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1. Introduction

As a specific representation of the interdisciplinary approach in pedagogy,
CLIL (Content and Language Integrated Learning) has received a wide range of
interpretations on both theoretical and practical level. Incorporated in the form of a
bilingual education scheme or a binary class system (subject teachers and language
teacher working together in one classroom sharing study time and introducing
material together in two different languages), it preserves its essence as an
educational attempt to cater for the learner’s need to simultaneously handle foreign
language skill building, general knowledge acquisition, development of critical,

creative and academic thinking as well as communicative competences.
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The relevance of this issue is determined by the fact that the existing
university EFL syllabi, being oriented at the “average” learner, does not pose
sufficient and satisfying cognitive and linguistic challenge to high achieving
representatives of the student population. This is the situation to which CLIL may
serve as a solution.

Apart from the 4Cs (Content, Cognition, Communication, Culture) the
theory of CLIL as a comprehensive approach also attaches functional concepts
which we found relevant for this study. The theory of BICS (Basic Individual
Communicative Skills) and CALP (Cognitive academic language proficiency) by
J. Cummins (1984) simultaneously reflects the core idea of CLIL and the algorithm
of content learning: moving from cognitively undemanding context imbedded
communication occurring at the initial stage of language learning to cognitively
demanding context reduced communication involving added cognitive effort at the
advanced stages of language acquisition. The learner, according to O.Meyer
(2010), gradually passes the transition from BICS to CALP and thus mastering
content, language, communicative and academic skills and knowledge.

Statement of Purpose

Despite very explicit definitions of CLIL as well as provenly successful
practices (Fortanet-Gomez, 1., & Bellés-Fortufio, 2008, Jiang, Li., Jun Zhang, L.,
May, S., 2019), interpretations of its essence in Ukrainian and foreign academic
writings reveal certain conceptual discrepancies: it is either being rebranded into a
variation of ESP or its aspect or is just seen from the point of view of the guiding

methodology, i.e. of creative teamwork, project work or problem-based learning



combined (Grigorieva K.S., Salekhova L.L., 2014, Znanetska O.M., 2012).
Another point of confusion, which we intend to bring into focus in this article, is
lack of clear differentiation between the school and university formats of CLIL,
ESP and EMI, which is critical for understanding the place of the three approaches
in Ukrainian tertiary education. So, the research interests we attempted to cover in
this article are represented in the following questions:

1. What is the place and role of CLIL as an innovative method in the
tertiary education in Ukraine as compared and contrasted with the
classical ESP and EMI courses, as well as school CLIL?

2. What are the challenges that CLIL implementers are to face?

3. How does the conception of CLIL correlate with students’ needs and
learning goals?

Literature Review and Discussion

Contriving to draw a division line between ESP and CLIL, scholars have
come to varied conclusions: Fortanet-Gomez and Belles-Fortuno (2008) argue that
ESP has the single aim of teaching and learning a foreign language, while CLIL
places importance on content matter as well as the status of the language.
Lasagabaster & Sierra (2010) refer to CLIL as umbrella term, signifying an
innovative educational approach by which a subject is taught in an additional
language. The same idea is expressed by K. Grigorieva and L. Salekhova. K.
Graham (2018) practically equates CLIL and EMI viewing both as a variation of

CBI (content-based instruction).



While addressing the first question on the place and role of CLIL in
Ukrainian tertiary education we attempted to draw a division line between three
types of content-based EFL courses, i.e. ESP, EMI and actually CLIL referring to
the content type, language acquisition model plus specific vocabulary and
dominating methodology.

The first conclusion we have made was that school CLIL and university
CLIL should be clearly differentiated. On the stage of secondary education the
scope of subject matter the curricula encompass are exceedingly varied ranging
from exact sciences to the humanities and arts. Learning a subject or a topic by
means of a foreign language is claimed as hard or soft CLIL and there are no other
subject-language blends in the school curricula. At the university level, though, the
situation is different: there are two other types of content-language blends which
are not supposed to be confused with CLIL: a) ESP courses the aim of which is to
train students to communicate in their professional field and make a rich input of
the respective terminology; b) EMI courses in which English is used to teach
academic subjects in countries or jurisdictions in which the majority of the
population’s first language is not English (J. Dearden, 2015). To paraphrase, EMI
courses are typically professional degree courses taught in English. If we regard
these two course types from the point of view of content-language ratio, we will
clearly observe a self-sufficient construct in which ESP caters for the language
acquisition and EMI for content learning. In this seemingly exhaustive scheme of
content-based courses at the university level is CLIL to be perceived but as an

unnecessary redundancy? The answer to this question naturally comes from an



even superficial course content analysis. As an example, an EMI course of Political
Science largely and primarily pertains to professional themes modified and
changed with different frequency and intensity as well as expert knowledge
acquisition. ESP courses involve miscellaneous text material for teaching grammar
and terminology, but with a less heavy focus on in-depth profession-specific
training and actually without the objective to ensure it as the main consideration is
language. However, students of Psychology doing an ESP course learn the same
type of content as those doing EMI: the knowledge essential for their degree
qualifications, i.e. knowledge not provided to students majoring in Geography or
Primary Education.

The literature review and a systematic analysis of the existing approaches
and practices in the CLIL domain have led us to a set of assumptions that further
determined our course of research in conducting a pilot CLIL project at university
level.

1. Unlike school CLIL which means mastering a subject through a foreign
language as a medium, university curricular have two other content-language
courses: EMI and ESP, whose difference from CLIL is still to be determined and.
The specificity of university CLIL is not only in the double content-language focus
but also in the fact that it should be introduced only as interdisciplinary subject
matter. If the content suggested relates directly to the students’ degree
specialization, it automatically becomes ESP or EMI. This may either be a
comprehensive course not referring to any concrete specialty (e.g. “Media

Literacy”, “Academic Mobility” etc.) or a thematic complementation to the EGP or



ESP courses providing extra-syllabus content relevant for any modern information
consumer as well as information creator, regardless of which degree course they
are doing. Importantly, CLIL content is to be viewed as non-major and cross-
curriculum content.

2. As CLIL is not to refer to students’ professional field it is only possible
in the format of soft CLIL. To this format we may refer the recently created
psychological, biological, economic and historic content, principally new and
engaging, which supplements the background knowledge of a specific topic as well
as of a specific subject. Generally, the content base of the existing EGP university
courses is subdivided into topics, the major aim of which is to enrich the students’
vocabulary for them to be able to name things and phenomena that they already
tacitly know. That is to re-teach them the subject matter that they previously learnt.
CLIL offers the type of knowledge that is completely or partially new, explicated
and introduced into students’ picture of the world. In this regard namely CLIL may
constitute the developmental aspect of language education at tertiary level.

3. The major challenges CLIL implementers currently face are related to
the course structure and also chronology of language learning occurrences. ESP
courses are taught primarily in the first two years of a degree course while the
disciplines referring to students’ professional domain and thus the specific content
with its terminology that can be used for ESP practices appears later, in the third
year, for example. This means that if CLIL should be implemented in Ukrainian
tertiary education, the scheduling of the curricula should be done in correlation

between degree and ESP courses. To further on, the frequently mentioned dilemma



of who should teach CLIL — a subject or a language teacher has an outcome in the

English teacher having to master professional trivia of the field their students

major in. CLIL endeavors are not submitted to a local board of experts for

approval, thus the schools and universities that propose them are essentially self-

referential or rely heavily on the set book CLIL content. On account of this

situation, any teacher, also in collaboration with students, can decide to set up

CLIL in this or that variation. It has not been specified what kind of assessment

system is to be applied concerning language vs. content point distribution.

and ESP in comparison and contrast.

The following table is a summary of the conceptual features of CLIL, EMI

Table 1

ESP

EMI

CLIL

Type of Content

Subject matter
reflecting professional
trivia, elements of
expert knowledge and
situations of
professional
communication partially
duplicated in L1 degree
COUrSES.

Degree-based

content,

domain

knowledge replicated
from L1 curricular.

Interdisciplinary
cross-curricular
content designed for
non-majors of the
field.




Language acquisition model

Assessment Criteria

Vocabulary of the
respective domain and
relevant grammar.

not subject to
specialized
instruction no
assessment IS
envisaged.

>
g Lexis being of | Language  learning | Double focus on
o | paramount importance, | does not occur as | language and
S | inc. terminology of the | such since the former | content. VVocabulary
% specific ~ field and | serves as a medium | and relevant
—1 | general academic | of  communicating | grammar are
vocabulary, relevant | expertise and does | introduced
grammar patterns | not belong to the | separately to relieve
constitute an important | objectives of the | possible cognitive
aspect of language input | course. obstructions.
as well.
Receptive and | As the skills related | Language  Block:
productive EFL skills. | to language use are | receptive and

productive skills.
Content Block:
factual subject
matter;

high order thinking
skills;
communicative
integrity




The didactical
principles are those
applied for language
learning as such

(illustrativeness,
comprehensibility,
communicative
principle etc.).

No pre-ordained
methodology in terms
of language learning
Is applied.

The
principles
explicated by
O.Meyer []:

quality

1. Rich Input.
2. Scaffolding
Learning.

of exercises.

@ 3. Rich interaction
= and pushed output.
I= 4. Adding the
a intercultural
Bl Mode of learning: | dimension.
= task-oriented, 5. Involve high
S | Mode of learning: task- | teacher-fronted order thinking
§ oriented. Degree of | lecture sessions and | skills.
© | interactivity and | seminars with little | 6. Sustainable
= collaborativity interactivity [Dafouz | learning.
fluctuates with each | etal., 2007]
individual teacher. Mode of learning:
student-centered,
set as a teacher-
student
collaborative
enterprise,  highly
interactive.
é
= Language learning is| The methodology | BICS—CALP,
-§ performed according to | pertains to  the|group and pair
< an algorithmic | immersion pattern | work, active
= methodological scheme. | which is introduced | methods of
2> Receptive and | simultaneously with | learning, problem-
§ productive skills | the  syllabus-based | based learning,
= undergo special training | theory of the major | project,
3 through an elaborate set | course. presentation, team

building games, use

of graphic
organizers, mind
maps and

infographics.




The study

Context of research and participants

Finding institutional support in conducting this research at Vinnytsia
pedagogical university we launched a pilot CLIL project comprising 8 syllabi-
based sub-modules featuring scientific content. First-year humanities majors
meeting the threshold English proficiency level (N=78, divided into 7 groups) and
3 EGP teachers gave their consent to participation in this study. By the time this
research was conducted the students had undertaken 1 semester of the EGP course.
The homogeneous versus mixed-ability contingent was selected on the assumption
that language inadequacy in the project participants may appear to be a serious
impediment in meeting the research goals.

Data collection and analysis

To maximally cater for the objectives of the research, a mixed-method
design was employed. Data was collected through 1) direct observation structured
according to an observation plan; 2) a post-observation questionnaire survey
designed to locate the students’ learning motivation and impressions of the project;
3) a semi-structured post-observation interview and field notes content analysis.

Pilot Project Design

The CLIL was introduced as a variative component to each of the staple
program units following the BICS—CALP principle and employing a wide range
of active methods of learning. Avoiding banalty, redundancy and thus

reappearance of the already studied or the obvious, we specifically aimed at the



students’ using the newly received knowledge, introducing it into practical

solutions, negotiation, persuasion, reflection on the subject matter. The

assignments were deliberately designed so that the learners make extensive use of

the H.O.T.s, summarize and analyse their cognitive and emotional experiences,

synthesize and re-dimension the subject-matter areas dealt with in the course of the

project.
Table 2
Provisional syllabus unit contents
Staple Topic University. Student Life.
Content focus | Culture Shock: Stages, Features, Solutions.

Language input

Psychological terminology.

Adjectives describing emotional states.

Present Simple active and passive.

Grammar structures used for expressing advice and opinion:
should, had better, why not..., a good idea is..., in my view, as
far as .... is concerned etc.

H.O.T. output:

Prognostic thinking; analysis; critical thinking; emotional
intellect competences, comparison, categorization, classification.

Communicative

Ethical communication, persuasion techniques.

competences
BICS stage 1) Entry discussion.

2) Creating infographic images of individual experience of
culture shock with their further analysis (cause-effect-
solution algorithm).

3) Creating a group summary poster.

CALP stage 1) Introduction of the subject matter with the preliminary focus

on language and scaffolding.

2) Activities facilitating comprehension and retention of the
content alongside with language skill-building.

3) Self-evaluation and feedback.

Sample Task #1 (BICS stage)




Team 1. You will receive a list of questions for a survey. Move around the
classroom and interview your fellow-students. Analyze the answers of the
respondents and deliver a team report on the data collected.

Team 2. Answer the questions of the interviewers. Try to remember your first
time at university in detail. Be specific about the things you did as well as your
feelings.

Sample Task #2 (CALP stage)
You are a student counselor. Analyze the following problems first-year

students face. ldentify the stage of culture shock, specify the symptoms. Discuss
possible solutions.

Table 3
Name Problem Solution
Anna | feel very lonely here. I miss my home
S. and my old friends. | don't go out a lot

and | feel very different from others.
Roma My roommate really annoys me! He
F. takes my things, even my laptop, doesn't

clean up the mess and is s00000 noisy! |

can't really change my room now, can 1?
Ivan  University is ok. | already have some

L. friends here. We go out from time to
time. | have learnt to cook, so I don’t go
hungry anymore.

Vira  It’s so exciting here! There’s so much to

D. do and see! I feel as if I've been born

again! The course is fantastic, the guys
are awesome! It’s true that student years
are the best!

Sample Task #3 (CALP stage):

You are a group of investors ready to allocate funds for three projects for
freshmen. These aim to relieve the challenges of culture shock experienced by
students in their first year at university. Each team is responsible for compiling a
list of benefits of one project and a list of challenges of the other two. The task is to
persuade the other teams that the project your team is in favour of is the most
relevant in the present-day context.

Team 1: Counseling service for first-year students run by psychology

majors.

Team 2: Tour club and field trips for freshmen organized by geography and

PE majors.



Team 3: Debating society.

Results and Discussion

Classroom observation was completed according to a set of criteria featuring
the triple learning goals and desired learning outcomes. The predominance of
interactive methods in CLIL’s classroom design determines a special status of the
communicative culture of learners which led us to add a cultural dimension to the
research procedure and enable to locate students’ most typical communicative
behaviors. With the research purpose only, the teachers were requested to fill in the
observation forms after each CLIL session and also produce a set of field notes
describing their impressions of the aspects not featured in the form. The latter were
processed and added to research results. To ensure the validity of the research the
observation was before the launch of the CLIL component and after it. The results

of the observation are presented below.

Classroom observation report form (Before)



Ethical communication markers
High order thinking employment
Subject knowledge retention
Code switching

Language mediation

Productive Skills

Perceptive Skills

0%

10%

20%

30% 40% 50% 60%

70%

Low
M Average

H High

Classroom observation report form (After)

Ethical communication markers
High order thinking employment
Subject knowledge retention
Code switching

Language mediation

Productive Skills

Perceptive Skills

0% 20%

40% 60% 80%

100%

Low
B Average

H High

Table 4

Types of the students’ communicative behaviors

Evaluation Communication Styles
Criteria Inertial Style (14% | Monopolization Ethical Style (48%
before; 8% after) | Style (38% before; | before; 68 after)
24% after)
Perceptiveness to | Passive position in | Rigid position in | Readiness to
other thinking | interpersonal perceiving the | accept  different
cultures communication. partners’ opinions.
viewpoints. Demonstrating the
value of
communication.
Responsiveness Lack of | Egocentric Discourse markers
communicative strategies in | demonstrating  a
initiative; cognitive and | dialogical
minimized discussion disposition:
feedback to the | strategies realized | interpretation and




partner’s remarks.

in regular
interruptions,
simulation of
attention.

paraphrasal of the
partner’s remarks;
high  feedbacking
on the partner’s
remarks;
non-verbal
markers of
cooperative
behaviour.

Cognitive
flexibility

Passive position in
the content study;
Reproductive style
of reflection;

Low diversity of
perspective.

Developing  their
OwWn perspectives;

No account is
made of the others’
remarks.
Demonstration of
prejudice and
antipathy.

Demonstrating
tolerance towards

other students’
Vviews and
perspectives;

Readiness to adapt
and transform their
perspectives  with
regard to their
partners’’.

The post-observation questionnaire survey was centered around three

motivation biases: pragmatic, cognitive and that reflecting the need for personal

growth. The post-observation interview enabled to collect the teachers’ and

students’ feedback to the project and their reflections and perspectives on the

benefits and restrictions of content-based approach in Ukrainian university

settings.

The questionnaire contained nine items on a five-point Likert scale ranging

from “strongly agree” to “strongly disagree” which tapped into students’ self-

identified English learning needs which might be met through introduction of




CLIL. The data derived were then finally submitted to descriptive analysis through

SPSS and are summarized in the table below.

Table 5

Questionnaire survey data analysis

Motivation bias % Specific motivation markers

Pragmatic 12% Becoming a more knowledgeable and
interesting communicant able to hold intelligent
conversation and thus be more socially
attractive.

16% Acquiring knowledge that may become a
benefit in the context of communication,
networking and career development in future.

6%  Obtaining material for instruction and sharing
that may favor the teacher’s status and
authority.

Total: 34%

Cognitive 8%  Learning vocabulary and content that never
appear through mainstream EGP and ESP
COUrSES.

18% Compensating for lack of factual knowledge
about the material world and social phenomena
experienced by pedagogy and philology majors.

10% Receiving “insider” knowledge of the subject,
considering issues that refer to the inner
structure, action mechanisms or background
history of the subject.

Total: 36%
Personal growth 8%  Personal growth and self-actualization through

learning principally new things that do not
occur in the content of other degree or non-
degree courses.




11%
Acquiring confidence through the feeling of

growth appearing from expanding the world
11% outlook.

Enrichment of general knowledge as well as
language and communication skill building.

Total: 30%

Both the students and the teachers involved in the CLIL pilot project brought
forward two main conditions which should be observed in the pursuit of successful
CLIL implementation: 1) Students’ language proficiency must be sufficient in
order to be able to grasp the linguistically loaded and academic subject matter. 2)
Course material must have reference to knowledge that will be useful for future
professional activity or at least contain some interesting, new and original

information that may expand students’ awareness of the surrounding world.

Interview Excerpt 1:

Teacher 1: Having to deal with language obstructions in cognition
facilitates retention of knowledge and makes the process of cognition more exciting
and memorable.

Teacher 2. CLIL gives a chance to actualize your intellectual potentials in
high achieving students, who find it engaging to face an intellectual challenge and
give vent to their ideas and perspectives. They have aptitude for high order
thinking but do not get enough possibility to make use of it during a mainstream
task-oriented EFL course.

Interview Excerpt 2:



Student 1. This is the kind of content through which identify our attitude to
something and thus we cognate ourselves. It is a self-discovery in a way.

Student 2. CLIL being focused on content allows us not to focus on the
accuracy of our speech. We just use it as a tool for cognition and communication.

Conclusions

In response to the first research question we set, it should be mentioned that
the concept of CLIL in the university settings has to be distinguished from its
counterparts — EMI and ESP. A systematic study of the relevant literature and the
comparative analysis of the three approaches has led us to their clear
differentiation according to which CLIL appears to be possible as a non-degree
interdisciplinary course or syllabus component introduced to non-majors of the
field.

The pilot project revealed unique potentials of CLIL in terms of acquisition
of knowledge, expanding the awareness of students in non-degree areas, language
skill building and high order thinking skills development. It may serve to the
advantage of the high achieving contingent of the student population conferring
them an opportunity to learn and develop to their full potential. Alongside rather
than instead of the already existent EFL university courses CLIL may enhance
diversification of university syllabi and lead student and teachers to an effective
collaborative scheme of learning and development.
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