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Abstract. The main objective of the article has been to make a review of the most controversial aspects of bilingual 
education, mainly focusing on the subject of Physical Education. To this end, a search of the scientific literature was 
carried out in the main databases (Dialnet, Google Scholar, and SCOPUS) taking into account articles dealing with 
bilingual education, CLIL and Physical Education. In this way, a series of factors have been found that may go un-
noticed and are not politically correct to publish as they are criticisms of the fashionable educational trend, bilingual-
ism. The aspects dealt with are included in the following points: the content of the subject to be taught, motivation 
problems in students, difficulties and exhaustion on the part of teachers, the questioning of an inclusive school and 
analysis at a political level. These points are firstly discussed in general terms and, after that, more deeply in relation 
to the subject of Physical Education. All these aspects show that the Spanish educational system is at a crossroads in 
which it must reflect on the consequences of these changes and propose new alternatives.
Keywords: CLIL, language education, foreign language, educative innovation, challenge.

Kritiškas žvilgsnis į dvikalbį fizinį ugdymą Ispanijoje
Santrauka. Straipsnio pagrindinis tikslas – apžvelgti prieštaringiausius dvikalbio ugdymo aspektus, daugiausia dė-
mesio skiriant fizinio ugdymo temai. Šiuo tikslu atlikta mokslinės literatūros paieška pagrindinėse duomenų bazėse 
(Dialnet, Google Scholar ir SCOPUS) ir į analizę įtraukti su dvikalbiu ugdymu, CLIL (integruotu dalyko ir užsienio 
kalbos mokymu(si) bei fiziniu ugdymu susiję straipsniai. Analizė atskleidė nemažai veiksnių, kurie gali likti nepa-
stebėti ir kuriuos skelbti  būtų politiškai nekorektiška, nes jie kritikuoja madingą švietimo tendenciją – dvikalbystę. 
Nagrinėjami aspektai apima šias kategorijas: mokomojo dalyko turinys, mokinių motyvacijos problemos, mokytojų 
patiriami sunkumai ir nuovargis bei įtraukiosios mokyklos kvestionavimas ir analizė politiniu lygmeniu. Pirmiausia 
šie klausimai kūno kultūros dalyko aspektu aptariami bendrai, vėliau siauriau ir giliau. Mūsų radiniai leidžia teigti, 
kad Ispanijos švietimo sistema atsidūrė kryžkelėje bei tai, kad turėtų būti apmąstyti visi pokyčių padariniai  ir pa-
siūlyta naujų alternatyvų.
Pagrindiniai žodžiai: CLIL, kalbų mokymas(is), užsienio kalba, ugdymo inovacijos, iššūkis.

Introduction

Globalization has meant that today’s societies need to find a common language in or-
der to complete this economic, technological, social and cultural process. English has 
managed to prevail over other languages and become the language of reference in the 
world. This fact has meant a change in the educational systems of the countries to adapt 
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to this situation and to promote the learning of English. In the case of Spain, it is from 
the Organic Law for the Improvement of the Educational Quality (LOMCE, 2013) where 
a modernization of the educational system is intended to be carried out having as the 
main axes the promotion of multilingualism and the Information and Communication 
Technologies.

These long-term objectives have been turned into the implementation of bilingual 
programs by the Autonomous Communities of Spain. Programs in most cases have been 
based on increasing the number of hours of exposure to English for students through the 
development of other subjects in this language. Solution that was adopted after observ-
ing that the previous model based on teaching English through specific subjects did not 
generate the expected results (Lasagabaster & Sierra, 2009). In this way, the adminis-
tration had an easy and cheap solution to increase the time of exposure to English in the 
educational centers without increasing the costs of hiring more teachers, reducing the 
pupil–teacher ratios, or splitting a class into two, among many other possibilities.

The problem arises when these programs are implemented, but there is no evaluation 
and monitoring of them by the administrations. Cenoz et al. (2014) and Rumlich (2020) 
refer that the time has come to pass an exhaustive and critical examination of these pro-
grams in order to identify their strengths and weaknesses. Along the same lines, Nikula 
et al. (2016) mention the undeniable need to produce much more research to observe 
the effectiveness of CLIL1 teaching approaches, which is the most widely used bilingual 
approach today (Fernández-Rio et al., 2017).

In this way, we could assess the situation in the implementation of these programs 
and take measures in this regard, as has been done in other countries. In Finland, for in-
stance, one of the pioneering countries in the European CLIL (Jäppinen, 2005), there has 
been a decrease in the number of schools offering these programs (Nikula, 2010). This 
same decline is currently happening in Spain (Serrano, 2020).

The area of   Physical Education (PE) has become one of the favorite subjects to be 
used, through CLIL, as a means of learning foreign languages (Salvador-García & Chi-
va-Bartoll, 2017). This is due to the suitability of the characteristics of the subject (Bae-
na-Extremera et al., 2017).

In Malaysia, this process of implementing bilingual programs was carried out in 
2002, but, in 2012, Malaysia backed down after failing in their attempt. One of the rea-
sons why it was referred to as a failure, prompting a return to the previous model was that 
students are not selected for such programs (Paran, 2013). Thanks to the evaluation and 
monitoring, countries like Hungary have implemented a ‘zero’ year, mainly dedicated 
to the learning of English to improve the linguistic competence of their students (Paran, 
2013).

In other countries, such as Germany, measures have been taken to improve education-
al approaches. For instance, the use of both L2 and the mother tongue to teach subjects 
was implemented in order to ensure their literacy and to extend the schedule teaching 

1 Content and Language Integrated Learning; in Spanish: Aprendizaje Integrado de Contenidos y Lenguas 
(AICLE).
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of those areas taught in another language from two to three hours per week (Siepmann 
et al., 2021). Therefore, through this paper, it is intended to highlight all those scientific 
investigations that underline negative aspects about the implementation of bilingual pro-
grams in order to, on the one hand, question the positivization from which the bilingual 
approach benefits (Codó, 2020), and, on the other hand, to highlight the importance of 
evaluating and continuing to research on the results obtained by these types of programs. 
Even though it is possibly a challenge-oriented article because of its content, the inten-
tion is none other than to show those aspects found in the scientific literature about this 
subject.

Method

The methodology has been based on a literature review of articles related to the field 
of CLIL, bilingual education, and Physical Education. The search was carried out in 
the following databases: Dialnet, Google Scholar, and SCOPUS. Lastly, the inclusion 
criteria used for writing this article were: (I) the main topic was the analysis of bilingual 
education; (II) studies that took into account the Spanish context; (III) articles that relate 
bilingual education and Physical Education; and (IV) articles that showed full text in 
their digital version.

CLIL in Spain

European authorities have determined that it is beneficial for European citizens to mas-
ter at least two additional languages. For this reason, in the previous educational re-
form, Organic Law 8/2013, of December 9, for the Improvement of Educational Quality 
(LOMCE), these recommendations were taken into account with the aim of promoting 
multilingualism:

The Law strongly supports multilingualism, redoubling efforts to ensure that students are flu-
ent in at least a first foreign language, whose level of oral and reading comprehension and oral 
and written expression is decisive in promoting employability and professional ambitions, and 
therefore strongly supports the incorporation of a second foreign language in the curriculum 
(p. 97865). 

In the new educational law, Organic Law 3/2020, of December 29, which amends 
Organic Law 2/2006, of May 3, on Education, mention is again made of the promotion 
of multilingualism in its fifth additional provision. In this way, the EU is still committed 
to bilingual education, and, to this end, they emphasize the permanent training of all 
teachers (Art. 102) in foreign languages, regardless of their specialty.

This interest in improving language learning was also due to the poor results of the 
specific subjects (Lasagabaster & Sierra, 2009) as mentioned above. Gómez et al. (2014) 
mention that there are some students who finish the compulsory education, that is, Pri-
mary and Secondary, after having studied English language for twelve years, and are 
not able to acquire the B2 level, and, in many cases, not even B1 within the Common 
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European Framework of Reference for Languages (CEFR). These poor results are per-
petuated over time. Spain occupies the 34th position in the world regarding its level of 
English, tied with Nigeria, and has fallen 4 positions down compared to previous years 
(EF EPI, 2020). For this reason, to address this problem, AICLE arises as an alternative 
that allows devote more time of exposure to the new language (Chiva-Bartoll & Salva-
dor-García, 2018).

The measures taken by public administrations have rapidly turned Spain into one of 
the European leaders in the CLIL practice (Coyle et al., 2010). In the vast majority of 
cases, around 95%, the foreign language in CLIL is English (Nikula et al., 2016). The 
number of publications on this topic has been increasing in recent years, as it can be 
seen in various CLIL bibliographic reviews (Cimermanová, 2021), and especially in the 
subject of Physical Education (Gil-López et al., 2021).

Despite this, the time of exposure to English outside schools is still insufficient and 
is considered as an obstacle to achieve the objectives set. Barrios & Milla-Lara (2020) 
consider it a key factor in the learning of English both in its teaching as a specific subject 
and through bilingual programs. If we really want to address this problem from a global 
perspective, we should encourage exposure to the language beyond the classroom walls, 
as other countries have done for years, as is the case in Portugal, by avoiding dubbing 
films. In this way, if there were a context outside the school in which language learning 
was useful, it would help to motivate students to learn the language. Independently of 
this, it can be said that the incorporation of bilingual education in Spain is a reality today. 
More and more schools are introducing bilingual programs in their classrooms. Howev-
er, their questioning and criticism is constant (Fernández-Barrionuevo, 2009), and one 
can find claims in the media almost daily questioning these programs.

These criticisms may be due to various factors. One of the most likely reasons could 
be the volatility of the legal framework, since, despite the fact that multilingualism and 
language teaching are unquestionable goals for any government, the instability of edu-
cation laws does not seem to help their development (Chiva-Bartoll & Salvador-García, 
2018). In addition to the critical voices from the educational community, there is a need 
for agreement on a new education law or a State Pact for Education. This is unlike what 
is about to happen, which is a new bill whose duration, as everything seems to indicate, 
will be determined, like the previous ones, by the length of time the party that has ap-
proved it happens to last in the Government.

Content

It seems logical that if students have a greater number of hours of exposure to a foreign 
language, their level of mastery will increase. Nevertheless, are there any other conse-
quences? Most of the research about bilingualism emphasizes the benefits that such a 
program has produced in improving English or any other language, but few of those go 
beyond this and suggest other consequences. Similarly, if one compares an intervention 
giving priority to English with respect to a control group, it is clear that the first group 
will obtain better results in the language level.
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Marsh et al. (2000) in a large-scale longitudinal study in Hong Kong found that teach-
ing other subjects through English had moderately negative results. It should be men-
tioned that this research only included students with a late immersion (in high school), 
and therefore English was perceived by the students as difficult.

In this regard, Calleja-Lameiras & Rodríguez-González (2015) indicate that those 
learners who participate in CLIL experiences have a high risk of not learning the basic 
content of the subject, since they had to spend a great deal of time understanding a lan-
guage that is foreign to them.

Similar results can be found in other studies. Madrid (2011) states that, by the end 
of primary education, students have not developed their language skills sufficiently, and 
therefore they are at a disadvantage compared to monolingual students. It also points out 
that less optimal academic performance levels are obtained among primary school stu-
dents who study the subjects in L2 compared to their peers who study them in Spanish.

Anghel et al. (2016) report that students who learn Natural Science in their mother 
tongue score slightly higher marks than those who learn it through CLIL. In addition, 
they found statistically significant differences in favor of those students with a higher 
socio-economic level, which is a topic to be addressed later. 

Along these same lines, Fernández-Riesgo (2017) shows deficiencies in learning on 
the part of the student of the contents related to Natural Sciences taught in English. Stu-
dents have problems learning concepts from the curricular area taught in English, and 
they incur issues in expressing said contents and concepts in Spanish.

These are similar results to those published by Otwinowska & Foryś (2017) in pri-
mary schools in Poland, where non-CLIL students score higher in Science, but not sig-
nificantly higher than the CLIL groups (7.97 for non-CLIL, 7.36 for CLIL: p =.078). 
However, feelings of frustration and resentment are evident in CLIL students.

The results of these studies can be understood from the perspective of the Cogni-
tive Load Theory (Sweller, 1994) which argues that students’ working memory may be 
overloaded when simultaneously processing new content and the foreign language. This 
could lead to worse results for those bilingual groups.

Bravo-Torija et al. (2016) compared two CLIL groups by introducing digital note-
books in one of them, and their results were that, although both groups improved over 
the course, the notebook group scored better in identifying the main idea and secondary 
ideas, as well as in establishing relationships with previous knowledge.

As can be seen in this last paper, lower levels are still observed in key aspects, such as 
identifying the main idea, that can be corrected by introducing other elements. 

In the specific case of the subject of Physical Education, various studies have been 
carried out in which the decrease in motor engagement time in classes has been evi-
denced, or, in other words, a decrease in the time that students are in movement has 
been observed (Martínez-Hita & García-Cantó, 2017; Martínez-Hita et al., 2023). In this 
sense, Ordóñez-Dios et al. (2024) mentions that this type of teaching, in PE classes, can 
truly endanger the learning of the contents of the subjects that use another language as a 
medium for their teaching.
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This is where the importance of monitoring the CLIL teaching approaches lies in 
order to be able to correct any deficiencies that may occur in the implementation of these 
bilingual programs.

Motivation

The motivation of students towards language learning is one of the main concerns of 
teachers (Baena et al., 2018), and it is also one of the factors recognized by researchers 
as key to the success in learning other languages (Ghazvini & Khajehpour, 2011).

In the case of Physical Education, students did not embrace the subject with particu-
lar enthusiasm, unlike what is usually published in the relevant literature (Pérez-Murillo, 
2013). Along the same lines, Ramos & Ruiz (2011) and Hernando (2015) warn that the 
foreign language may negatively affect students’ interest in the subject of Physical Ed-
ucation.

Gómez-Ruano (2018) points out that students have certain expectations about the 
area of Physical Education, and the implementation of CLIL may cause them to no 
longer think the same way about the subject. It may be perceived as tedious and boring 
by the students. Along the same lines, Gómez-Ruano (2018) mentions that if we add 
to the above the inherent problems of understanding a foreign language, it can lead to 
resistance towards the subject of Physical Education.

These results can be seen in research such as Shishido & Kashiwagi (2020) who refer 
to three reasons why students were inactive during PE sessions: (1) lack of motor or 
sports skills; (2) unwillingness to participate; and (3) problems experienced in commu-
nicating with peers.

In this last section, those who have problems communicating, Codó (2020) states 
that students with a good command of English are willing to try, but those with a lower 
level, in general, are not. This does not mean that they refuse to use English completely, 
but rather that they pronounce English words in a mocking tone or make funny state-
ments. In addition, in extreme cases, several students outright sabotaged CLIL classes. 
Similarly, several teachers reported difficulties in carrying out the sessions in English. 
These difficulties are also reflected in other studies (Salvador-García et al., 2018), where 
students’ fear of the language is mentioned, although as they progress in the program, it 
diminishes.

Other authors go slightly further and suggest that learning a foreign language could 
generate stress and anxiety in students (Arnaiz & Guillen, 2012; Baena-Extremera & 
Granero-Gallegos, 2015; Figueras et al., 2011) with all that this may entail, and how 
harmful this could be to language learning as well as their academic and personal lives.

For this reason, great care must be taken in the planning of bilingual programs in or-
der to avoid these possible consequences, as they may already be happening in some cas-
es, especially if we take into account that students declare that CLIL classes are too chal-
lenging for them, and that they experience certain linguistic difficulties (Codó, 2020).

It should not be forgotten that the main objective of PE is to promote lifelong partici-
pation in physical activities, and it can only be achieved if students enjoy them (Mitchell 



185

Francisco José Martínez-Hita. A Critical Look at Bilingual Physical Education in Spain

et al., 2013). There is some concern among researchers about the incorporation of English 
into the PE subject, which could be altering its normal development (Martínez-Hita & 
García-Cantó, 2017). Gómez-Ruano (2018) also outlines this problem and clarifies that 
priority should be given to learning the motor skills, which is what is explicitly reflected 
in the PE curriculum, and English should be used as a vehicular language. In this vein, 
Martínez-Hita (2022) conducted a study which showed that specific CLIL training im-
proved students’ motor engagement time values   in bilingual Physical Education classes.

For the above reasons, there is a need to evaluate and monitor bilingual programs in 
order to mitigate the possible consequences that may be caused by their implementation. 
Fernández-Barrionuevo and Baena-Extremera (2018) propose strategies to promote the 
less motivating part of Physical Education in CLIL differentiating by gender. In the case 
of girls, the introduction of language learning is more positive than in the case of boys. 
In the latter case, it is the opposite, the boring factor is the language, while the motivating 
factor is the Physical Education class as such.

Teachers

As is the case with students, in the case of teachers, there is also exhaustion and demoti-
vation that could affect the educational process. It is essential that administrations should 
take action in this regard before it is too late, given the importance of CLIL in the mul-
tilingual aspirations of the Spanish education system (Salvador-Garcia & Chiva-Bartol, 
2017).

The above-listed symptoms of exhaustion and demotivation in some cases even lead 
to stress for teachers when they observe how their students fail to understand explana-
tions and feel insecure about sentence construction. In addition, there is a feeling of frus-
tration as the students’ attention is diminished, and there is a loss of engagement motor 
time as well as time spent on the actual task (Espinosa et al., 2016; Martínez-Hita & 
García-Cantó, 2017). Subsequent research has demonstrated the difficulty of implement-
ing CLIL in terms of achieving a balance between content and language, which translates 
into the existence of two profiles: those oriented to the content without paying sufficient 
attention to the language and those focused on the language without paying sufficient 
attention to the content (Villabona & Cenoz, 2021).

Teachers have a difficult task ahead of them, as teaching a subject in another lan-
guage is not easy. Furthermore, it should be taken into account that, as we will see later, 
teachers have not been trained for this, and that in-service training in bilingualism and 
specifically in CLIL is conspicuous by its absence. Therefore, teachers need to be patient 
and have a sense of humor in order to develop their teaching work in the best possible 
way (Gómez-Ruano, 2018).

The problem already starts at the beginning, as Gutiérrez et al. (2018), in a study on 
the perception of the competences of students in the Degree in Primary Education with 
a mention in Physical Education, states that the competences that are least valued are: 
“Knowledge of a foreign language” and “Computer skills applied to the field of study,” 
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which are two of the basic pillars on which our educational system is based. However, 
this is not a new problem, Bruton (2011) already mentioned the need to avoid these se-
rious deficiencies in linguistic competence, as a poor application of this approach would 
considerably undermine its effectiveness.

The importance of a high level of linguistic competence is unquestionable, but it 
is equally necessary to complement it with specific training in bilingual methodology. 
Different studies show the limitations regarding the teachers’ knowledge of language 
beyond a superficial level (Forey & Polias, 2017) along with the difficulties of integrat-
ing language and tasks (Constantinou, 2015) in the specific case of Physical Education 
teachers. But there are not only gaps at the linguistic level, but also at the methodological 
level of teaching curricular subjects in another language (Cabezas-Cabello, 2010; Estra-
da, 2021; Pavón et al., 2020).

It is worth noting that it is alarming that the majority of teachers who teach Physical 
Education in a foreign language have not received methodological training to ensure the 
correct development of the approach (Ordóñez-Dios et al., 2024). Furthermore, taking 
into account the good results offered by specific CLIL training in Physical Education 
(Martínez-Hita, 2022), these facts result in two out of three teachers stating that the use 
of a foreign language led them to using more directive teaching styles, which is some-
thing contrary to what can be expected from a bilingual program.

Therefore, one of the most important lines of action to be carried out as soon as pos-
sible is the training in language competence for CLIL teachers, which should become 
a fundamental axis for the successful implementation of bilingual programs, and spe-
cifically in CLIL (Pérez-Cañado, 2015). It should also include specific training on how 
to plan CLIL sessions, as the mastery of a language does not mean that one possesses 
sufficient knowledge how to redirect, transmit and teach any of the curricular content 
through another language.

Furthermore, not only is extra training required of teachers, but participation in bi-
lingual programs demands significantly more planning time (Chiva-Bartoll et al., 2018), 
which leads to an increased workload (Alfonso & Pladevall-Ballester, 2020; Forey & 
Cheung, 2019; Salvador-Garcia & Chiva-Bartol, 2017). In some cases, teachers’ feelings 
about this work overload were that they felt being exploited by the system (Codó,2020). 
One of the causes of this excessive workload is the lack of CLIL materials (Moore & 
Lorenzo, 2015; Charunsri, 2019), which means that teachers are required to be continu-
ally developing their own materials, in many cases with the best of intentions, but with-
out sufficient knowledge how to do so. As an example, each teacher would be trying to 
build their own house with the sticks they have, instead of the administrations proposing 
a group of experts to help create general guidelines on how these bilingual approaches 
should be carried out, as could be the case with the Active Teaching Units (Ministerio de 
Educación, Cultura y Deporte, 2014).

For all these reasons, teachers do not feel that they receive sufficient support from 
the educational administrations (Chiva-Bartoll et al., 2018), not only within economic 
terms, but also in terms of work recognition for the permanent contest for replacing 
teachers, while also facing other long-term problems.
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However, if you ask the teachers of these programs, there may be a small reward for 
which some agree to take part in. This is the opportunity to have groups with a good 
attitudinal and academic level, thanks to the previous selection made for these bilingual 
positions. At this point, we can only wonder: is the bilingual school really inclusive?

Inclusive education

It was after the LOE (2006) that a significant change took place, replacing what had pre-
viously been known as integration with the principles of standardization and inclusion in 
the classroom. To this end, they are based on non-discrimination and effective equality in 
both access to and permanence in the education system (Lorenzo, 2009).

Later, with the LOMCE reform (2013), few changes were introduced in relation to 
the approach to inclusion. In spite of the fact that Fernández and González (2015) con-
sider that there is a step backwards in terms of coeducation by introducing the possi-
bility of public funding for centres which separate students by sex, a similar line of 
work to LOE is maintained, as can be seen in its Article 79bis point 2 which states that: 
“The schooling of students with learning difficulties will be regulated by the principles 
of standardization and inclusion and will ensure their non-discrimination and effective 
equality in access to and permanence in the education system” (LOE, p. 54).

This understanding of education emanates from both the Universal Declaration of 
Human Rights in 1948 and the Declaration of the Rights of the Child, which explicitly 
mention compulsory and free education under conditions of equal opportunity. Further-
more, UNESCO (2017) proposes inclusive and equitable quality education as one of the 
priority objectives for the Agenda 2030 in the field of education.

In view of the points raised above, it seems contradictory that the only recourse is to 
subdivide students into categories according to their participation in the bilingual pro-
gram. These measures have been defined with the fashionable prefix pseudo-inclusive, 
since, despite starting from inclusive principles, they involve curricular and organiza-
tional measures of an exclusive nature (Arnaiz, 2019).

In these terms, we return to a past stage characterized by segregation and separation. 
Without a doubt, when a class has homogeneity, it is the simplest way to be able to give 
any lesson, but it can hardly be achieved if it is not in an artificial and sought-after way. 
However, this approach differs greatly from the positions that consider that the class-
room should not distort the reality in which we live, a plural and diverse society just as 
it should happen in the classroom (García-Rubio, 2017).

Laorden and Penafiel (2010) in an analysis of the management teams’ perception of 
the operation of bilingual programs highlight that 69% of their respondents state that they 
find difficult to attend to students with Specific Needs of Educational Support (SNES), 
with 33% having problems following the lessons in English.

Along the same lines, Pena and Porto (2008) point out the difficulties attending to this 
type of students by teachers due to the fact that individual attention in these programs is 
lower. Moreover, teachers consider that these needs must be responded before address-
ing the learning of a second language.
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Durán-Martínez et al. (2020) carried out a study on how these supports are handled 
in bilingual programs, by clearly distinguishing between Primary and Secondary Edu-
cation. In Primary schools, support is provided about 47% of the time in the classroom, 
while in Secondary schools it is provided in a more segregated way.

A recent study by Bustos et al. (2023), contextualized in an area of   the Autonomous 
Community of Madrid, shows how students with special educational needs and educa-
tional compensation are enrolled in a significantly higher proportion in non-bilingual 
centers than in bilingual centers, thereby highlighting the segregation that is carried out 
through bilingual programs.

For these reasons, the explanation for not including a student in the bilingual program 
lies in his or her own difficulties, which are increased by a greater effort from the aca-
demic point of view (Durán-Martínez et al., 2020). If we add to this the fact that those 
students with a higher socio-economic level score statistically better results (Anghel et 
al., 2016) and that the influence of the educational level of the parents also affects them 
significantly (Pérez-Cañado, 2019), as these same authors mention, the burden of elitism 
in these types of programs should be questioned. Finally, it remains to be asked where 
this role of education as a social lift lies. 

In this sense, based on the European project CLIL for all: Attention to Diversity in 
Bilingual Education (ADiBE), work is being done in this direction. This is mainly due 
to criticisms related to elitism and segregation (Gortázar and Taberner 2020) towards the 
CLIL approach. The one-size-fits-all model (Pérez-Cañado et al. 2021) no longer fits in 
CLIL scenarios, and it must be adapted to the realities of each context.

Political leaders

Politicians are responsible for designing such bilingual programs. They are often una-
ware of the teaching and the realities of the classroom (Johnson, 2017). The result can 
only be educational policies that privilege a second language over the curricular subjects 
(Paran, 2013).

This is due to what Codó (2020) calls the ‘CLIL policy’ or, in other words, the pos-
itivization to which academics have put this educational approach, despite the fact that 
the success of this type of program seems to be more related to the high academic level 
of the students than to the approach itself (Paran, 2013).

In the results of the studies, positive effects can be observed in relation to language 
learning, but there is still not enough evidence to know the impact on the curricular 
subjects used to increase the time of exposure to this new language (Hughes & Madrid, 
2019). Therefore, many more studies are needed to compare the oral output of CLIL and 
non-CLIL learners, while not only emphasizing the amount of use of the new language 
(Martínez-Adrián, 2020).

Pérez-Cañado (2017) states that non-linguistic subjects, such as Physical Education, 
are undervalued when this methodological approach is applied. This idea arises because 
it is easier and has less repercussion when experimenting with the subjects that are less 
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valued by the educational community than, for example, science subjects (Espinosa et 
al., 2016). These authors justify the reasons why it is easier to introduce CLIL in Physi-
cal Education, highlighting among them (1) the limited amount of theory, which makes 
it easier not to lower the subject content too much; (2) in many cases, a single teacher 
teaches at all levels, which makes it easier to implement the bilingual program; (3) sports 
vocabulary is similar to the terms used in English; and (4) PE is a subject which does not 
have any weight in the university entrance exam.

Ultimately, it is the teachers of each subject, as well as the researchers, who try to 
learn a little more about the consequences of implementing a new language in the subject 
(Martínez-Hita et al., 2022) in relation to improving the quality of bilingual Physical 
Education by designing sessions that address the CLIL approach, as well as knowing and 
contributing to improving the quality of the tasks outlined in the subject (Coral & Lleixà, 
2013) while using evidence-based education.

Conclusion

Researchers have identified Spain as one of the European countries of reference in the 
implementation of CLIL. However, the results are not as expected, due to Spain finding 
itself in the last positions as far as the language mastery, despite the efforts made by the 
administrations in this line. The educational policies implemented have not managed 
to develop an effective model of multilingualism yet, and, in the case of proposals with 
good results, equal opportunities to access them are questioned (Ordóñez-Dios et al., 
2024).

It is possible that the expected results may be too ambitious, so it is necessary for 
public administrations to make a strong commitment to this model if they believe it is 
the right one to improve the education system. To do so, they must make decisions and 
set clear guidelines for this language policy.

It is essential to continue researching the consequences of implementing bilingual 
programs and how it affects the major issues analyzed in this article: subject content, 
student motivation, teachers, inclusion, and decision-making at the political level.

On the other hand, it is essential to continue studying the repercussions of bilingual 
programs in the educational context in order to identify their strengths and weaknesses, 
to learn more about the integration of L2 into other subjects, and to optimize this meth-
odology. Therefore, there is a clear need to evaluate CLIL in order to take action on its 
implementation, and to amend those aspects which would contribute to improving this 
approach (Martínez-Hita et al., 2022).

In the case of Physical Education in particular, the health benefits of physical activity 
for individuals and society are unquestionable. If it is shown that the introduction of a 
new language may be affecting the normal functioning of the subject, distorting it in 
some way and making difficult to achieve the objectives, contents and competences, the 
question should be raised of how to make up for the good reception of a new language in 
the framework of the subject of Physical Education.
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