAE certificate
C1, DELF B1 certificate
Al
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