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Abstract

This paper presents the position of bilingual teaching within other methods of ESL/EFL/other language teaching; it explains what countries use this method of instruction, why and with what result; what the opinions on bilingual teacher qualifications are; what the EU programme for popularising the method of Content and Language Integrated Learning (CLIL) is. It also characterises bilingual teaching of Geography in School Complex number 10 in Toruń, Poland and shows areas for future concern. 
Key words

bilingual teaching, Geography and English teaching, EFL/ESL, CBI, CLIL, CLT, integrated skills

Introduction

Teaching various school subjects through the medium of a foreign language, widely known as bilingual teaching, has recently become a popular trend in numerous European and non-European countries. The language of instruction employed can be German, French or other languages, but English is the most popular in Poland. The aspect of bilingual teaching in the immigrant countries, again mainly English-speaking ones, makes this method an important element of teaching English as a second, foreign or other language (TESL/TEFL/other language teaching). 

ESL/EFL/other language teaching methodology

For centuries of foreign language teaching, methodology specialists have designed a number of methods employed in the teaching process. The oldest method, called the Grammar Translation Method (GTM), concentrated on reading texts, studying grammar rules and translating sentences from the mother tongue of the learner (L1) into the target language (L2). The method was originally designed for studying dead languages, such as Greek or Latin. However, it became popular in teaching other languages two. 
Other methods stressed different aspects of language acquisition. The Direct Method, concentrated more on spontaneous communication, the Audio-lingual Method (ALM), focused on listening and speaking skills, while Community Language Learning advised the teachers to treat their students as ‘whole persons’ and to consider their students’ feelings. In the Silent Method the teacher remained silent most of the teaching time to facilitate and stimulate the learners, while Suggestopedia tried to teach the language while the learners remained in the relaxed state of mind. The Total Physical Response (TPR) combined teaching and learning the language with physical activities, while the Natural Approach tried to teach a foreign language in the same way as people learn their mother tongue, i.e. include a ‘silent period’ when students only acquire the language, but are not ready to produce it.  

The above mentioned ESL/EFL/other language methods finally resulted in developing the most modern and currently most widely used method of teaching languages, namely Communicative Language Teaching (CLT). Its main goal is to create a communicative competence in the learner. Thus, it is not only important to teach the language itself, but also to teach how to use it in terms of social and cultural norms. Teachers should be aware that their major task is not to make students solve the classroom tasks, but facilitate their lifelong language learning.  
The method of Communicative Language Teaching has developed a number of concepts, one of which is Content-based Learning or Content-based foreign-language teaching/instruction (CBI). It combines learning the content, i.e. a selected school subject with language learning. It is already treated by some methodology papers as a method that can stand alone and is the one expected to gain growing acceptance among foreign-language teachers. In this mode of instruction it is the content which determines the language used and mastered, not the other way round. It is expected that this is the way to motivate the learners to acquire more language. 
The CBI enables the teachers to integrate all the skills students of foreign languages need to master. The basic skills include listening and reading, i.e. the receptive skills, and speaking and writing, i.e. the productive skills. Other skills include knowledge of vocabulary, spelling, pronunciation, syntax, meaning, and usage (Oxford, 2001). This is known as the integrated-skills approach.
Content-based foreign-language instruction (bilingual teaching)
 Numerous articles have been written addressing the issue of content-based foreign-language instruction, or just content-based instruction for short (CBI). Yet, in spite of the attempts undertaken to generalise and summarise the problem, CBI specialists find it difficult even to decide on a definitive name for the method. Among teachers it is most common just to refer to this method as bilingual teaching. Other names, however, vary considerably not only in terms of the name itself but also in terms of the contents. The most closely related to what is accepted as bilingual teaching, no matter what the language of instruction is, include Bilingual Integration of Languages and Disciplines (BILD), Languages Across Curriculum (LAC), Problem Based Teaching, Cognitive Academic Language Learning Approach (CALLA) (Chamot and O'Malley, 1994 [in:] Oxford, 2001) or Content and Language Integrated Learning (CLIL) which is advocated for by the European Union.
Other terminology, however, refers solely to English as the language of instruction, i.e. English Across Curriculum (EAC), English as a Medium of Instruction, English as a Language of Instruction, and Englisch als Arbeitssprache (EaA) (English as a Working Language). These methods seem to be close to other widely used teaching options, especially at universities, i.e. English for Specific Purposes (ESP) or English for Academic Purposes (EAP), where the main goal is to acquire the ability to read and write scientific papers by gaining vocabulary and an academic writing style. 
 Content-based foreign-language instruction, as an option to the integrated-skill approach, includes three general models of teaching (Oxford, 2001, Davies, 2003). A theme-based model integrates the language into studying a carefully selected theme or topic, such as the world terrorism, wild animals or cultural differences between countries. This kind of content-based language instruction is widely approved and used all over the world and numerous modern ESL/EFL coursebooks introduce themes to arouse the students’ interest. A theme based CBI can be taught entirely by an EFL/ESL/other language teacher or in a team with a content specialist. The teacher, or teachers, can create a course of study based on their own students’ interests. 

In an adjunct model of CBI the language course is taught separately from the content course, but they are carefully designed. These classes are usually taught by ESL/EFL teachers, and they aim at preparing students for ‘mainstream’ classes where they will join native speakers. Adjunct classes may resemble EAP or ESP classes where target vocabulary is the most important. The course may include specific classes to instruct the learners with the skills necessary for active participation in content-only ‘mainstream’ classes, such as listening and taking notes, as well as skimming and scanning texts. Classes of that type are often organised during summer holidays before regular college classes, while others are conducted simultaneously with regular lessons. 
A sheltered model teaches the content, but the language used is simplified in order to meet the level of students’ language proficiency. Similarly to the adjunct model, the aim of the sheltered model is to enable learners to study the same content material as regular native speaker students. In sheltered CBI students get special assistance to help them understand regular classes. In order to achieve this goal two teachers, i.e. a language specialist and a content specialist, work together to give instruction in a specific subject. They either teach the class together or the time of the lesson is divided between the two of them. For instance, the content teacher might give a lecture on a specific topic, followed by a language teacher who will check whether the listeners have understood the basic elements of the lecture. Such team teaching, however, means the teachers have to co-operate closely to plan and evaluate classes. A sheltered model of the CBI has proved to be successful at the bilingual University of Ottawa, where the classes are taught in English and French (Briton, 1989 [in:] Davies, 2003). 
  Content-based foreign-language instruction proves the language is not only an interesting issue for grammarians or linguists, or something compulsorily tested during school exams. The language becomes an important tool of interaction and communication between people. Learning a language in this way makes it more interesting and motivating (Peachey, date unavailable). Fulfilling a real purpose makes students both more independent and more confident. Getting and evaluating information from various sources develops thinking skills, also useful during other school lessons. Group-work or pair-work develops students’ collaborative skills, which are of great social value. The CBI is also useful for the teacher as it makes it possible to observe the development of the students’ language skills. Last but not least, this method enables teachers to teach and students to learn the real content, such as Geography or History, not just the language forms. There are, of course, potential problems, such as automatic use of the native language during parts of the lesson or difficulties in finding materials for students with lower levels of language proficiency. These drawbacks should not, however, restrain us from integrating language skills in content-based instruction. 
Bilingualism  
Various methods of bilingual teaching are employed in countries with high level of immigration in order to facilitate the students’ gaining a decent education. Numerous countries, however, are involved in discussions on how to treat bilingualism, which is so widespread in multiethnic and multicultural societies, such as in the USA or Canada. The very idea of bilingualism poses a number of issues to be considered. First of all, bilingualism is a linguistic issue. The questions asked here are whether bilingualism is a divisive force or a natural phenomenon in a multicultural society. Is it a drawback when acquiring an academic education or an advantage in learning when language and literacy skills are fully developed? What should be the age of second language acquisition: the earlier the better or should the age range for acquiring bilingual proficiency span throughout all the years of elementary education? 

Bilingualism is also a cultural issue: should assimilation of immigrants be rapid and complete or is it a complex process of new cultural values and life styles being adapted and integrated? Do ethnic minorities stay segregated or are the patterns of immigration different in modern multicultural societies?  
Additionally, bilingualism is a teacher training issue: is there no need for special training for teachers or should teachers be qualified in L2 instruction?
Bilingualism, thus, can be viewed from two angles: either as a must if you move to a society which speaks a different language from your own mother tongue (here referred to as immigrant countries), or a result of a conscious decision taken during regular education in your homeland to master another language in order to use it proficiently and fluently both in and outside your country (here: non-immigrant countries).  
Bilingual teaching in immigrant countries 
In the USA the most troublesome educational issue is a growing Latino population, especially in California and Texas. At the beginning of the 19th century, in California teaching was carried out solely in English to move later to the so called transitional bilingual education. This meant teaching school subjects with assistance in the learners’ mother tongue (L1) to form a bridge to English-only instruction (L2) (Krashen 1999, undated). Only recently, however, have parents of Mexican or other Central American pupils faced the idea of coming back to the ‘English immersion’ approach. It makes children spend a year studying English intensely and then move to the main-stream English-only classes (Artiles, Valadez, 1997, Mora, 1999, undated a, b and c).
Properly designed immersion programmes, which can be labelled as one of the models of bilingual teaching, are found in Canada. Numerous papers and reports have been published on Canadian French/English Immersion programmes. During such programmes, students master conversational French/English in 1-3 years, while the language necessary for abstract and complex academic tasks needs 5-7 years to develop within a school context. Canadian immersion programmes aim at full bilingualism and biliteracy with the two languages valued the same (Johnson, Swain, 1997, Mora, 1999, undated a, b and c). 
Is the American or Canadian experience with bilingual teaching useful to those countries for which bilingual teaching is just an option for students to choose from? Do Polish students taking Geography, Biology or History classes face the same problems as young Mexicans who have just crossed the border and have no basic command of English? There is no doubt these countries’ experience with bilingual teaching and bilingualism is of great value to other countries who are experimenting with content-based foreign-language teaching. Language skills acquisition, teacher-training necessity and other numerous aspects of bilingual education are a valuable source for all those who design bilingual courses in non-immigrant countries. For instance, the idea of bilingualism should be a key issue to all the parents who have just emigrated from Poland to start a new life in the UK or any other country. Their children are the ones who are already facing the problem of a command of English inadequate for joining mainstream classes at school. And let us face the future in Poland – the country has got a growing immigrant population. Have we developed programmes to help the children of Chechen or Vietnamese origin? In doing so our Ministry of Education should use the experiences of other immigrant countries.  
Bilingual programmes in non-immigrant countries
The conclusions drawn from immigrant countries which have been using bilingual education for decades prove to be useful in reviving the languages of minorities. They include Welsh and Irish taught to these countries’ populations who have ceased to use their first languages at home. Other examples include Inuit minorities in Canada, as well as Hawaiians or Lapps reviving their local languages. 
South-East and East Asiatic countries, with the leading position taken by China, are introducing intensely bilingual teaching to both their primary and secondary schools. For China, the main goal in doing so is to meet a skyrocketing demand for people with a good command of foreign languages, mainly English, following the country’s entry to the World Trade Organisation. It is expected that by 2010 all compulsory courses in Primary and Middle schools in Shanghai, such as Mathematics or Geography, are to be taught in both English and Chinese (Xinhua, 2003)
Bilingual programmes in European countries 
Teachers in European countries have designed various bilingual programmes based on the already mentioned Content and Language Integrated Learning (CLIL) (see: http://www.factworld.info/materials.htm). It is used by both English-speaking and other countries. The languages of instruction include French, German or Spanish. A successfully designed and conducted CLIL lesson should be based on four basic principles. They include: 

· CONTENT, which means there should be some progress in acquiring the knowledge, skills and understanding connected with the curriculum of the school subject studied;
· COMMUNICATION, which means the language is there to learn the content and, at the same time the language itself is learnt; this is most successfully done while interacting with other people, be it a teacher or peers, and not solely a reaction;
· COGNITION, which means abstract and concrete concepts should be combined with understanding and language; this results in developing thinking skills;
· CULTURE, which means students should be exposed to alternative perspectives and shared understanding, which in turn develops awareness of otherness and self.
If it comes to the selection of the materials used, a well designed CLIL course should put the main stress on the content. The language, however, is also an objective. It is necessary, thus, to tailor the existing material to the target language skills of the students. Especially at the beginning, the linguistic demand should be relatively light. Only when the language skills are sufficiently developed, can the learners work at higher cognitive and linguistic levels. 
The Content and Language Integrated Learning uses a number of tools which testify to its usefulness in language skills teaching (Kelly, date unavailable). They include:  
· the usage of visuals, such as maps, pictures or video films;

· listening activities, such as gap-filling or question-answering while watching a film;

· guided reading on a content-related topic;

· semi-scripted speaking, such as answering questions based on the texts;

· supported writing, such as a written report on the project based on the framework given;

· language awareness, i.e. conscious usage of specific language constructions;

· vocabulary/memory, i.e. studying the lexis specific to the content;

· task design, i.e. engagement in doing tasks rather than just listening to a lecture;
· assessment, i.e. tests of both the knowledge of both the language and the content;
· networks/resources, such as the Internet or TV. 
Bilingual teacher training 

The qualifications of teachers undertaking bilingual teaching may vary considerably in range. They may include: 

· non-native speaker linguists with no specialist content subject knowledge, 
· content specialists with a very good command of a foreign language, but without the ESL/EFL training;

· content specialists with a very good command of a foreign language and with the ESL/EFL training;

· native speaker subject content specialists;

· teams of language and content specialists. 
The basic question here is whether content specialists who teach students for whom the language of the classes is not their native language, need specialist training. Canadian immersion teachers are “highly skilled bilinguals with a strong commitment to bilingualism and multiculturalism as educational aims. Teachers serve as linguistic role models. Teachers use L2 methodology systematically. Teachers are trained to provide comprehensible input through the use of their L1 skills and appropriate methodology.” (Mora, 1999, undated a, b and c). 
The Texas State Board for Educator Certification (2002) gives a full list of the knowledge bilingual teachers must have. It includes, for instance, the knowledge of: 

· the theories of both first- and second-language acquisition, 
· the interrelations and interdependencies between L1 and L2,

· the content in both languages, 

· the language components and how to use them, such as phonetics or morphology,
· assessing the students’ academic language development,

· how to create learning activities tailored both to the students’ L2 proficiency and the content needs. 

Without proper training, purposefully designed for bilingual teachers, both language and content taught will suffer. In Europe bilingual teacher training programmes are offered by a number of higher educational institutions. They are either aimed at initial teachers or qualified staff. In the UK, for instance, Initial Teacher Education in CLIL of high standards is available at both the Universities of Nottingham and Durham, while Continual Professional Development courses in CLIL for qualified teachers are offered by the University of Nottingham only. Other universities offering bilingual teacher training include Utrecht in the Netherlands, a number of universities in Germany, such as Bremen, Oldenburg, Cologne, and some others. 
Courses for teachers who teach their subject via the medium of English are also offered by numerous colleges and language schools in both the UK and Ireland.  

Topics of concern in the future 
There are still numerous questions to be answered regarding bilingual teaching. First and foremost, there is a lack of underlying theory to this way of language acquisition (Dalton-Puffer, data unavailable). The other questions include:   
· What are the further language objectives to be reached after completing the bilingual course?

· How can a classroom language and discourse be characterised? Who speaks, how much, when and about what? Is this real communication or is this just presentation of the new content material?

· What are the implications of the fact that some content teachers are also trained language teachers, while others are not?

· One of the arguments for bilingual teaching is that it prepares learners better for using the language outside the classroom. However, it is only an assumption, not a fact supported by research. Can anyone predict the future needs of the learners? 
It seems that answering the above profound questions will cause the development of bilingual teaching to become more widespread. 
Bilingual teaching of Geography in School Complex number 10 in Toruń, Poland


The School Complex number 10 in Toruń, Poland, comprises two schools, lower level, i.e. three-year Gymnasium for 13-15 year-olds, and higher level, i.e. three-year Lyceum for 16-18 year-olds. 


Teaching Geography in English began in the Lyceum in the school year 2003/2004. It was designed for an experimental class of the European profile class, secondary school, and included only a group of 7 students who were willing to experiment with such learning. Five of the students had a very good command of English (CFC or above), while the others had showed a much lower level of the language. The students also had regular lessons with a teacher teaching in Polish, so there was no threat they would not cover the material necessary for their final exams. This also proved an excellent situation for the bilingual teacher (the author of the article), as the programme of the classes could be tailored to students’ needs and interests. Thus, it included plenty of fieldwork and project work. This experimental course lasted for two years, after which the students left school. 

In the school year 2004/2005, however, regular bilingual classes were organised in both lower and higher school levels. In Gymnasium only Geography was taught bilingually. In addition, however, Biology and Mathematics teachers included elements of a foreign language during their classes, which generally meant studying vocabulary only. In the Lyceum both Geography and History were taught fully bilingually, as both content teachers have MA qualifications in English language teaching. 

As far as Geography was concerned, initially students at both school levels had more lessons than other non-bilingual classes, some of which were taught in groups in order to cover all the curriculum material in spite of the slower pace of work. Alas, this was changed a year later, and classes that were allotted the same time to cover the material as the other classes. This meant that the content of the curriculum was extremely hard to cover. Finally, the school authorities decided to divide the teaching of Geography and History to higher level students between two teachers; one teaching in Polish, and the other teaching some parts of the material in English. Lower level classes are taught solely by one teacher, so sometimes it is necessary for the bilingual teacher to switch into Polish if the material studied is a little too challenging linguistically and in terms of the complexity of the content. 

After three years of teaching bilingually, the conclusions drawn include a number of issues and points to consider. First of all, there is a need for reliable information for the students joining bilingual classes, as they are often concerned with basic things, such as whether they will learn enough of the content material in order to take their final exams; whether the extra workload will not be too difficult to manage; or whether there would be a smooth transition from a bilingual to a non-bilingual class and vice versa. Another issue is the selection of students. Should a bilingual programme be available to everyone? What language competences should the students show? How should the students be evaluated, both linguistically and in terms of the content taught?

Any decision as to what school subjects should be taught bilingually must be well-thought out. It seems that Geography is among the most popular choices in Europe. The final decision, however, should be taken by the teacher himself/herself, as it is this person’s responsibility for what is done and how during the classes. Yet one more issue to address is the selection of teaching materials. Bilingual classes need to cover the national curriculum objectives, and this should be considered by the bilingual teacher. It seems, though, that most of the material for bilingual classes is teacher-produced. It is not, however, the best solution to use available foreign-language textbooks, as existing curriculum differences might make exam preparations difficult. 
Summary


Bilingual teaching, no matter whether we call it CLIL or CBI, is gaining popularity among schools in most countries in Europe and outside. These include those which have to face growing immigrant populations and those which introduce this way of foreign-language teaching in order to give the students new competences in the multinational and multicultural world. Whatever the case, bilingual teaching needs a number of elements in order to develop successfully: conducting scientific research of linguist specialists to give theoretical basis for this method, sharing experiences of practicing both content and language teachers during various events, as well as widening the scope of teacher-training options for both newly qualified and in-service teachers. 
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