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Introduction so, a method which started gaining popularity
amongst teachers on all levels of education is the
In the ever-changing world of education, so-called “flipped classroom” method (van Alten et

teachers are always on the lookout for new ways
to approach their students and improve the teach-
ing/learning process. In the previous decade or
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al., 2019: 1). This method, as the name illustrates,
“flips” the classroom in such a way that the students
themselves, in a manner, become their own teach-
ers (Bergmann and Sams, 2012, p.60), whereas the
teacher’s role of sage on the stage turns into the role
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of guide on the side (Dougan, 2015). In this model,
the students are ushered into roles of active learn-
ers and researchers, while academics assume the
mantles of instructors and stimulators (Deng, 2019,
p.1352). This kind of shift has been discussed as
being possibly very beneficial for a new-age class-
room (Bergmann and Sams, 2012; Webb et al., 2019;
O’Flaherty & Philips, 2015; Mehring & Leis, 2018;
Brame, 2013; Reidsema et al., 2017). Most research-
ers agree that the flipped classroom model has ben-
eficial effects on students’ learning outcomes and
overall performance in class, especially pointing
out the effects it has had on student-teacher interac-
tions and student motivation (Oztiirk & Cakiroglu,
2021, p.2). All of them agree that students are given
more autonomy and an opportunity to develop in-
dependent study processes. However, for some the
application of the flipped classroom model does not
have a substantial enough effect on student perfor-
mance or its impact could be perceived as negligible
(Deng, 2019; Hadziahmetovi¢, 2021; O’Flaherty and
Philips, 2015; Braseby, 2014; Setren et al., 2020; Lai
and Hwang, 2016). Since there is a perceptible shift
in the flipped model, it is thought that some stu-
dents may not be able to cope as well with the mate-
rial independently as they would with the help of the
teacher, and that they may not be able to organize
their time and resources successfully. This could be
viewed by some as a discouraging factor for the stu-
dents, thus leading to a weaker performance. (Oz-
tiirk & Cakiroglu, 2021, p.2)

This paper represents an addition to the study
of the effects of the flipped-classroom model in high-
er-level education, specifically students of the first
and second year of studies. It analyses the effects of
the flipped model within a CLIL (Content and Lan-
guage Learning), or more precisely, a CEIL (Content
and English Integrated Learning) classroom in the
field of geology, making it a specific field of explo-
ration. The paper will present our findings based on
summative assessment of the students’ learning out-
comes and test performances based on the compar-

ison of teaching in the traditional setting, a flipped
one, and a combination of both.

Defining the flipped classroom

The term “flipped classroom” stems from the
term “flipped learning”, which, as defined by the
Flipped Learning Network (FLN) resides on the
“four pillars” defined as follows:

1. Flexible environment
2. Learning culture

3. Intentional content
4. Professional educator.

These pillars portray the flipped learning
model whereby the students determine the time and
place of their studying activities (flexible environ-
ment), their active involvement in the knowledge-
gaining process (learning culture) and the materi-
als tailored to accommodate for the absence of the
teacher (intentional content). In this model, the
teacher’s role is changed in such a way that they be-
come guides for the students’ process of knowledge
acquisition. The role of the teacher is changed into
that of a facilitator, of an instructor, who no long-
er “holds the reins” over what and how the students
learn, but aids in the process all the while allow-
ing for the students themselves to adapt the learn-
ing method to their own needs. It is on the teacher
to provide the material, give the students sufficient
information on what to learn and how to approach
specific areas, and be there for the students for any
further clarification, when and if needed (profes-
sional educator).

In essence, in flipped learning, or the flipped
classroom, the first exposure to new material or sub-
ject matter happens outside the classroom (Brame,
2013). Jonathan Bergmann and Aaron Sams, au-
thors of the book titled Flip your classroom, claim
that there are numerous benefits to flipping, one of
which being a “personalization” of education (2012,
p.6) since in this model, each student tailors his or
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her own learning according to their own needs, ca-
pabilities, and interests. This stems from the belief
that there are different learning styles and most sup-
porters of this theory endorse what Pashler and his
team refer to as the meshing hypothesis (Pashler et
al., 2009) — the belief that learning is more effective
when the presentation of information aligns with a
person’s preferred learning style (Manojlovi¢ et al.,
2023, p.2).

What is more, another aspect at play when
it comes to determining not only a student’s learn-
ing style, but also their motivation and approach to
learning lies in Gardner’s theory of multiple intelli-
gences, which “facilitates in identifying the geneti-
cal framework and natural mindset of the student”
(Kaushik, 2017, p. 336). This, in turn, enables for a
recognition of the “optimum area of working allow-
ing the process to move forward to actual learning”
(ibid.). Thus, the flipped classroom model creates
an environment in which it is possible to witness
what can be described as the effectiveness of the
integration of multiple intelligences with students’
idiosyncratic learning styles (Alrabah et al., 2018,
p.40). In this way, students become fully in charge of
their own learning. This is a very important aspect
of the flipped classroom since it relies on prompt-
ing and developing student accountability (Preeti,
2021, p.41). As Preeti explains, through the flipped
classroom methodology students can steadily learn
how not to depend solely on the teacher for gaining
knowledge, but can create their own independent
mechanisms for a greater sense of self-confidence,
proactive thinking and engagement (2021, p.41) all
based on their own personal predispositions and in-
trinsic motivating factors.

All things considered, the flipped classroom
model’s primary purpose is the development of stu-
dents’ learning autonomy, critical thinking skills,
and increased self-confidence. This is achieved, as
stated above, by allowing the students themselves to
be in full control over how and when they learn, but
also simultaneously opening the possibility of them

noticing and realizing their own areas of preference
and interest in the subject matter. In the flipped
model, the teacher “gives the students space to en-
gage with the material and with each student’s in-
terpretation of it” (Cunningham, 2017, p.42). The
teacher is also there to help with anything students
might be struggling with, but in an individual and
student-specific way, since there is more time in
class for the teacher to dedicate to student under-
standing. However, as with any novel approach to
learning, there cannot be a one-sided presentation
of the approach, but both the advantages and possi-
ble downsides need to be taken into consideration.

Pros and cons of the flipped classroom

The flipped classroom model carries in its ap-
plication a number of positive aspects. One such
plus to flipping is that it can help incentivize strug-
gling and shy students to better deal with the work-
load and study material (Bergmann and Sams, 2012,
p.23) considering that in this way the learning en-
vironment is adjusted to their own needs. Also, the
results of a 2018 study done by Nazaripour and Laie
indicated that there was an overall positive effect
of the flipped classroom model with students with
learning disabilities in terms of self-efficacy (2020).
Moreover, there are studies which claim that the
flipped-classroom model helps promote different
skills, from learning how to learn to learning to de-
velop inductive and deductive logic and critical rea-
soning (Colomo-Magana et al. 2020, p. 2) which is
at the core of the flipped classroom model.

Another positive aspect to the application of
the flipped models is the development of academic
resilience (Izdanpanah, 2022, p.3). Izdanapanah de-
fines this term as the students’ ability to overcome
the perceived challenges and “adverse conditions” in
learning, created by a change in their habitual learn-
ing setting (ibid). However, not all students will view
this change in a positive light. For them it might rep-
resent additional work and demand more effort. But
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this too can be “flipped” to their advantage, since
all the aspects the students may perceive as bur-
densome and uncomfortable could eventually lead
to greater student independence and an enhanced
sense of accomplishment (Al-Abdeli, 2017, pp.203-
204). This is where the role of the teacher as a profes-
sional educator is highlighted. In the flipped mod-
el, the teacher holds the power to create such activi-
ties and exercises in the classroom through which
he/she can demonstrate that, through their success-
ful completion, the students have overcome some-
thing they initially saw as difficult or uncomfortable
(Hartyanyi et al., 2018, p. 45-47). In flipped learning,
the student becomes the protagonist of his/her own
learning (ibid.) and could develop skills which can
help them later in all areas of life.

Nevertheless, it is precisely this factor of the
students being the ones in charge of their own stud-
ying that may prove troublesome (Braseby, 2014,
p-7). Some pitfalls could be a perceived lack of struc-
ture, the student’s innate propensity to procrastina-
tion, or a simple lack of self-discipline and motiva-
tion (Webb et al., 2019, p.8). Some claim that it is be-
cause of these potential problems the students may
face, flipping entails even more work on behalf of
the teacher, parts of which are accepting their new
changed role and finding new ways of monitoring
student progress (Blagdani¢ and Luki¢, 2021, p.45).
Another aspect is giving very clear and direct in-
structions aimed at lowering the anxieties of the stu-
dents (O’Flaherty and Philips 2015, p.89). However,
the workload does not increase for the teachers only.
Another potentially negative aspect of the flipped
classroom that the students themselves have pointed
out was their own workload being increased, which
they found difficult to manage (Mehring and Leis,
2018, p.3). What is more, Casadonte singled out ESL
students as finding the flipped model more difficult,
in general (2016, p.22). Moreover, even though the
flipped-classroom model tends to be portrayed as
“the panacea to the lecture” (Webb et al., 2019, p.3),
the traditional method is far from being abandoned,
since it is still seen as the most familiar and comfort-

able way of learning, requiring little active student
participation (O’Flaherty and Philips, 2015, p.89).

All of the abovementioned points to an over-
arching complexity concerning the application of
the flipped-classroom model. Though it bears no-
table benefits, as demonstrated, it is not without its
fair share of downsides. When it comes to the learn-
ing outcomes, however, most study results were in-
conclusive (Webb et al., 2019, p.7) or showed no sig-
nificant difference in results when the traditional
and the flipped model were compared (Yestrebsky,
2015, p. 1117). Most authors point out that there
are numerous factors to be taken into account when
considering the effectiveness and applicability of the
flipped classroom (O’Flaherty and Philips, 2015,
p.94; Webb et al., 2019, p.7; Colomo-Magana et al.,
2020, p. 3; Hadziahmetovi¢, 2021, p.307). These fac-
tors include (but are not limited to) the specific sub-
ject matter, students’ prior engagement and perfor-
mance, institutional setting and timing of the assess-
ment (Webb et al., 2019, p.7).

Still, what stands as a counterclaim to these is
the fact that what may serve as a pre-emptive meas-
ure is the incentive the students are given for study-
ing as well as the quality of the pre-learning instruc-
tions (Brame, 2013). What is not to be underesti-
mated in this context also is the matter of academic
self-efficacy and a feeling of control which increas-
es with the use of the flipped classroom, since stu-
dents are put in the very center of teaching and are
allowed to adjust the content to their own preferenc-
es, talents, and capabilities (Peri¢ Prkosovacki et al.,
2024, p.77). Moreover, precisely because one of the
jeopardizing factors could be the students” learning
skills themselves, the flipped model may prove most
valuable in higher education (Berrett, 2012, p.2)
which is the level where it has been studied the most
(Hadziahmetovi¢, 2021, p.318). It is considered that
at this level, students already have a certain sense of
their own learning styles and capacities, and would,
thus, benefit most from the flipped classroom model
(Jones et al., 2019, 205).
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Flipping the geology classroom

There have been several attempts at flipping
the geology classroom at a university level (Breck-
enridge, 2014; Sample-Lord et al, 2018; Jones et al,
2018; Somma, 2022), all of which started with the
presumption of it facilitating learning and contrib-
uting to faster and more effective acquisition of the
material. In all these studies, the intended goal was to
raise metacognitive abilities of the students (aware-
ness of the students’ own skills and abilities) and aid
in better learning of the subject matter by encourag-
ing an independent and personal approach to learn-
ing. This is in line with our practice at the Faculty of
Mining and Geology, University of Belgrade, where
we foster the CLIL approach for learning geology,
which entails the development of students’ compe-
tences, motivation, and self-confidence, alongside
teaching and learning geology-specific subject mat-
ter (Beko, 2021, p.47).

In the case of the FMG, we believed that the
years-long application of the CLIL method in teach-
ing geology made way for a practical application
of the flipped classroom model. Since the flipped
method is based on active learning, and CLIL pre-
supposes active student engagement for its effec-
tiveness (Coyle et al.,, 2010, p. 29), combining the
two presented itself as a valid field to be explored.
What is more, both the flipped classroom method
and CLIL emphasise the importance of developing
students’ analytical and creative approach to learn-
ing, which is supported by Bloom’s taxonomy of dif-
ferent thinking processes. This taxonomy, which en-
compasses remembering, understanding, applying,
analysing, evaluating and creating, accentuates the
importance of the later stages presupposing the suc-
cessful completion of the earlier ones (Anderson
and Krathwohl, 2001, pp. 67-68). This is important
to consider when thinking about the curriculum
and class organization (Li et al., 2023, p. 2012; Coyle
etal,, 2010, p. 30). Both methods have a joint goal —
finding the optimal method and/or approach in or-
der to facilitate better language learning and acqui-

sition. This is especially pertinent at a university lev-
el, since students do have a clear view of their own
language needs, as well as the needs of the job mar-
ket, and are aware of the necessity of knowing even
more than one foreign language, especially if it is for
specific purposes (Jankovi¢ & Budevac, 2023, p.40).

In our classes, we had already partially ap-
plied the flipped method since it was expected of the
students to read the lessons for the class beforehand.
Our classroom experience seems to be in accord-
ance with the studies showing that pre-class activi-
ties, especially reading, do not bode well with a large
number of students (Podofelsky & Finkelstein, 2006,
p.338; Smale, 2020, p. 1). In the study by Podofelsky
and Finkelstein less than 40% of students of a phys-
ics class did their pre-class reading and 60% thought
it more useful if it was done after the lecture (2006,
p.338). Smale’s study supports these findings and
states that one of the reasons why students did not
engage in pre-class reading was the fact that they did
not find it crucial for their success in class (Smale,
2020, p.5). This, again, is in line with Podofelsky and
Finkelstein’s study where an increase in the number
of students doing their pre-class reading was noticed
only after they were expected to hand in reading ex-
ercises which would add to their course achieve-
ment (2006, p.338). It is also interesting to note that
in their study, students connected lectures with the
test and reading from the textbook with homework
(Podofelsky & Finkelstein, 2006, p.341).

For this reason, we decided to organize the
flipping in such a way that the students were given
an incentive to do the reading at home. This was in
form of points that would account for a part of their
overall course grade, since this has proven to be a
significant motivating factor in overall student per-
formance (Pongraci¢ et al., 2022, pp.90-91). As our
research will show, students did find this extrinsic
factor motivating for their preparation before class.

Another important aspect to consider when
talking about the CLIL geology classroom at the
FMG is its heterogeneity. Though having a mixed-
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ability language classroom in higher education is
not a new occurrence (Swensson, 2017, p.59), the
fact that it does exist does not mitigate the complex-
ities that come with teaching in such a setting. At
the FMG, the English language level of our students
spans from A1/A2 (basic user) levels to C1, and in
a few marginal cases even C2 (proficient user) level.
What is more, a mixed-ability classroom does not
entail different language levels only, but it also pre-
supposes differences in the students’ learning styles,
motivation to learn and attitudes toward learning,
especially when it comes to foreign-language ac-
quisition (Heng et al., 2023, p. 592). It is no wonder
then that there is an established belief that all these
individual differences “can predict success or failure
in language learning” (Lightbown and Spada, 2013,
p.75). It is evident that with a distinction as large as
that in the levels of proficiency among our students,
finding an adequate way of teaching may present a
challenge for the EFL teacher. For this reason, hav-
ing implemented the CLIL method of teaching Eng-
lish for geologists, we ventured to explore the possi-
bilities of the flipped method in order to investigate
its effects on student performance.

Research methodology and aims

The aim of this research is to evaluate and as-
sess the applicability of the flipped classroom model
in a CLIL geology classroom through the means of
students’ test performance. This is to gauge student
overall learning outcomes in relation to three differ-
ent models of teaching and learning.

When considering the applicability of the
flipped method in our CLIL geology classroom, we
set about to confirm two hypotheses:

1. The flipped classroom method can be suc-
cessfully applied in a mixed-ability class-
room. — The level of language knowledge at
the FMG language classroom spans from
a beginner (A1 level) to students with ad-
vanced knowledge of the English language

(C1). Considering the complexities of such
a heterogenous setting, we aimed to show
that even in such a language classroom it is
possible to use the flipped learning meth-
od. The reasons behind our belief in the
applicability of the flipped model is based
on the fact that, regardless of level, when
dealing with specific and narrow subject
matter, all students will put in additional
effort to complete the demands of a course
successfully.

2. An introductory application of the flipped
model will yield satisfactory results if par-
tially combined with the traditional method.
— Though our aim is to assess the efficiency
of the flipped method compared to the tra-
ditional one, we believe that an overhaul of
teaching methods is not yet possible and
that the traditional method still presents
the method in which students have the
greatest confidence and resort to for sup-
port. This is particularly pertinent in the
case of the FMG CLIL language classroom
since our students have been instructed in
this method from the very beginning of
their schooling and it is only logical that
they would find it the most effective one.
Thus, combining the flipped method with
certain segments of the traditional one is
expected to give satisfactory results in stu-
dent test performance.

For research purposes, we decided to assess
the effects of the flipped classroom through three
tests and the method of summative assessment
in order to gain a clear picture of how exactly the
flipped classroom model would affect our students’
scores compared to the results of the traditional lec-
ture and a combination of both approaches.

Our study was conducted over the course of
three and a half months, during the second semes-
ter, on the obligatory English course. The study in-
cluded 30 students in the first year of studies. As was
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stated before, the level of English knowledge varies
among the students, but all the levels of knowledge
were covered in varying numbers: Al - 4 students,
A2 - 6 students, B1 - 5 students, B2 — 7 students, C1
- 6 students and C2 - 2 students. Regardless of the
level, for each test, students generally have to pre-
pare three texts which comprise one whole unit. All
the tests consisted of three questions the students
had to answer in their own words, in English. All the
questions are directly connected to the topics cov-
ered for each test, in the sense that the topics them-
selves were the questions. The subject matter con-
sisted of three units, each divided into three parts:

1. Continental drift

e Wegener’s theory of plate tectonics
e Plate boundaries
e Neotectonics

2. Therock cycle, igneous rocks and volcanoes
e The rock cycle
e Igneous rocks

e Volcanoes

w

Weathering, erosion
rocks

and sedimentary

e Weathering
e Erosion
e Sedimentary rocks

All the units and corresponding texts with
reading comprehension exercises and vocabu-
lary explanations are found in the course textbook
(Beko, 2023). The students were already familiar
with it since it had already been used in the first se-
mester. All the texts in the coursebook are in Eng-
lish, of equal length and on the same language level
(C1) (Beko, 2023, pp. 100-111, 126-139, 152-156).

Picture 1. Examples of the text, vocabulary explanations and reading comprehension exercises from the course textbook.

Tectonic Plates
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Oceanic - Continental Convergence

Oceanic plates, which are formed largely from
basaltic rock, are much denser than continental
plates, which are relatively buoyant. When an
oceanic plate collides with a continental plate
h ic plate will As
with the convergence of two oceanic plates, an
oceanic trench forms and magma is created, and
anarc of volcanoes, known as a continental arc,
is formed, with the volcanoes projecting through
the upper continental plate. The Peru-Chile
Trench and the chain of volcanoes along the
western seaboard of South America, formed by
the subduction of the Nazca Plate beneath the
South American Plate, illustrate this process.
Further examples of continental arcs are the
Sierra Nevada range, which is older and now
inactive and further north the Cascade Range
which includes active volcanoes such as Mount
St Helens and Mount Rainier.

In both oceanic-oeeanic convergence and oce-
anic-continental convergence friction between
the subducting plate and the overriding plate
can cause earthquakes.

Continental - Continental

However, it is also possible for continental
plates to diverge. Examples of such tectonic
movements can be seen in the Rift Valleys of
East Africa, along the boundary where the So-
mali and Africa Plates are diverging. In some
cases, continental divergence may allow for
the formation of a new sea: the divergence of
Africa and Arabia allowed for the formation
of the Red Sea in relatively modern geological
history.

Transform Boundaries/Faults

When tectonic plates are moving in parallel di-
rections, rather than converging or diverging a
transform fault is formed. In this case, two plates
slide against each other, causing their edges
to grind and abrade as they do 5o, generating
friction which can cause earthquakes. The San
Andreas Fault, where the North American Plate
is moving to the south west, and the Pacific Plate
to the north west, is probably the most famous
example of a transform fault.

As has already been mentioned, these events
occur in extreme slow motion, and this is gav-
erned by the velocity of the plates involved.

Convergence

Continental lithosphere is insufficiently dense to
sink through the asthenosphere. Consequently,
when two continental plates converge, there is
no subduction. Instead, lithospheric material
is forced both upwards and downwards as the
p . thickening the

causing the formation of mountain ranges, such
asthe Himalayas, formed by the ongoing conver-
gence of the Indian and Eurasian Plates - this
convergence began about 50 million years ago.
Other mountain ranges such as the Urals, Alps
and Appalachians were formed by similar plate
convergences.

Divergent Boundaries

Divergent boundaries occur when plates move
away from each other, rather than collide. The
divergence of oceanic plates has already been
considered in the discussion of seafloor spread-
ing above.

ty can be defined as the di travelled
within a period of time, e.g. 25km/h - after one
hour, the body in motion will be 25km from its
starting point. Two measures of velocity - ab-
solute and relative - are used. Absolute velocity
relates tothe speed at which both / all the plates
involved in a collision are moving with regard
to a fixed (‘motionless’) point in the mantle.
Relative velocity is a measurement of the speed
of one plate from the perspective of another
plate. For example, if plate A has a velocity of
10em year, and plate B a velocity of Scm/year
(and both are moving in the same direction) the
relative velocity of plate A Is Sem/year; If they
were moving in exact oppesite directs, as might
be the case in seafloor spreading, the relative
velacity would then be 15¢m fyear.

Modern satellite technology allows for the
‘real time’ measurement of plate velocity through
the exact i b
observation points on opposite sides of a plate
boundary at fixed time intervals. In the past,
magnetic stripes created by seafloor spreading
have been used to calculate plate velocities.
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paradigm noun a set of ideas that act asa model
for how things should be done or thought
about;
synonyms: theory, framework, blueprint

play out phrasal verh the action of gradually
developing or happening in a particular way;
‘synanyms: unfold, develop, tum out; antonyms:
fail to happen, not take place

positverb {transitivef the action of stating some-
thing as true or accurate;
synonyms: postulate, hypothesise, assert; an-
tonyms: refute, doubt, discard

project verb [intransitive] to extend in an out-
ward direction beyond a surface;
synonyms: protrude, bulge, jut out; antonyms
indent, depress, deflate

Reading Comprehension
Answer the following questions based on
what you have read.

1. How are tectonic plates categorised?
2. Define ¢ i

relatively adverb used to describe a certain
quality in relation to something else;
synonyms: somewhat, to some extent, compa-
rably; antonyms: very, extremely, significantly

slide verb (intransitive] the action of moving
easily without friction along a surface;
synonyms: glide, slip, move smoothly; anto-
nyms: stick, grate, judder

sudden adjective referring to something that
‘happens quickly or unexpectedly;
synonyms: abrupt, swift, out of the blug; an-
tonyms: slow, gradual, deliberate

Opal

12. Choose the correct answer/s:
a) Which of these are true about the Pe-
ru-Chile trench?
a. Itwas formed through oceanic-oceanic

3.What types of convergent boundaries are
there?

4. Explain oceanic-oceanic convergence and
what s formed in the process

5. Which plate subducts in the oceanic-conti-
nental convergence?

6. Explain what a continental arc is.

7. Why is there no subduction in the continental
- continental convergence? What is formed
in the process?

8. What are the Rift Valleys in South Africaan
example of?

9. Define transform boundaries.

10. What is plate velocity?
11. How do absolute and relative velocity differ?

\\'{J’ |

Amber bead —_—

b. Its creation may have caused earth-
quakes.

. Itwas formed through the convergence
of two major plates.

d. The Nazca Plate is denser than the South
American Plate.

b) Which of these are true about the Aleutian

Islands?

a. At first they were seamounts.

b. They are not representative of conver-
gent boundaries.

. There are volcanoes on these islands.

d. They were formed in the same way as
Mount St Helens.

<) We know oceanic plates are older than

continental ones because

a. they contributed to seafloor spreading.

b. the production and consumption of
lithosphere occur at the same time.

. they are denser than continental plates.

d. We do not know this.
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The time allotted for each test was 45 min-
utes. They had no limitations on how much they
could write. The maximum number of points in
each test was 10.

The first test followed a fully traditional
teaching method, wherein students were instruct-
ed through direct teaching by the educator over the
course of three classes before taking the examina-
tion. The unit for the first test was on the topic of
continental drift and plate tectonics.

The second test employed a fully flipped class-
room model, requiring students to prepare the units
independently while the teacher provided guidance
and resources as needed. The students were given
ample instructions beforehand on how to approach
the reading and learning of the texts, what areas to
focus on and were given additional support in terms
of video clips from the Internet on the topic of the
texts they were covering. The topic of the unit for
this part was the rock cycle and igneous rocks.

The instructions for the students consisted of
the teacher explaining which units they would have
to prepare and what to focus on the most. For in-
stance, in the first part, “Rock cycle’, the students
were advised on the basic division of types of rock
and instructed to pay special attention to the pro-
cesses which connect them and are described in
the text. Additionally, a short video about this topic
was posted on the student platform Moodle, so the
students could also have a visual representation of
what they were reading. For the second part, “Igne-
ous rocks”, in order to aid understanding, the teach-
er explained the different types of classification of
igneous rocks, as well as the criteria based on which
the classifications are made and singled out the rel-
evant lexical units most pertinent to the matter at

hand. The same principle was followed for the third
part of the unit, “Volcanoes”, with the students also
being given a poster illustrating the different types
of volcanoes. All of this was done without going into
too much detail, lest it be no different from the tra-
ditional class. The students were basically provid-
ed with a “map” of terms that would help them bet-
ter navigate the text they were to subsequently go
through on their own.

The third test combined both approaches.
One part of the unit (weathering and erosion) was
to be prepared by the students themselves, due to
the interconnectedness and inseparability of the
subject matter, whereas the second part (sedimenta-
ry rocks) was taught in class. For the first two parts,
the teacher explained the main terms and their in-
terconnectedness, instructing the students what to
focus on the most while reading the texts. For the
third part, the lecture was held in the traditional
manner, with the teacher fully explaining the top-
ic at hand, with detailed illustrations, all the while
engaging the students to participate with their own
associations based on the previous parts and what
they have already learnt. In this unit only, the first
two parts were merged into one due to their subject
connectedness. This still accounts for three texts,
only the first two comprise one part. After the class
with the lecture, the students had the test the fol-
lowing class. This methodology aimed to assess the
effectiveness of these pedagogical strategies on stu-
dent performance by comparing results across the
different instructional approaches. The results of the
three tests expressed in points are given in the table,
while the distribution of points for each test individ-
ually is presented in the graphs below:
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Table 1. Student scores expressed in points and percentage (all three tests).

Test 1 Test 2 Test 3
Number of points (x/10) Number of students (%) Number of students (%) Number of students (%)
1 point 1(3.33%) 2 (6.66%) 1(3.33%)
2 points 1(3.33%) 5 (16.6%) 1(3.33%)
3 points 2 (6.66%) 4 (13.3%) 4 (13.3%)
4 points 3(10%) 3 (10%) 3 (10%)
5 points 2 (6.66%) 4(13.3%) 5(16.6%)
6 points 8(26.6%) 2 (6.66%) 2 (6.66%)
7 points 3(10%) 3 (10%) 4 (13.3%)
8 points 6 (20%) 0(0%) 3 (10%)
9 points 2 (6.66%) 3 (10%) 4(13.3%)
10 points 2 (6.66%) 4 (13.3%) 3 (10%)
Average number of points: 6.2 5.2 6.07

Graph 1. Test 1 - point distribution according to the number of students.
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Graph 2. Test 2 - point distribution according to the number of students.
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Graph 3. Test 3 - point distribution according to the number of students.
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Research results and discussion

For easier interpretation, the points have been
divided into three categories: low range, from 1 to 3
points, mid-range, from 4-6 points and high range,
from 7-10 points.

In the first test, students received comprehen-
sive instruction from the teacher, who provided tra-
ditional lessons and direct support. The scores reveal
a higher concentration of students achieving mid
to high-range points. An equal number of students
achieved the mid to high-range number of points at
13 students (43,32%) respectively. The average score
for this test was 6.2 points, indicating that traditional
teaching led to relatively high performance. Notably,
2 students scored 9 points, and 2 students scored 10
points, while almost one third of the students scored
6 points. Considering that most students achieved
higher points, it would be safe to conclude that the
traditional method is most useful for students at low-
er language levels, since the teacher makes the subject
matter “digestible” for most students and the majority
can rely on class instructions when studying and re-
vising later on their own.

In preparation for the second test, the flipped
classroom model was applied. This model resulted
in more students achieving low scores compared to
the first test, with a decrease in the number of stu-
dents with mid- to high-range points. Here, 11 stu-

dents scored between 1-3 points (more than double
the number from the first test), 9 students (around
30%) achieved 4-6 points, while 10 students were in
the high-range category. The average score dropped
by one point to 5.2. This method resulted in a higher
percentage of low scores, more than double the num-
ber from the first test. The number of students scor-
ing 9 and 10 points rose by one and two, respectively,
but the overall number of students who scored be-
tween 7-10 points dropped by 10% compared to the
first test, with no one scoring 8 points. Considering
an almost even distribution of points according to
this model, we could state that students of all levels
can benefit from this particular approach, which is in
line with the flipped methodology.

The third test followed a mixed approach. The
results show a point-distribution similar to the sec-
ond test, but the average score closer to the first test.
In the third test, 6 students (20%) were in the low-
range category, 10 students (33.3%) achieved between
4-6 points, while almost half the students were in the
high-range category. The average score was 6.07. This
method also saw an increase in the number of stu-
dents getting 9 and 10 points compared to the first
test, which might indicate that integrating both meth-
ods could enhance performance for some students.
Also, the number of students who scored 8 points tri-
pled compared to the second test, indicating that for
those students the addition of the traditional meth-
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od may have been useful. This is especially true for
the students on the intermediate level of the spectrum
(pre-intermediate Bl towards intermediate), since
they can appreciate the independent side of studying
and preparing the matter but could still benefit from
having the teacher present the harder parts first, so
they are familiar with them in later stages.

Comparing the results, the traditional meth-
od achieved the highest average score of 6.2 points,
with fewer students scoring low and more achieving
mid to high scores. The flipped classroom method re-
sulted in the lowest average score of 5.2 points and a
broader distribution of points with a significant in-
crease in lower scores. Notably, the number of stu-
dents scoring between 1-3 points in the flipped meth-
od was almost triple the number of students in the
same range in the first test. Though it showed an im-
provement in high-range points compared to both
tests, the average for the combined method was 6.07
points, which was higher than the second, yet lower
than the first test.

Based on the average number of points and the
distribution of student performance, the tradition-
al teaching method appears to be the most effective.
Considering that the students were exposed to this
type of learning throughout most of their schooling,
it naturally follows that they would perform best fol-
lowing this model.

The flipped classroom model resulted in a de-
crease in average performance and an increase in
lower scores. This was also to be expected, especially
considering that this was a pilot study aimed at show-
ing the applicability of the flipped model, which has
been proven by the results. The 18% drop in the av-
erage number of points may be viewed as an indica-
tor of the students’ initial adaptation to the change in
learning methods and should not be considered an
indication of the lack of effectiveness of the flipped
model. On the contrary, the fact that the number of
points did not lower by a greater margin could be seen
as a supportive sign that the flipped model could be
more effective if more time was given to assess its im-

pact. This provides room for further research. What is
more, the number of points was more evenly distrib-
uted when the flipped model was applied, which rein-
forces our hypothesis that this model can definitely be
applied in a mixed-ability language classroom.

Combining both methods, however, yielded
intermediate results, suggesting that while the flipped
classroom model can offer benefits, it does need sup-
port in its initial phases in form of a method which
the students are more used to and perceive as some-
thing “known”. These results prove our second hy-
pothesis which stated that in the primary stages of
the flipped classroom approach, the teacher should
include the traditional method to a certain extent in
order to ease students’ transition from one method of
learning to the other.

Conclusion

As is the case with any new method and its
initial application, our research shows that, though
the results are promising, no great changes can be
achieved over the course of a few months. Our inten-
tion was to explore the potential for use of the flipped
classroom model in a highly specific educational set-
ting, with a mixed-ability language classroom, all the
while being aware that the full switch would not be
entirely possible due to the students’ years-long reli-
ance on the traditional lecture format. Consequently,
it is our opinion that the optimal time for the initia-
tion of the flipped method would be on the first year
of studies, all the while bearing in mind the fact that
a full flip would not be possible until later. The im-
plementation of the flipped method and the learn-
ing curve of our students should be monitored over a
longer time period, giving the students time to adjust
to a new approach. Precisely for this reason it is that
we believe that introducing the flipped method on the
first year of studies would benefit the students most
since they would be given an opportunity to slowly
start developing an educated approach to fully inde-
pendent learning during their studies.
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Our first hypothesis states that the flipped class-
room model can be applied in a mixed-ability class-
room, which has been proven. Though our study has
shown a slight decrease in the number of points when
this model was fully applied, it still confirms that the
application of the flipped method is possible, but for
its full potential to come to the forefront, more time
and longer student preparation is necessary. Also, it
opens up a new avenue for further research.

The second hypothesis about the necessity for
the support of the traditional method in the initial ap-
plication of the flipped classroom has been confirmed
as well. Considering that our whole educational sys-
tem, from primary school up to university education,
is mostly based on the traditional teaching methodol-
ogy this comes as no surprise and it was something we
knew would be the case. Still, this only goes to show
that even though some forms of the traditional meth-
od could prove beneficial in the first phases of switch-
ing to the flipped model, it does not undermine the
possibility of a full switch. On the contrary, it demon-
strates that the potential does exist, but that it requires
more time and experience among teachers and stu-
dents in order for it to take full effect.

Overall, the flipped classroom model does offer
multiple benefits for the students, as well as teachers,
notwithstanding certain difficulties both could face
in terms of application. It makes ample room for stu-
dents to develop their cognitive and academic inde-
pendence, gives them the necessary tools for the de-
velopment of critical thought, and could also lead to
an enhanced feeling of self-efficacy and confidence.
Another important aspect is the impact it can have on
students’ perception of the very process of learning,
lessening the effects of the perceived hovering threat
of failure and critique, since the teacher is no longer
viewed as the bearer of all knowledge, but a motivat-
ed companion on the path of knowledge acquisition.

Finally, the aim of the flipped method is to pro-
vide students with an opportunity to personalize their
learning styles allowing them to gain knowledge and
diverse linguistic skills which could help and serve

them later on in life. The flipped method is a valid op-
tion to be considered in this context, since it holds
the potential to become one-among-equals in the ar-
ray of teaching methods available today. Our research
shows that the flipped method should be considered
not only as a replacement of any method per se, but
as an additional method which could be useful for the
development of educational practices.

It must be pointed out, however, that this par-
ticular type of research is limited by the inherent na-
ture of the methodology in question. As was stated
earlier, our school system does not nurture, nor even
recognize, the flipped model and its practical appli-
cation in the classroom. There are several reasons for
this, two of them being the limitations of the class size,
or curricular burden of the teachers and students.
However, it is precisely these limitations that impose
certain boundaries on later attempts at researching
the effects of the flipped model, because for it to be
researched, the model first needs to be implemented
and the students need to be familiar with it. Just like
any other methodology, the flipped model requires
active engagement on both parties in the classroom,
but also a willingness to partake in it and an open-
ness to understand it. Our research provided pioneer-
ing insight into the possibilities of the flipped method
considering that this was the first time the students
were encouraged to study in this way, after more than
a decade of being instructed in a different manner.

For any subsequent research of the flipped
model to take place, the model itself should be care-
fully implemented over a longer period of time, and
hopetully viewed on equal footing with the tradition-
al method. In this way, more precise data can be col-
lected on the effects of the model, since there would
not be an element of preferential bias (the students
being more accustomed to one method compared to
the other) or trepidation when faced with an alternate
mode of teaching/learning. Our research has prov-
en the potential of the flipped model and its merits,
hopefully paving the way for further studies to broad-
en these initial findings.

101



Lidija V. Beko, Marija M. Dordevi¢

References

e Al-Abdeli, Y. M. (2017). Flipped Classes: Drivers for Change, Transition and Implementation. In C.
Reidsema, L. Kavanagh, R. Hadgraft, & N. Smith (Eds.). The Flipped Classroom: Practice and Practices in
Higher Education (pp. 193-209). Springer.

e Alrabah, S., Wu, S., & Alotaibi, A. M. (2018). The Learning Styles and Multiple Intelligences of EFL College
Students in Kuwait. International Education Studies, 11(3), 38-47.

e Anderson, L. W,, & Krathwohl, D. R. (2001). A taxonomy for learning, teaching, and assessing, Abridged
Edition. Allyn and Bacon.

e Beko, L. (2021). Initial Application of the CLIL Method at the Faculty of Mining and Geology. Faculty of
Mining and Geology.

e Beko, L. (2023). English for geology students 1. The Faculty of Mining and Geology.

e Berret, D. (2012). How ,flipping” the classroom can improve the traditional lecture. The Chronicle of Higher
Education.  https://www.chronicle.com/article/how-flipping-the-classroom-can-improve-the-traditional-
lecture/

e Bergmann, ], & Sams, A. (2012). Flip your classroom: reach every student in every class every day.
International Society for Technology in Education. International Society for Technology in Education.

e Blagdani¢, S. P, i Luki¢, J. S. (2021). Metodicki potencijal modela obrnute ucionice u nastavi prirode i drustva.
Inovacije u nastavi, 25(3), 43-60. https://doi.org/10.5937/inovacije2103043B

e Brame, C. (2013). Flipping the classroom. Vanderbilt University Center for Teaching. https://cft.vanderbilt.
edu/guides-sub-pages/flipping-the-classroom/

e Braseby, A. N. (2014). The Flipped Classroom. IDEA Center, Inc.

o Breckenridge, A. (2014). Experimenting with a flipped classroom in introductory geology. Superior Scholarship
of Teaching and Learning, University of Wisconsin-Superior

e Casadonte, D. (2016). The Effectiveness of Course Flipping in General Chemistry — Does It Work?. In J.
L. Muzyka, & S. C. Luker (Eds.). The Flipped Classroom Volume 2: Results from Practice (pp. 19-37). ACS
Symposium Series, American Chemical Society.

e Colomo-Magaiia, E., Soto-Varela, R., Ruiz-Palmero, J., & Gémez-Garcia, M. (2020). University Students’
Perception of the Usefulness of the Flipped Classroom Methodology. Education Sciences, 10, 275. https://doi.
org/10.3390/educscil0100275

e Coyle, D., Hood, P, & Marsh, D. (2010) Content and Language Integrated Learning. Cambridge University
Press.

e Cunningham, U. (2017). Flipping the language classroom. The New Zealand Teacher, 43, 41-50. https://www.
diva-portal.org/smash/get/diva2:1236428/FULLTEXTO1.pdf

e Deng, F. (2019). Literature Review of the Flipped Classroom. Theory and Practice in Language Studies, 9(10),
1350-1356. https://doi.org/10.17507/tpls.0910.14

e Dougan, N. (2015). From Sage on the Stage to Guide on the Side. An Action Research Project using a ,,flipped
classroom” model. Practice and Research in Education, 67-76.

o Flipped Learning Network (FLN). (2014). The Four Pillars of F-L-I-P™. https://flippedlearning.org/

102



Exploring the flipped model in the CLIL geology classroom

Hadziahmetovi¢, N. (2021). The ,,ups” and ,,downs” of the upside-down: constructivist and self-determined
learning in the flipped classroom during COVID-19. Psiholoska istraZivanja, 24(2), 303-324. https://doi.
org/10.5937/psistra24-32493

Hartyanyi, M., Sediviné Balassa, I., Chogyelkané Babodcsy, 1., Téringer, A., Ekert, S., Coakley, D., Cronin,
S., Villalba de Benito, M. T., Cebrian, C. G., Martinez Requejo, S., Garcia Jiménez, E., Manénova, M., &
Tauchmanova, V. (2018). Flipped classroom in practice. Innovating Vocational Education, Erasmus+. https://
mek.oszk.hu/19700/19778/19778.pdf

Heng, D., Pang, S. & Em, S. (2023). Challenges of Teaching Mixed- Ability EFL Classes: A Study of Two Private
Schools. PROJECT (Professional Journal of English Education), 6(3), 591-604. http://dx.doi.org/10.22460/
project.v6i3.p591-604

Izadpanah, S. (2022). The impact of flipped teaching on EFL students’ academic resilience, self-directed
learning, and learners’ autonomy. Frontiers in Psychology, 1-12. https://doi.org/10.3389/fpsyg.2022.981844

Jankovi¢, N., & Budevac, N. (2023). Students as Co-Creators in Shaping the Future of Higher Education.
Inovacije u nastavi, 36(3), 37-56. https://doi.org/10.5937/inovacije2303037]

Jones, J. P., McConnell, D. A., Wiggen, . L., & Bedward, J. (2019). Effects of classroom ,,flipping” on content
mastery and student confidence in an introductory physical geology course. Journal of Geoscience Education,
67(3), 195-210. https://doi.org/10.1080/10899995.2019.1568854

Kaushik, P. (2017). Redefining Learning: Kolbs Theory of Learning Styles with Gardner’s Multiple
Intelligences. International Journal of Learning and Teaching, 9(1), 330-339. https://doi.org/10.18844/ijlt.
v8i5.1889

Lai, C. L., & Hwang, G.J. (2016). A self-regulated flipped classroom approach to improving students’ learning
performance in a mathematics course. Computers and Education, 100, 126-140. http://dx.doi.org/10.1016/j.
compedu.2016.05.006

Li, R, Lund. A., & Nordsteien, A. (2023). The link between flipped and active learning: a scoping review.
Teaching in Higher Education, 28(8), 1993-2027. https://doi.org/10.1080/13562517.2021.1943655

Lightbown, P. M., & Spada, N. (2013). How Languages are Learned. Oxford University Press.

Manojlovi¢, M. R., Gvozden, M. U., & Milojici¢, J. 7. (2023). Construction and validation of learning style
assessment instrument SU-19. Inovacije u nastavi, 36 (1). 1-20. https://doi.org/10.5937/inovacije2301001M

Mehring, J., & Leis, A. (2018). Innovations in Flipping the Language Classroom: Theories and Practices.
Springer.

Nazaripour, A., & Laie, S. (2020). Reverse Learning on Academic Self-efficacy and Mathematical Learning in
Students with Learning Disabilities. MEJDS, 10(7), 1-6. DOR: 20.1001.1.23222840.1399.10.0.68.7
O’Flaherty, J., & Phillips, C. (2015). The use of flipped classrooms in higher education: A scoping review. The
Internet and Higher Education, 25, 85-95. https://doi.org/10.1016/j.iheduc.2015.02.002

Oztiirk, M., & Cakiroglu, U. (2021). Flipped learning design in EFL classrooms: implementing self-regulated

learning strategies to develop language skills. Smart Learning Environments, 8, 2. https://doi.org/10.1186/
s40561-021-00146-x

Pashler, H., McDaniel, M., Rohrer, D., & Bjork, R. (2008). Learning Styles: Concepts and Evidence.
Psychological Science in The Public Interest, 9(3), 105-119. https://doi.org/10.1111/j.1539-6053.2009.01038.x

103



Lidija V. Beko, Marija M. Dordevi¢

Peri¢ Prkosovacki, B. A., Doki¢ Jovin, S. V., & Brki¢ Jovanovi¢, N. R. (2024). Moderating role of learning
strategies through student assessment of distance learning. Inovacije u nastavi, 37(1), 75-90. https://doi.
org/10.5937/inovacije2401075P

Podofelsky, N., & Finkelstein, N. (2006). The Perceived Value of College Physics Textbooks: Students and
Instructors May Not See Eye to Eye. The Physics Teacher, 44, 338-342. https://doi.org/10.1119/1.2336132
Pongraci¢, L., Maras, A., & Marinaca, A. M. (2022). The correlation between motivation by grades and by
learning. Journal of educational sciences & psychology, 7(2), 84-94. https://doi.org/10.51865/JESP.2022.2.10
Preeti, S. K. (2021). Flipped classroom: An innovative learning model in digital era. International Journal
of Multidisciplinary Education and Research, 6(2), 37-43. https://multieducationjournal.com/assets/
archives/2021/vol6issue4/6-6-17-775.pdf

Reidsema, C., Kavanagh, L., Hadgraft, R., & Smith, N. (Eds.) (2017). The Flipped Classroom: Practice and
Practices in Higher Education. Springer.

Sample-Lord, K. M., Welker, A., & Gallagher, P. M. (2018). Strategies for Flipping Geology for Engineers with
Limited Time and Resources. American Society for Engineering Education. https://doi.org/10.18260/1-2--
30996. https://peer.asee.org/strategies-for-flipping-geology-for-engineers-with-limited-time-and-resources
Setren, E., Greenberg, K., Moore, O. & Yankowich, M. (2020). Effects of flipped classroom instruction:
evidence from a randomized trial. Association for Education Finance and Policy, 363-387. https://doi.
org/10.1162/edfp_a_00314

Smale, M. A. (2020). ,,It’s a lot to take in” - Undergraduate Experiences with Assigned Reading. Impact, 9 (1).

Somma, R. (2022). Advances in Flipped Classrooms for Teaching and Learning Forensic Geology. Education
Sciences, 12, 403. https://doi.org/10.3390/educscil2060403

Swensson, A. (2017). The Challenge of Teaching English in a Heterogeneous Classroom. EDUCARE, 2,
56-80. https://doi.org/10.24834/educare.2017.2.3

Van Alten, D. C. D,, Phielix, C., Janssen, J., & Kester, L. (2019). Effects of flipping the classroom on learning
outcomes and satisfaction: A meta-analysis. Educational Research Review, 28. https://doi.org/10.1016/j.
edurev.2019.05.003

Webb, R., Watson, D., Shepherd, C., & Cook, S. (2019). Flipping the classroom: is it the type of flipping that
adds value?. Studies in Higher Education, 46 (8). 1649-1663. https://doi.org/10.1080/03075079.2019.1698535
Yestrebsky, C. L. (2015). Flipping the Classroom in a Large Chemistry Class-Research University Environment.
Procedia - Social and Behavioral Sciences, 191, 1113-1118. https://doi.org/10.1016/j.sbspro.2015.04.370

104



Exploring the flipped model in the CLIL geology classroom

JIupguja B. bekxo
Mapuja M. Hophesuh
Yuusepsuinein y beoipagy, Pygapcko-ieonowxu daxyninein, beoipag, Peiiydnuxa Cpduja

NCTPAKVIBAILE MOJETIA OBPHYTE YYMOHNIE
Y CLIL HACTABI HA CTYIUNJAMA IT'EOJIOTUJE

Mogen odpnyiiie yuuoruye je meitiog Haciiase Koju Upouciiute u3 Upuciiyia upeoxpery-
ol yuerba, y Kome ce POKYc Cllasba Ha ayloHOMHOCT U He3A6UCHOCT yueHUKA Y Upouecy yuervd.
Bpojne cinyguje yxasyjy Ha wio ga iiuii Haciliaee y KoM UeHIPpanny ynoiy 3ay3uma HacilasHuxK, a
He yueHUuK, Huje y cKaagy ca caspemeHum iogyuasarvem ciiparol jesuxka. Citioia, mogen odpHyiiie
YHUOHUUE Ce jasba Kao jegHa og moiyhux uHosayuja mipaguyuoHante Haciiase, Kojom 8u ce yHena
HOBA JUHAMUKA Y YHUOHULY U yHeHUUUMA TIOHYgusle HeoluxXogHe seulliiuHe 3a Clliuydre aKkagem-
ckux xomiteitienyuja. OSpHyiia yuuoHuYa je yonuKo KopUcHuja jep je gogamino UomnomoiHyia
meiiogom CLIL, koja fiocitiefieHo u Unancku 3amervyje paguyuoHatHu mogen Haciiase.

Hum nawel ucitipaxcusara duo je ga ce yimiepgu ymuyaj upumere mogena oSpHyitie y4uo-
Huye y topehery ca WPAgGUUUOHATTHOM Meltiogom Hactiase. Viciipaxcusarve je usspuieno Ha Py-
gapcko-ieonowikom paxkynitieiily Yuusepsuiieitia y beoipagy. Y3opax uciipaxusarea je 00yxeatiuo
30 citygenainia tipee u gpyie iogune ciiyguja, y gpyiom cemecitpy akagemcke 2023/2024. iogume.
IIpahenu cy pesyniiaiiu ciliygeHaia pasauuuiiux HU80a U03HABANA eHINeCKOT je3uka, Ha TpU
iiectia 3Harba, U3 0dn1aciiu Koje cy ogadpaxe HA 0CHOBY UnAHA U UPOTPpAMA 3a gatlu cemeciiap HA
cluygujama ieonoiuje.

Ha sioueitiky ucitipaxcuearoa cy iociliasmwere gee xuioiiese. IIpea xuiioitiesa ce dasu mo-
iyhnowhy yctiewne tipumene mogena oSpHyiie y4uoHuye y ycosuma ige iociiioje eenuke pasnuxe
y HUsouma 3Harwa jesuxa. JIpyia xuiiotiesa iax cmaiipa ga he unuyujanna ipumena mogena odp-
Hyille y4uoHuYe gatiu 3agosomwasajyhe pesyniiaiie yKonuko ce genumuuHo komSumyje ca mpagu-
UUOHATIHOM MeULogom Haclliase.

Ilonyhena citiyguja je tiotiepguna ode xuiloitiede. Y cnyuajy tipee xuiloitiese, goKkasanu cmo
ga je moiyhe upumeruitiu mogen odSpHyitie yuuoHuYe y HACHIABY ca CTILYGeHTHUUMA CA PASTUMUTIUM
HUBOUMA je3UUKOl 3HAatba, W0 TOTHKPeibYjy U pe3yniiailiu ieciiupared. Y ogrHocy Ha mipagu-
UUOHATIHY HACTABY, mogen 0SpHyTiie yHUoOHUYe je gao pe3yniliaiil Koju je Huxcu 3a mare og 10%,
goxK je komSuHayuja meiioga gana pesyniiaiti onuxcu wpaguyuonanrnom mogeny. Osu pesyniiaitiu
jacto ykasyjy na moiyhHocii u ycilewHocii pumere mogena oSpHyiiie yHuoHuye y pagy ca ciiy-
geHIumMa pasnu4uiiiol jesuukol HUB80a 3HAA.

lpyia xuiioiie3a je wakohe goxkasana u HoOWKpelveHa pe3ynilialiuma clilygeHaia Ha
wmecitiosuma. Vaxo je, kao wiitio je peuero, MPAGUUUOHATHA HACTIABA gATla HAJEUY Pe3yniail, ¥
cyuajy komOuHo8arwa WpaguuuoHanHe meiioge u mogena oSpHyiie yuuoruye tiag y 6pojy iioena
je marou og 3%. Pesynitiaitiu jacHo ykasyjy Ha Wio ga upumera mogena odpHyitie yuuoHuye jeciiie
moiyha, anu ga je wipeda ysecitiu HociielieHUM UPeACKOM CA WPAGUUUOHATIHE HA UHOBATHUEHY
CLIL meiniogy.
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Cmaitipamo ga Hawe ucipaicugaree uma KopucHe uminukayuje Ha apumeny y upaxcu. Pa-
gom je gokasamo ga je mogesn oOpHyilie yHUOHUYUe TPUMEHUE HA BUCOKOUKONICKOM HUB0Y U ga pe-
3yniaiiy Uokasyjy uoteHyujasn 3a game pa3eujarve 06e 8pcitie Haciidse.

Kmyune peuu: mogen odpnyitie yuuonuye, CLIL, lipaguyuonanta meiioga, ciiyguje ieosno-
iuje, eniznecku jeaux
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