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Abstract 
 
This study investigates teachers’ beliefs and practices in implementing CLIL in an Indonesian primary 
school context. Drawing on narrative inquiry, fruitful themes and subthemes were generated from the 
thematic analysis of teachers’ stories, representing their teaching experiences in CLIL classes. 
Involving four CLIL teachers with 5–11 years of teaching experience, this study reveals that the teachers 
believed CLIL was a good approach for encouraging students and teachers to improve their 
competencies in English and content subjects. As students had different levels of English proficiency 
and motivation, the teachers believed that CLIL classes should be carried out in meaningful and 
engaging ways. They also believed that school stakeholders and teacher colleagues’ support was very 
prominent in assisting them to teach in CLIL classes. In its implementation, CLIL classes were carried 
out for mathematics, natural science, citizenship, and social science subjects, while other subjects were 
delivered in Bahasa Indonesia. As English was the main language for classroom instruction and daily 
communication, the school stakeholders provided several supporting programs to familiarize teachers 
and students with using English both inside and outside classrooms. Beyond the current implementation 
of CLIL, the teachers hoped for improvements in school facilities and more time allotment for teacher 
professional development and teaching preparation. The findings also imply that implementing CLIL 
requires complex competencies of the teachers and adequate support from school stakeholders. 
 
Keywords: Cambridge curriculum, CLIL, primary school, teacher’s belief. 
 
 
INTRODUCTION 
 

Content and language-integrated learning (CLIL) has become a current trend in global 
education since it is considered effective to enhance students’ skills in both content subjects 
and languages, especially foreign languages. CLIL is effective in helping students learn a new 
language and develop other skills, such as cultural awareness and cognitive and general 
academic knowledge (Deswila et al., 2020; Le & Nguyen, 2022). In a CLIL class, students are 
enthusiastic and well-engaged during the lesson (Farah & Khoiriyah, 2023) as they have a more 
positive attitude toward using English in the classroom. It indicates that more exposure to 
English through the CLIL approach can enhance their motivation to learn and use English, 
which is, to a certain extent, influenced by a bilingual learning environment (Buckingham et 
al., 2023; San Isidro & Lasagabaster, 2022). Teachers’ positive attitude can also promote 
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positive classroom atmosphere for language learning. Eventually, it motivates the students to 
express themselves effectively and securely (Sakashita & Shinozaki, 2024). Even though the 
students have different English proficiency levels, they are generally capable of understanding 
concepts in English since they practice meaningful use of English and, in this case, students 
with lower English proficiency levels need more support (Lázaro-Ibarrola & Azpilicueta-
Martínez, 2021; Mahan et al., 2021; Pladevall-Ballester, 2015). 

In the last decade, CLIL has been promoted in many pre-primary, primary, and 
secondary school systems in Asia, following English as a medium of instruction (EMI) that has 
been previously popular in higher education (Gilanyi et al., 2023). CLIL has been implemented 
in many countries, and studies about CLIL have been carried out by several researchers. 
Moreover, English has become the main foreign language that is integrated into content 
subjects. A study in Taiwan reported that CLIL helped enrich students’ English vocabulary and 
foster their science knowledge in science subjects. Students were also motivated to have more 
subjects delivered in English. Even though they were enjoying CLIL, they sometimes 
expressed limited knowledge of the content subjects (Huang, 2020). In Japan, CLIL was 
employed in history subject to highlight the traditional products of Japan. It revealed that the 
students were able to utilize diverse English expressions during the lesson. They could also 
have a good focus on the lesson, whether it was delivered in Japanese or English (Ito, 2018). 

Despite its advantages, some challenges in implementing CLIL were also reported. 
The lack of relevant resources and qualified teachers has become a major challenge in some 
countries (Le & Nguyen, 2022). Students’ various English proficiency levels and interests 
could also become problems in CLIL classes if the teachers are not ready for such conditions. 
In addition to fostering students’ motivation in CLIL classes, the CLIL approach requires the 
development of teachers’ professionalism and competencies and school facilities to become 
the focus of improvement (Deswila et al., 2020; Khoiriyah, 2021). 

CLIL is generally carried out by content subject teachers or English language teachers 
who learn other content subjects. Nevertheless, not all content subject teachers or English 
language teachers are familiar with CLIL, nor do they have adequate training regarding CLIL 
in their pre-service teacher education. Consequently, knowledge and skill exchanges are 
important for both types of CLIL teachers. These CLIL teachers must collaborate to enhance 
their CLIL practices, support knowledge acquisition, and improve their English proficiency 
and cooperation skills (Scherzinger & Brahm, 2023; Zhu et al., 2023). Furthermore, CLIL 
teachers occupy more than one identity when playing their roles. They have roles as an English 
language teacher, a content subject teacher, and a CLIL teacher who can balance teaching both 
the English language and the content subject (Deswila et al., 2020; Valdés-Sánchez & Espinet, 
2020). Moreover, this must be supported by a curriculum design that encourages English 
proficiency development for both teachers and students and a student-centered approach in its 
instructional process. Thus, CLIL teachers need adequate methodological and linguistic 
competencies (Kashiwagi & Tomecsek, 2015; Luo, 2022; Pineda et al., 2022). 

Several previous studies have examined the practices and teachers’ beliefs of CLIL. 
Teachers’ beliefs represent a set of assumptions, principles, and values that teachers hold true 
regarding their teaching practices. It plays a key role in determining teachers’ decisions about 
their classroom teaching and modifying students’ learning behaviors (Fives et al., 2019; 
Gilakjani & Sabouri, 2017). Bárcena-Toyos (2020) reported that CLIL practices did not 
represent the integration of content and language learning strategies since the teachers focused 
more on teaching content subjects with a lack of academic language awareness. It was 
suggested that teachers who taught CLIL needed to have good language awareness to integrate 
content and language in the instructional process. Another study carried out by Vázquez et al. 
(2020) revealed that the teachers were generally positive about their participation in 

https://jurnal.unai.edu/index.php/acuity
https://www.sciencedirect.com/topics/earth-and-planetary-sciences/asia


Acuity: Journal of English Language Pedagogy, Literature, and Culture. Vol.10 No.1, 2025 
https://jurnal.unai.edu/index.php/acuity 

 
 

 30 

the CLIL training and development program. However, content subject teachers seemed less 
confident in implementing CLIL than language teachers. They also did not get enough 
opportunities to develop their CLIL specialization. It was emphasized that more educational 
facilities regarding CLIL specialization were needed to support the implementation of CLIL, 
and it had to start with pre-service teacher education. Lo (2019) also reported that CLIL 
teachers experienced changes in their beliefs and language awareness that were affected by 
several factors, such as learning experience, school context, and subject discipline. It implied 
the importance of continuous professional development for CLIL teachers. 

Studies on CLIL have also become the concern of a few researchers from Indonesia. 
In Indonesian schools, the CLIL approach is usually practiced in collaboration with other 
approaches or methods, such as bilingual education, project-based learning, task-based 
learning, and genre-based learning (Khoiriyah, 2021). The implementation of CLIL requires 
several strategies, including needs analysis, professional development workshops for teachers, 
syllabus and materials design, implementation, and evaluation. Obviously, the implementation 
of CLIL needs planning and the active participation of CLIL teachers and school stakeholders 
(Farah & Khoiriyah, 2023). Setyaningrum and Purwati (2020) also reported that the teachers 
have integrated thematic content materials in their English language teaching, and the students 
were, thus, able to utilize simple use of English in relation to the thematic content materials, 
such as parts of the body in natural science and numbers in mathematics. The need for good 
English proficiency and pedagogical competencies was also emphasized. 

The previous relevant studies have looked at CLIL practices and teachers’ roles, 
emphasizing teachers’ competencies in teaching content subjects and languages. They 
highlighted the need for continuous professional development. Meanwhile, previous studies on 
CLIL in Indonesia focused more on curriculum design and materials development while 
support from school stakeholders remains underinvestigated. Those studies have not given 
much attention to teachers’ lived experiences as the main actors in CLIL classes although their 
lived experiences can represent the actual CLIL practices in classrooms. Furthermore, the types 
of required support have also been unexplored. To fill this void, this present study aims to 
investigate teachers’ beliefs and practices in implementing CLIL in an Islamic primary school 
in Indonesia that have been underinvestigated in previous studies. Although CLIL teachers in 
this school hold bachelor degrees in English education or English letters, they have never 
undergone any specific courses on CLIL. However, they have to teach CLIL subjects that are 
beyond their educational backgrounds. Therefore, this present study is guided by the following 
research questions: 
1) What are the teachers’ beliefs on implementing CLIL? 
2) How do the teachers carry out CLIL classes daily? 
 
METHODS 
 
Research Design 

This study adopted narrative inquiry to elicit the facts from CLIL teachers’ lived 
experiences (Barkhuizen et al., 2014). Drawing on stories from a narrative frame that represent 
past, present, and future expectations, this study tried to figure out the teachers’ beliefs and 
practices in implementing CLIL in an Islamic primary school in Central Java, Indonesia. 
 
Research Participants 

Four teachers from an Islamic primary school in Central Java, Indonesia, who had 5–
11 years of teaching experiences, were invited to participate in this study voluntarily. They had 
signed the informed consent form before their participation in this study. The name of the 
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school and all the participants’ names were anonymized for ethical considerations, especially 
to keep their privacy safe. 
 
 
Data Collection and Analysis 

The data were gathered by using narrative frames and semi-structured interviews. The 
narrative frames tried to elicit the teachers’ experiences through stories. Subsequently, this was 
followed by semi-structured interviews to gain deeper insights and confirm the teachers’ 
statements obtained from the narrative frames. All the data were in the form of stories. Overall, 
the data were collected from July to August 2022. All the data collection process was 
undertaken in Bahasa Indonesia through an online environment by using WhatsApp application 
and email. 

The data were then analyzed by employing thematic analysis. The data were read 
several times to find emerging themes and subthemes that indicated the teachers’ beliefs and 
practices in implementing CLIL. Ultimately, conclusions were drawn based on the results of 
the data analysis. Significant excerpts were also provided as evidence for each emerging theme 
and subtheme. To ensure the trustworthiness and rigor of this study, member checking was 
employed by sharing the interview transcripts and the final draft of this manuscript with the 
participants and allowing them to give feedback and interpretations (Glesne, 2016). 

 
FINDINGS 
 
Teachers’ Beliefs in Implementing CLIL 

Two themes can be figured out from the results of the data analysis. The first theme 
is teachers’ beliefs about implementing CLIL in classrooms. All the teachers were pretty sure 
that they were ready to teach in CLIL classes because they hold bachelor degrees in English 
education or English letters that equipped them with sufficient knowledge and skills in both 
spoken and written English. They felt happy and challenged to practice their English language 
skills and help students improve their English proficiency levels too. Even though they 
perceived that they lacked knowledge in teaching content subjects, they still felt confident 
enough due to their adequate English proficiency. While English language teachers generally 
do not pay much attention to content subjects (Dale et al., 2021), they should also be able to 
teach content subjects in this school. Although they initially felt challenged since they had to 
learn new vocabulary and teaching materials, they were still willing to learn and practice. 

 
According to them, the teaching materials in a primary school were still manageable. 
 
“My educational background equips me with English language skills and 
teaching methodology, but I still need to enhance my knowledge to teach natural 
science and mathematics. So, I read more and usually review the teaching 
materials several times.” (Teacher 2, translated by the authors) 
 
On the other hand, some of the teachers felt a little bit worried about teaching in CLIL 

classes and teaching young learners. They dealt with their worries by being willing to learn and 
fostering their competencies. 

 
“I still need to improve my skill in classroom management, especially to teach 
young learners, because I do not think that I had enough practice at university.” 
(Teacher 3, translated by the authors) 
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In dealing with these challenges, they seemed to maintain their positive attitude towards 
teaching in CLIL classes. They strongly agreed that the current curriculum that they adopted 
could foster both teachers’ and students’ knowledge and skills in English language and content 
subjects. They adopted the Cambridge curriculum, and it helped them a lot in providing 
teaching materials and understanding concepts within the content subjects they taught. All the 
teachers also reported improved English proficiency, making them more confident to teach in 
CLIL classes. 

 
“After 11 years, I feel happy and challenged to always create fun learning 
experiences for my students. Using an international curriculum is a plus for 
teachers and students. My speaking and listening skills have improved, and I get 
many creative ideas to teach in my classes. My focus is to make my students 
active and confident.” (Teacher 1, translated by the authors) 
 
In classrooms, the CLIL teachers observed that some students showed very good 

progress in joining CLIL classes, but there were also a few students who could not comprehend 
the materials very well or showed less interest in joining the classes. 

 
“I feel sad if my students do not do the task due to their low motivation. I work 
hard to make my students understand the materials, but they often do not tell me 
that they do not understand them.” (Teacher 2, translated by the authors) 
 

This affected their beliefs about teaching students with different levels of English proficiency 
and cognitive ability in CLIL classes. They strongly believed that the CLIL approach should 
be carried out in fun and attractive ways. As a result, they were often thinking of interesting 
ways to teach the content subjects. They utilized realia to teach the concepts within the content 
subjects, did experiments, employed various learning media (both printed and audio-visual), 
and created fun learning activities with brain gym and ice breaking. 

 
“My students are good at technology, even though their English proficiency 
levels are still varied. They still need improvement …. They like fun learning 
activities and dislike monotonous ones. Therefore, I design various and 
challenging activities for them.” (Teacher 1, translated by the authors) 
 

It implies that in addition to mastering the language and content subjects, CLIL teachers also 
had to understand their students well, such as their language proficiency levels, cognitive 
abilities, learning styles, and digital literacy levels. This knowledge would help the teachers 
provide suitable learning experiences that can promote their students’ learning in CLIL classes. 

The CLIL teachers also believed that support from school stakeholders and teacher 
colleagues was crucial to the implementation of CLIL. They believed that their teacher 
colleagues were the best partners for sharing teaching materials and experiences. They were 
often looking forward to collaborating with other teachers, especially in teacher workshops, 
inviting them to share their knowledge, insights, experiences, and classroom best practices. In 
addition, the school stakeholders also played essential roles in maintaining and enhancing 
CLIL practices. The teachers asserted that there was support from the school stakeholders in 
many ways regarding their English proficiency levels and teaching practices. They were also 
excited about having opportunities to learn from and collaborate with international educators, 
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which were facilitated by Cambridge International Education, from which they adopted the 
curriculum. 

 
“My colleagues help me a lot by sharing teaching materials and activities.” 
(Teacher 2, translated by the authors) 
 
“School stakeholders are very supportive and encourage me to improve my 
English language skills. They also provide some programs to improve our 
competencies as teachers.” (Teacher 4, translated by the authors) 
 

It indicates that schools implementing the CLIL approach should perceive their teachers as 
major investments. Consequently, school stakeholders need to plan and design sustainable 
professional development for their teachers and provide facilities to help teachers enhance 
CLIL practices within their classes. 

In addition, the teachers hoped for more school facilities to support their teaching 
practices, such as laboratories and realia. They also needed more preparation time before 
teaching whereas they had a tight schedule as CLIL teachers, homeroom teachers, and other 
additional jobs. This sometimes made them unable to prepare their classes well due to the 
limited teaching preparation time. 

 
“I think that the school stakeholders should provide more facilities for teaching 
and learning and more programs for enhancing students’ English proficiency. I 
also perceive that sometimes I cannot teach effectively since I only have a little 
time to prepare my teaching materials and activities.” (Teacher 2, translated by 
the authors) 

 
Teachers’ Practices in Implementing CLIL 

In this school, the CLIL approach was integrated into the national curriculum, and not 
all subjects were delivered in English. CLIL was used for English as a foreign language, natural 
science, and mathematics subjects in which the Cambridge curriculum was adopted. Several 
subjects within the national curriculum were also delivered in English, including social and 
natural sciences and citizenship. On the other hand, several subjects including Bahasa 
Indonesia, Javanese, Arabic, physical education, and religion were delivered in Bahasa 
Indonesia although they still used English for general classroom instructions; the materials 
were in Bahasa Indonesia. 
 

“For Cambridge subjects and thematic materials [taken from the national 
curriculum], we use English, but, for other subjects, we use Bahasa Indonesia; 
however, we still speak English for giving instructions, and the students also 
speak English, such as asking for permission.” (Teacher 1, translated by the 
authors) 
 
When talking about the practices of CLIL in classrooms, several subthemes emerge 

from the data analysis results. First, it deals with teaching activities. The CLIL teachers used 
to provide meaningful and fun activities for the students. They chose to deliver teaching 
materials through various media and teaching activities. For this purpose, they used to refer to 
the reference books that were provided by the school stakeholders and add several references 
that they obtained from YouTube and other learning resources that were available online. They 
began their classes by providing a brain gym or icebreaker activities to foster a good mood in 
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the students. They also avoided lecturing during their classes because the students did not like 
just listening to the teachers’ lectures. Therefore, the teachers designed teaching activities that 
enabled all the students to actively participate in CLIL classes. 

 
“The challenge is how to deliver the materials because the book only consists of 
the concepts with limited elaboration, so I explain the materials by using online 
resources and YouTube …. I design simple and fun activities. I also like using 
PowerPoint and realia.” (Teacher 4, translated by the authors) 
 
“I try to simplify the teaching materials and explain them as easily as possible 
so that my students can understand.” (Teacher 2, translated by the authors) 
 
“I feel worried when my students are not ready yet to join my class, so I utilize 
brain gym and icebreaker activities to get their attention and focus.” (Teacher 
3, translated by the authors) 
 

The students’ vocabulary was also enriched as they learned new materials. However, several 
students had problems with vocabulary. To assist them, the teachers deployed several 
strategies, such as highlighting the main vocabulary before explaining the materials and 
reviewing it before the lesson. 

 
“I am worried that my students have difficulties because of their limited English 
vocabulary, so I ask them to have a vocabulary book to write down the 
vocabulary that they have learned. I also review the vocabulary before the 
lesson.” (Teacher 1, translated by the authors) 
 
The second subtheme on the teachers’ practices in implementing CLIL pertains to the 

use of the languages, which are English and Bahasa Indonesia. The use of the languages 
depends on the student’s grades. In the first grade, Bahasa Indonesia was used more often since 
the students were still adapting to the learning environment. At this grade, the main goal was 
still to familiarize the students with using English in classroom instructions and introduce 
essential vocabulary for daily interactions. Thus, the teachers primarily introduced daily 
expressions and general classroom instructions. The use of Bahasa Indonesia was then reduced 
as the students came to higher grades, and English became the main language that was spoken 
in classrooms. 

 
“Yes, we try to use full English in classrooms. We speak Bahasa Indonesia very 
little for CLIL subjects …. For first graders, it is still 50:50 [the use of English 
and Bahasa Indonesia]. We are still developing in many aspects.” (Teacher 1, 
translated by the authors) 
  
Ultimately, the third subtheme is about the supporting programs. The supporting 

programs were designed to help the students and the teachers practice their English inside and 
outside classrooms. The main goal was not only mastering content subject materials but also 
fostering their English proficiency levels. In cooperation with the teachers, the school 
stakeholders carried out several supporting programs, such as the weekly English forum that 
aimed to primarily practice English language skills and the teachers’ workshop that was 
commonly held every semester to enhance the teachers’ teaching performance. 
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“We have WoW; it is words of the week. The students should memorize some 
words or create English sentences before entering classroom. There is also PoE, 
the police of English, that monitors the students’ daily communication practices. 
We have Assembly as well; it is such a kind of student performance.” (Teacher 
1, translated by the authors) 
 

It can be seen that the implementation of CLIL was supported by the school stakeholders 
through several programs beyond CLIL classes to create a conducive learning environment for 
using English in daily communication and interaction within the school environment. 
 
DISCUSSION 
 

Based on the findings, the teachers were confident enough to teach in CLIL classes 
since they already had good English proficiency, and they considered the materials of the 
content subjects as manageable. However, as they came to the classes, their beliefs changed. 
Teaching CLIL classes is not just being able to deliver content subjects in English. In addition, 
classroom management and students’ characteristics should be given more concern. CLIL 
teachers’ English proficiency is pivotal and helps them deal with some challenges in the 
implementation of CLIL. While teachers’ language proficiency often becomes an issue in CLIL 
classes as reported in the previous study (Lazarević, 2022), this study reveals that other factors, 
such as content subject mastery and classroom management, should also be considered 
essential because the teachers’ educational backgrounds did not provide adequate training for 
teaching in CLIL classes. However, the teachers’ willingness to learn and practice also 
becomes the key to success in the implementation of CLIL. The teachers were critical enough 
in identifying their needs and applying strategies in their classes to assist the students’ learning 
and deal with the challenges. Even though CLIL teachers might experience changes in their 
beliefs (Lo, 2019), the CLIL teachers in this study generally held consistent positive beliefs 
about CLIL. It was influenced by the positive impacts that they had experienced, such as the 
enhancement of their competencies and those of the students. 

When it comes to classroom practices, the teachers needed to consider many aspects 
during their teaching. The teachers believed that they should create meaningful and fun 
learning activities to get the students’ interests and foster their motivation. Implementing 
various activities can facilitate students’ diverse learning styles which can maintain their 
positive attitude while joining the learning process (Naenah, 2022). Students’ various levels of 
English proficiency have also encouraged the teachers to find teaching strategies that best 
suited all the students, which included modifying learning activities and using mixed languages 
according to the students’ English proficiency levels. These findings are in line with the 
findings of the previous study by Smala (2013) which suggested that CLIL teachers should 
apply a multitude of pedagogical considerations, such as learning content subject concepts, 
accessing teaching resources in English, translating and simplifying teaching materials, and 
modifying the language to be more understandable for their students. Moreover, the teachers 
reported that the students were good at technology, and, therefore, integrating technology into 
classroom activities were also helpful (Katemba, 2020). Furthermore, to assist students with 
lower English proficiency, the teachers provided systematic language support, such as giving 
vocabulary drill and simplifying the language, and designed learning activities that were less 
stressful and more encouraging for the students. By applying these strategies, the teachers had 
essentially attempted to maintain the students’ motivation, which became one of the teachers’ 
challenges when teaching in CLIL classes (Deswila et al., 2020; Khoiriyah, 2021). Previous 
studies also reported that language constraints in CLIL classes could be managed by providing 
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systematic language support and more detailed instructional explanations (Lázaro-Ibarrola & 
Azpilicueta-Martínez, 2021; Mahan et al., 2021; Pladevall-Ballester, 2015). 

Despite the importance of classroom practices, curriculum design is also essential to 
CLIL (Luo, 2022; Pineda et al., 2022). In this study, the school implemented the national 
curriculum and adopted the Cambridge curriculum for three subjects: English as a foreign 
language, mathematics, and natural science. The subjects within the national curriculum that 
included thematic materials were also delivered in English. It aligns with the previous study, 
which indicated that thematic materials within the national curriculum could be delivered using 
the CLIL approach (Setyaningrum & Purwati, 2020). On the other hand, several subjects, 
including Javanese, Arabic, Bahasa Indonesia, physical education, and religion, were taught 
bilingually. This practice enabled the teachers and students to use more than one language 
simultaneously, so the students with lower English proficiency did not feel ashamed and 
demotivated. 

The school stakeholders also offered several supporting programs to encourage the 
students’ practices of using English that could promote better engagement in CLIL classes. 
Regular workshops and training were carried out to improve CLIL teachers’ teaching 
performance and English proficiency. This is line with the previous study that suggested school 
stakeholders to provide routine workshops for teachers to improve their English proficiency 
and teaching methodology because being CLIL teachers requires both language and 
pedagogical competencies (Valdés-Sánchez & Espinet, 2020). In this study, the workload also 
became an issue, which caused limited time for teaching preparation. In addition to optimizing 
current workshop programs, the teachers also needed more allotted time for teaching 
preparation by reducing their workload so that they will have more time to design teaching 
materials and activities prior to teaching in CLIL classes. 
 
CONCLUSIONS 
 

Teachers’ beliefs and practices in implementing CLIL for primary school students 
have been explored. First, the teachers were confident enough to teach in CLIL classes because 
they had good English proficiency as a result of their educational backgrounds. Although they 
found some challenges in content subject mastery and classroom management, they could find 
strategies to deal with these challenges. They were also supported by their teacher colleagues 
and the school stakeholders. They believed that CLIL classes should be carried out in 
interesting and attractive ways to maintain the students’ attention and foster their motivation. 
CLIL materials were derived from both the Cambridge and national curriculums. Daily 
teacher-student communication and classroom instruction were carried out in English. The 
school stakeholders, in collaboration with the teachers, also provided several supporting 
programs to foster the students’ English proficiency, which were undertaken beyond 
classrooms. 

This study implies that being CLIL teachers in a primary school require both linguistic 
and pedagogical competencies. CLIL teachers need adequate support from school stakeholders 
and teacher colleagues. School stakeholders should provide adequate facilities and periodical 
professional development activities to enhance CLIL teachers’ competencies. In addition, 
school stakeholders are also suggested to reduce CLIL teachers’ workload and give them more 
time for teaching preparation. For CLIL teachers in Indonesia, they must be responsive and 
adaptive with the condition that students are not accustomed to use English on a daily basis. 
CLIL teachers also need to employ suitable strategies to deal with this circumstance and share 
problems and solutions with their teacher colleagues. 
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This study was limited to just one school that adopted the Cambridge curriculum and 
involved only four CLIL teachers with some years of teaching experience. Since the purpose 
of this study was to explore the CLIL teachers’ beliefs and practices, this study did not employ 
quantitative data at all. This study also merely employed narrative frames and semi-structured 
interviews to gather the data from the CLIL teachers. Further studies are suggested to 
investigate teachers’ beliefs and practices in implementing CLIL at different levels of 
education or in schools with different curricula. Future studies should also involve more 
participants, employ more data collection techniques, gather quantitative data, and engage both 
novice and senior CLIL teachers. 

 
 

REFERENCES 
 
Bárcena-Toyos, P. (2020). Teachers’ classroom practices to achieve integration of content and 

language in CLIL. NABE Journal of Research and Practice, 10(3–4), 94–106. 
https://doi.org/10.1080/26390043.2021.1890989 

Barkhuizen, G., Benson, P., & Chik, A. (2014). Narrative inquiry in language teaching and 
learning research. Routledge. 

Buckingham, L. R., Álvarez, M. F., & Halbach, A. (2023). Differences between CLIL and non-
CLIL students: Motivation, autonomy, and identity. Journal of Multilingual and 
Multicultural Development, 44(7), 626–640. 
https://doi.org/10.1080/01434632.2022.2102641 

Dale, L., Oostdam, R., & Verspoor, M. (2021). Towards a professional development tool for 
teachers of English in bilingual streams: The dynamics of beliefs and practices. 
International Journal of Bilingual Education and Bilingualism, 24(9), 1288–1305. 
https://doi.org/10.1080/13670050.2018.1556244 

Deswila, N., Kustati, M., Besral, B., & Sukandi, S. S. (2020). Content and language integrated 
learning (CLIL) approach across curriculum in science classrooms: Are the English 
language use and learning reveal? Journal of Innovation in Educational and Cultural 
Research, 1(1), 15–21. https://doi.org/10.46843/jiecr.v1i1.4 

Farah, R. R., & Khoiriyah, K. (2023). Implementation of CLIL program in Islamic affiliated 
primary school: Teaching assistants project. IDEAS: Journal on English Language 
Teaching and Learning, Linguistics, and Literature, 11(1), 92–103. 
http://dx.doi.org/10.24256/ideas.v11i1.3691 

Fives, H., Barnes, N., Chiavola, C., de La Mora, K. S., Oliveros, E., & Mabrouk-Hattab, S.  
(2019). Reviews of teachers’ beliefs. Oxford Research Encyclopedia of Education. 
https://oxfordre.com/education/view/10.1093/acrefore/9780190264093.001.0001/acre
fore-9780190264093-e-781 

Gilakjani, A. P., & Sabouri, N. B. (2017). Teachers’ beliefs in English language teaching and 
learning: A review of the literature. English Language Teaching, 10(4), 78–86. 
https://doi.org/10.5539/elt.v10n4p78 

Gilanyi, L., Gao, X. A., & Wang, S. (2023). EMI and CLIL in Asian schools: A scoping review 
of empirical research between 2015 and 2022. Heliyon, 9(6), 1–12. 
https://doi.org/10.1016/j.heliyon.2023.e16365 

Glesne, C. (2016). Becoming qualitative researchers: An introduction (5th ed.). Pearson. 
Huang, Y.-C. (2020). The effects of elementary students’ science learning in CLIL. English 

Language Teaching, 13(2), 1–15. https://doi.org/10.5539/elt.v13n2p1 

https://jurnal.unai.edu/index.php/acuity


Acuity: Journal of English Language Pedagogy, Literature, and Culture. Vol.10 No.1, 2025 
https://jurnal.unai.edu/index.php/acuity 

 
 

 38 

Ito, Y. (2018). CLIL in practice in Japanese elementary classrooms: An analysis of the 
effectiveness of a CLIL lesson in Japanese traditional crafts. English Language 
Teaching, 11(9), 59–67. https://doi.org/10.5539/elt.v11n9p59 

Kashiwagi, K., & Tomecsek, J. (2015). How CLIL classes exert a positive influence on 
teaching style in student centered language learning through overseas teacher training 
in Sweden and Finland. Procedia - Social and Behavioral Sciences, 173, 79–84. 
https://doi.org/10.1016/j.sbspro.2015.02.034 

Katemba, C. V. (2020). Teachers’ perceptions in implementing technologies in language 
teaching and learning in Indonesia. Acuity: Journal of English Language Pedagogy, 
Literature, and Culture, 5(2), 38–51. https://doi.org/10.35974/acuity.v5i2.2299 

Khoiriyah, K. (2021). Content and language integrated learning (CLIL) in Indonesian context: 
An overview. Jurnal Pendidikan Progresif, 11(3), 587–601. 
http://dx.doi.org/10.23960/jpp.v11.i3.202110 

Lazarević, N. (2022). CLIL teachers’ reflections and attitudes: Surviving at the deep end. 
International Journal of Bilingual Education and Bilingualism, 25(2), 571–584. 
https://doi.org/10.1080/13670050.2019.1703897 

Lázaro-Ibarrola, A., & Azpilicueta-Martínez, R. (2021). Motivation towards the foreign 
language (English) and regional language (Basque) in immersion schools: Does CLIL 
in the foreign language make a difference? Language Teaching Research. 
https://doi.org/10.1177/13621688211031737 

Le, N. P., & Nguyen, P. (2022). Content and language integrated learning (CLIL) method and 
how it is changing the foreign language learning landscape. Open Access Library 
Journal, 9(2), 1–5. https://doi.org/10.4236/oalib.1108381 

Lo, Y. Y. (2019). Development of the beliefs and language awareness of content subject 
teachers in CLIL: Does professional development help? International Journal of 
Bilingual Education and Bilingualism, 22(7), 818–832. 
https://doi.org/10.1080/13670050.2017.1318821 

Luo, W.-H. (2022). Promoting content and English learning in a bilingual curriculum at the 
elementary school level. Education 3-13 - International Journal of Primary, 
Elementary, and Early Years Education. 
https://doi.org/10.1080/03004279.2022.2099925 

Mahan, K. R., Brevik, L. M., & Ødegaard, M. (2021). Characterizing CLIL teaching: New 
insights from a lower secondary classroom. International Journal of Bilingual 
Education and Bilingualism, 24(3), 401–418. 
https://doi.org/10.1080/13670050.2018.1472206 

Naenah, N. N. (2022). Learning styles and attitude toward achievement among English second 
language students. Acuity: Journal of English Language Pedagogy, Literature, and 
Culture, 7(2), 179–194. https://doi.org/10.35974/acuity.v7i2.2607 

Pham, P. A., & Unaldi, A. (2022). Cross-curricular collaboration in a CLIL bilingual context: 
The perceptions and practices of language teachers and content subject teachers. 
International Journal of Bilingual Education and Bilingualism, 25(8), 2918–2932. 
https://doi.org/10.1080/13670050.2021.1995320 

Pineda, I., Tsou, W., & Chen, F. (2022). Glocalization in CLIL: Analyzing the training needs 
of in-service CLIL teachers in Taiwan and Spain. Journal of Multilingual and 
Multicultural Development. https://doi.org/10.1080/01434632.2022.2050380 

Pladevall-Ballester, E. (2015). Exploring primary school CLIL perceptions in Catalonia: 
Students’, teachers’, and parents’ opinions and expectations. International Journal of 
Bilingual Education and Bilingualism, 18(1), 45–59. 
https://doi.org/10.1080/13670050.2013.874972 

https://jurnal.unai.edu/index.php/acuity


Acuity: Journal of English Language Pedagogy, Literature, and Culture. Vol.10 No.1, 2025 
https://jurnal.unai.edu/index.php/acuity 

 
 

 39 

Sakashita, M., & Shinozaki, F. (2024). English lessons at elementary school in Japan aimed at 
improving willingness to communicate. Acuity: Journal of English Language 
Pedagogy, Literature, and Culture, 9(1), 69–79. 
https://doi.org/10.35974/acuity.v9i1.3298 

San Isidro, X., & Lasagabaster, D. (2022). Students’ and families’ attitudes and motivations to 
language learning and CLIL: A longitudinal study. The Language Learning Journal, 
50(1), 119–134. https://doi.org/10.1080/09571736.2020.1724185 

Scherzinger, L., & Brahm, T. (2023). A systematic review of bilingual education teachers’ 
competences. Educational Research Review, 39, 1–23. 
https://doi.org/10.1016/j.edurev.2023.100531 

Setyaningrum, R. W., & Purwati, O. (2020). Projecting the implementation feasibility of CLIL 
approach for TEYL at primary schools in Indonesia. Journal of English Educators 
Society, 5(1), 23–30. https://doi.org/10.21070/jees.v5i1.352 

Smala, S. (2013). Content and language integrated learning (CLIL) pedagogies in Queensland. 
International Journal of Pedagogies and Learning, 8(3), 194–205. 
https://doi.org/10.5172/ijpl.2013.8.3.194 

Valdés-Sánchez, L., & Espinet, M. (2020). Coteaching in a science-CLIL classroom: Changes 
in discursive interaction as evidence of an English teacher’s science-CLIL professional 
identity development. International Journal of Science Education, 42(14), 2426–2452. 
https://doi.org/10.1080/09500693.2019.1710873 

Vázquez, V. P., Lancaster, N., & Callejas, C. B. (2020). Keys issues in developing teachers’ 
competences for CLIL in Andalusia: Training, mobility, and coordination. The 
Language Learning Journal, 48(1), 81–98. 
https://doi.org/10.1080/09571736.2019.1642940 

Zhu, Y., Liu, Y., Yang, N., & Newton, J. (2023). Changing teacher educator cognition within 
a collaborative teacher education programme for CLIL: A case study in China. 
Language Teaching Research. https://doi.org/10.1177/13621688231179513 

 
 

https://jurnal.unai.edu/index.php/acuity

