
ISSN 2076-586X (Print), 2524-2660 (Online)   Серія «Педагогічні науки». Випуск № 4.2025 

42 

Висновки та пропозиції. Результати дослідження 
показали, що можливо будувати канторові множини 
на основі систем чисел з непарним базисом. Відповідні 
конструкції можуть бути основою для практичних 
завдань у курсі теорії функцій та функціонального 
аналізу в математичних спеціальностях вищих на-
вчальних закладів. 

Аналіз змісту навчальних програм з математики 
для спеціалізованих класів з поглибленим вивченням 
математики в закладах загальної середньої освіти 
вказує на можливість вивчення теми «Канторові 

множини та системи чисел» у різних видах неформа-
льної освіти, протягом 5-11 класів.  

Ключові слова: методичні особливості; система 
числення; множина; потужність множини; канторів-
ська множина; метричний простір; фрактали; фун-
кціональний аналіз. 
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IMPLEMENTING CLIL PRINCIPLES IN TERTIARY EDUCATION: 
A METHODOLOGICAL DIMENSION 

Introduction. This article operationalizes a 
framework for implementing Content and Language 
Integrated Learning (CLIL) within University meth-
odological practice, specifically for Master’s-level 
learners in Methods of Teaching the English Lan-
guage to High School and University students. It 
elucidates the foundational CLIL principles for For-
eign Language Pedagogy, examines key CLIL ten-
ets, including instructor mediation, scaffolding, and 
distinct language layers (subject-specific, general 
academic, and peripheral), alongside major strate-
gies such as concept mapping. A special emphasis 
is placed on the incremental progression from Basic 
Interpersonal Communication Skills (BICS) to Cogni-
tive Academic Language Proficiency (CALP).  

The purpose of the article is to illustrate how the 
elucidated CLIL principles can be effectively imple-
mented into methodological practice.  

Results.  Employing the methods of theoretical 
positioning, pedagogical observation, quantitative 
and qualitative research, and comparative analy-
sis, the article illustrates how CLIL conceptual posi-
tions may be applied to methodological classrooms 
presuming accumulation and progression in the 
course of foreign language and content acquisition, 
knowledge discovery, and assimilation of both 
BICS and CALP. 

Conclusion. CLIL curricula must delineate dis-
tinct language layers – subject-specific, general 
academic, and peripheral – each with unique char-
acteristics and functions, necessitating differentiat-
ed pedagogical strategies. At that, recognizing the 
intrinsic link between cognition and language with-
in subject domains is paramount. The progression 
from BICS to CALP is a protracted process, requir-
ing adherence to a structured procedure facilitated 
by CLIL instructors. CLIL is underpinned by six key 
principles that guide teacher scaffolding and 
framework implementation within CLIL learning 
environments. 

Keywords: Content and Language Integrated 
Learning; Foreign Language Pedagogy; Basic Inter-
personal Communication Skills; Cognitive Academic 
Language Proficiency; Scaffolding. 

 
Introduction. Content and Language In-

tegrated Learning (CLIL) represents a pivotal 
pedagogical paradigm shift, particularly with-
in the context of tertiary methodological in-
struction. Defined as a dual-focused educa-
tional approach, CLIL systematically inte-
grates the acquisition of disciplinary 
knowledge with the simultaneous develop-
ment of an additional language, thereby es-
tablishing a symbiotic relationship where the 
language serves as the medium for content 
mastery.  

While the foundational principles of CLIL 
are widely recognized, their actualization and 
implementation within the specialized envi-
ronment of methodological classrooms pre-
sents a distinct set of pedagogical and di-
dactic challenges. 

This study introduces the critical need to 
examine the concrete implementation of CLIL 
core tenets in settings focused on subject-
specific teaching methods, professional prac-
tice, and critical curriculum design. Such 
methodological classrooms necessitate an 
intricate balance: instructors must not only 
facilitate the learning of content (e.g., specific 
research methods, teaching techniques, cur-
ricular analysis) but also intentionally culti-
vate the specialized academic register and 
communicative and cognitive competence 
required for students to articulate this 
knowledge effectively in the target language. 

The goal of the article. This research is 
aimed at actualizing a potential framework 
for implementing CLIL within University 
methodological practice. To this end, the pre-
sent article will elucidate the foundational 
CLIL principles pertinent to Foreign Lan-
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guage (FL) Pedagogy and illustrate how they 
can be applied to FL methodological class-
rooms. 

Methods. The study employed a mixed-
methods research design, integrating both 
quantitative and qualitative approaches to 
comprehensively investigate the complexities 
of FL Pedagogy within a University curricu-
lum. Quantitative data were gathered 
through standardized assessments, system-
atic observational scales, and viva voce reci-
tations. Concurrently, qualitative classroom 
observations provided rich, contextual in-
sights into pedagogical practices. This con-
vergent design was selected to capture the 
multifaceted nature of real-life language 
learning environments and to facilitate a ro-
bust, triangulated understanding of the fac-
tors contributing to positive learning out-
comes. 

Results. CLIL is presumed to be success-
fully implemented into methodological prac-
tice provided its core principles are adhered 
to. Among these, the seminal contributions of 
Ph. Ball, K. Kelly, and J. Clegg (Ball, Kelly, 
Clegg, 2015, p. 71–101) hold significant 
weight. This study will contextualize these 
key principles within the methodological 
classroom environment of students seeking a 
master’s degree. 

Central to CLIL is the principle of mediat-
ing language between the student and new 
concepts, which entails the provision of con-
tent input by the instructor, incorporating 
embedded target language structures. Re-
spectively, CLIL instructors are supposed to: 
(1) anticipate potential language issues; (2) 
possess the pedagogical agility to address 
these issues effectively; (3) provide scaffolding 
to ensure high-quality student outcomes 
(Campbell et al., 1985, p. 45–46).  

In their turn, students are expected to: (a) 
analyze the studied issues from multiple per-
spectives, formulating conclusions and infer-
ences; (b) identify causal relationships and 
provide rationale for observed phenomena; (c) 
synthesize and interpret the results of peda-
gogical observations or experiments (Arm-
strong, 2003, p. 15). 

That given, the teacher has to mediate be-
tween the students and the target content, 
employing diverse contextualization strate-
gies like presenting linguistic material 
through visual aids such as graphical organ-
izers, accompanied with relevant exemplifica-
tion. Clearly, specific terminology is to be 
integrated within these examples to illustrate 
targeted linguistic patterns alongside logical 

connectives, which may pose challenges for 
students. The instances of such connectives 
are illustrated below (Vovk, 2020a, p. 94–98): 

Table 1 
Examples of Logical Connectives 

 
The next principle – cultivating subject 

language awareness – necessitates that CLIL 
instructors have a comprehensive under-
standing of the disciplinary language, 
demonstrate proficiency in its application, 
and foster a corresponding awareness among 
students. With this in mind, three distinct 
layers of language within classroom meth-
odological discourse are delineated (Ball, 
Kelly, Clegg, 2015, p. 71–101): (1) subject-
specific language, intrinsically linked to the 
discipline; (2) cross-curricular language, en-
compassing general academic discourse; (3) 
interactional language, facilitating classroom 
communication, often designated as periph-
eral language.  

Layer 1. Subject-specific language consti-
tutes content-essential language (Snow, Met, 
Genesee, 1989, p. 207), which instructors 
have to address. It is characterized by its 
lower frequency relative to general-purpose 
language and its high contextual depend-
ence. Instructors have to make subject-
specific vocabulary prominent through tech-
niques such as typographical emphasis (e.g., 
italics, boldface) or marginal glosses. Besides, 
instructors may employ pedagogical strate-
gies to facilitate students’ identification of key 
terminology like mnemonic devices and con-
cept mapping tools enabling students to or-
ganize and retain vocabulary through struc-
tured visual representations. Concept map-
ping tools encompass a variety of typologies 
involving specifications. 

A mind map is a visual representation of 
interconnected concepts, terms, or items, 
organized around a central node. This non-
linear graphical layout facilitates the con-
struction of a personalized conceptual 
framework promoting the visualization, re-
tention, and recall of information. Mind maps 
may take diverse forms. For instance, a mind 
map follows (fig. 1) represents the Communi-
cative and Cognitive Approach to Teaching a 
Foreign Language, employing a branching 
diagram structure: 
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Fig. 1. Branching diagram of the Communicative and Cognitive Approach 

The next mind map has the form of a clus-
ter gapped model (fig. 2), which students are 
expected to fill in with the notions they are 
getting familiarized with:  

 
Fig. 2. Cluster gapped model of Communica-

tive and Cognitive Approach 

Within the broader category of mapping 
the most prominent is a concept map – a 
graphical representation delineating the pro-
posed relationships between concepts. It rep-
resents ideas and information as nodes (e.g., 

boxes or circles) interconnected by labeled 
arrows, commonly arranged in a hierarchical, 
downward-branching structure. The relation-
ship between concepts can be articulated 
in linking phrases such as causes, requires, 
implies, is made up of, contributes to, are 
characterized by, etc. The succeeding exam-
ple instantiates the aforementioned (fig. 3): 

 
Fig. 3. Concept map of the Communicative 

and Cognitive Approach 

Educationalists distinguish between two 
primary types of maps: (1) generic concept 
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maps, encompassing key concepts and asso-
ciated language (constructed by the teacher); 
(2) learner-generated maps (produced by stu-
dents). The integration of concept maps with-
in the pedagogical process may appear bene-
ficial for content and language acquisition. 
The benefits comprise: (a) presentation of a 
generic structure of key concepts; (b) consol-
idation of essential terminology into a readily 
accessible resource (Ball, Kelly, Clegg, 2015, 
p. 70–73). 

Besides, generic maps can be employed 
for organizing and sequencing unit-specific 
vocabulary. A strong technique may involve 
presenting students with a gapped map, 
which they have to complete as they progress 
through the unit. This process facilitates the 
reconstruction of the unit’s overall conceptu-
al framework. The following gapped map ex-
emplifies this idea (fig. 4). 

 
Fig. 4. Gapped map of Communicative and 

Cognitive Approach principles 

Layer 2. General academic language that 
is not specific to any one subject. Unlike sub-
ject-specific language, it is not conspicuous 
at large, necessitating explicit pedagogical 
attention to ensure student assimilation and 
application.  

Subject-specific language and general ac-
ademic language constitute the Cognitive 
Academic Language Proficiency (CALP) of the 
curriculum. CALP refers to the language nec-
essary for comprehending and discussing 
academic content within the classroom. In 
addition to acquiring the language, students 
need to develop such CALP skills 
as comparing, classifying, synthesizing, eval-
uating, and inferring when developing aca-
demic, methodological, and communicative-
cognitive competence. General academic lan-
guage is intrinsically linked to cognitive pro-
cesses within subject domains. That is why, 
instructors are required to identify the lin-
guistic functions associated with these cogni-

tive processes and familiarize students with 
their usage. Tabular chart 2 illustrates the 
phrases of academic language with the func-
tions of inference and uncertainty. 

Table 2 
CLIL Classrooms Language  

 
Ball, Kelly and Clegg (2015, p. 81) empha-

size the significance of students’ ability to 
group and classify diverse phenomena as well 
as compare them. This proficiency is crucial 
for both CLIL instructors and students, 
hence the former have to provide the in-
stances of structures and phrases, which 
exemplify the function of the targeted lan-
guage features. 

The subsequent chart illustrates the lan-
guage corresponding to cross-curricular cog-
nitive skills in terms of “teacher questions” 
and “learner statements”. Its purpose is to 
render general academic language explicit for 
students, thereby enabling them to adequate-
ly employ it when articulating methodological 
concepts (table 3). 

Table 3 
Language in Question in CLIL Classrooms 

 
It is fair to acknowledge that not all cur-

riculum documents explicitly articulate the 
cognitive skills required within a specific sub-
ject. Consequently, CLIL curriculum develop-
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ers are expected to operate under the prem-
ise that all cognitive skills, by virtue of their 
inextricable link to language, must be explic-
itly defined and specified within the curricu-
lum. These skills are typically categorized 
into three domains (table 4). 

Table 4 
Categorization of Skills  

in CLIL Methodological Classrooms 

 
The aforementioned skills chart provides a 

synopsis of the cognitive and investigative 
skills to be expected of University students, 
irrespective of their disciplinary focus. These 
skills encompass both process and manipu-
lative skills. Within the context of methodo-
logical practice, process skills may involve 
(Ball, Kelly, Clegg, 2015 p. 78):  

(1) observation (utilizing sensory modali-
ties, such as auditory and visual perception, 
to gather information about phenomena);  

(2) classification (categorizing phenomena 
on predefined criteria). Practical skills are 
those that students acquire through work-
shops or internships. 

As previously established, subject-specific 
and general academic language constitute 
the CALP of the curriculum. This implies that 
beyond linguistic acquisition, students must 
cultivate CALP-related skills, including com-
paring, classifying, synthesizing, evaluating, 
and inferring, to progressively attain academ-
ic competence. 

Layer 3. Peripheral language predominant-
ly corresponding to the organizational lan-
guage employed within the classroom. It re-
fers to the language that teachers use for 
providing instructions and coordinating stu-
dent activities. Peripheral language corre-
sponds to Basic Interpersonal Communica-
tion Skills (BICS), which presume linguistic 
proficiency in everyday interactions. The lan-
guage used in these interactions can be ei-
ther context-embedded or context-reduced. 

Context-embedded language refers to 
communication occurring within a shared 
context, where students have access to sup-

plementary cues that facilitate meaning con-
struction (e.g., visual aids, expressions, activ-
ities with props, illustrations, etc.). Converse-
ly, context-reduced language refers to com-
munication such as lecture comprehension 
or dense text analysis, where linguistic sig-
nals are the primary source of meaning. 
Such tasks typically involve abstract and 
academic language (Cummins, 2000, p. 126; 
Cummins, 2009, p. 72). The chart that fol-
lows (table 5), which is a modification of the 
Cummins quadrant, illustrates cognitively 
demanding (CALP) and cognitively unde-
manding (BICS) tasks within context-
embedded and context-reduced environments 
for University students specializing in FL 
Pedagogy: 

Table 5 
Student Support Schema  

in CLIL Classrooms 

 
It is evident that the tasks located within 

the D quadrant, characterized by both cogni-
tive demand and context reduction, may 
prove most challenging for students. Howev-
er, it is crucial that students acquire the lin-
guistic and communicative potential to com-
plete such tasks, as academic and methodo-
logical success is contingent upon it (Lan-
guage Acquisition). 

Noteworthy that organizational, peripher-
al, or conversational language may overlap 
with general academic language, particularly 
when instructors combine content and spe-
cific activities. Peripheral language also en-
compasses the “regular conversation” of the 
classroom, referring to the interactional dis-
course between the instructor and students 
and between students themselves. While the 
monitoring of this language is feasible, like 
subject-specific and general academic lan-
guage, the instructor discourse itself consti-
tutes a component of peripheral classroom 
language. Table 6 exemplifies potential 
scripted classroom language (Vovk 2020b, p. 
77–91). 
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Table 6 
Teacher Language in English CLIL 

Classrooms 

 
The following principle presumes planning 

with language in mind. It implies that CLIL 
instructors are expected to prioritize linguis-
tic considerations while planning and devis-
ing classroom activities. This allows for the 
anticipation of potential linguistic challenges 
that students may encounter within a specif-
ic unit. Consequently, instructors can delin-
eate the linguistic elements embedded within 
content input and those anticipated in content 
output. The interrelated charts beneath illus-
trate a sequence of activities, in terms of con-
tent and planning, and demonstrate language 
planning within a CLIL lesson framework 
(modified from (Ball, Kelly, Clegg, 2015, p. 
83) (fig. 5). 

 

 
Fig. 5. Language planning for a CLIL lesson 

The abstract that follows exemplifies 
methodological study input, which embraces 
linear text with italicized headings for stu-
dent processing (Vovk, 2017, p. 83). 
The Model of Communicative and Cognitive 

Approach 
…The integration of J. Piaget’s levels of in-

tellectual development with generally accepted 
in Pedagogy stages of foreign language (FL) 
education has resulted in elaborating a com-
municative and cognitive framework for FL 

acquisition. This framework not only encom-
passes the aforementioned levels, stages and 
processes but also expands upon them by 
identifying ancillary stages that enhance com-
prehension of perceived input and facilitate its 
subsequent processing and assimilation, en-
clasping adaptation, modification, interpreta-
tion, and ultimately, production of new com-
municative output.  

Stage 1 
In stage one (perception of new input), stu-

dents are introduced to the context of commu-
nication through a foundational text, perceived 
through combined visual and auditory sensory 
channels. Complementary kinesthetic and 
logical channels are also engaged in this pro-
cess. Hence, multisensory perception is con-
ducive to creating holistic mental images, or 
percepts, of the new subject matter. Further-
more, in this stage, the development of FL 
speech habits commences within students’ 
endophasia, which is crucial for the subse-
quent imbibing and internalization of the in-
put.  

Stage 2 
In stage two (initial reproduction of new in-

put), students reproduce segmental speech 
patterns from the foundational text on the su-
perficial level in multiple grammatical, lexical, 
and phonetical exercises within invariant sin-
gle-type situations. These activities are aimed 
at ensuring the development of students’ 
speech habits alongside flexibility and muscu-
lar dexterity of their speech apparatus.  

Stage 3 
The first two stages culminate in stage 3 

(apperception of new input), wherein students 
conduct a multifaceted analysis of the per-
ceived material (identifying the thesis, struc-
ture and key parts of the foundational text, 
the interrelation of the text key parts with the 
thesis, the issues addressed by the author, 
used stylistic devices, etc.), construct on its 
basis conceptual models, thereby actualizing 
the schemata of students’ mental spaces and 
inferring new knowledge. This stage may re-
sult in the intellectual construction of a 
knowledge space by students. From a cogni-
tive perspective, they master cognitive pro-
cesses that mediate between stimulus (per-
ceived input) and response (speech 
re/production). Due to this, stage 3 fosters the 
development of students’ cognitive habits, 
which along with speech habits lay the foun-
dation for their communicative and cognitive 
competence. 

Stage 4 
The proposed model of advancing students’ 

communicative and cognitive competence in-
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corporates a transitional stage of learning – 
incubation of acquired knowledge – facilitating 
the conversion of external knowledge units 
into internal images or the transformation of 
explicit information into implicit knowledge. 
Therefore, this stage promotes further pro-
cessing of the subject matter and consequent-
ly, enhances mental and communicative per-
formance of students.  

Stage 5 
In the course of FL acquisition, an essential 

role is allotted to stage five (creative speech 
reproduction of new input). In this stage, stu-
dents creatively reproduce speech patterns 
from the foundational text at the super-
phrasal or mini text level within variant situa-
tional contexts. By this time, speech and cog-
nitive habits have presumably completed their 
development undergoing automation and re-
finement, while communicative skills are being 
promoted. Students’ logical thinking unifies 
with intuition giving rise to insight or heuristic 
cognition as the highest level of intellection.  

Stage 6 
It the final stage (independent speech pro-

duction), students utilize the assimilated and 

internalized material in individual meaningful 
speech output. This stage is similarly creative; 
students base their communicative outcomes 
of the text level on diverse communicative set-
tings. Accordingly, a broader spectrum of set-
tings promotes enhanced communicative and 
cognitive reconstruction of perceived infor-
mation… 

The instantiated rubricated piece of meth-
odological text illustrates content with em-
bedded generic and CALP language that may 
serve as anticipated student output. Stu-
dents employ content vocabulary and CALP 
phrases from the text to be used in their own 
content discussions. 

Subsequent table 7 demonstrates a typical 
curriculum descriptor for the subject area. 
What is missing from this descriptor but is 
pivotal for CLIL is specifications regarding 
the course of action and language. Therefore, 
CLIL curricula have to be designed with lan-
guage in mind to make more explicit to the 
instructor what language is required and 
what strategies to utilize to actualize this 
language during instruction. 

Table 7 
Typical Curriculum Descriptor 

 
 

So, in order to reconstruct this missing 
link, the procedural decision may involve 
creating a read-and-sort activity to engage 
students in discussing the content of the text 
in pairs or small groups. This strategy would 
enable students to share their own individual 
interpretations and comprehension of the 
theme through initial ‘private talk’. To realize 
this opportunity, the instructor has to identi-
fy a generic structure within the text to con-
struct a diagram of the context incorporating 
embedded language, which students could 
utilize in order to process the content input 
(Ball, Kelly, Clegg, 2015, p. 89). For instance 
(table 8): 

Table 8 
Content Diagram in CLIL Classrooms 

 
The aim of the illustrated diagram with 

the embedded language is to scaffold the 
students in constructing the output content, 
by exposing the diagram, and requesting 
them to feed back on what they have assimi-
lated concerning the theme under study (The 
Communicative and Cognitive Approach).  
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The next principle – carrying out a curricu-
lum language audit – presumes that while 
curriculum documents provide instructors 
with contextual guidance regarding class 
content, the degree of instructional explicit-
ness may vary across the levels of study. 

When it comes to CLIL, there is a requisite 
for redeveloping the focal aspects of curricu-
lum documentation in three basic CLIL di-
mensions: concepts – language – procedures 
(Ball, Kelly, Clegg, 2015, p. 101) as illustrat-
ed in table 9: 

Table 9 
CLIL Curriculum Features 

 
 

Furthermore, it is argued that ‘language’ 
has to be also incorporated in curriculum 
documentation to assist instructors. Respec-
tively, curricula have to be redesigned to pro-
vide instructors with: (1) detailed language 
specifications for each content unit; 
2) explicit language objectives for students 
working on this particular unit (smyth 2003, 
p. 90). 

Implementing the principle making general 
academic language explicit scholars suggest a 

five-step approach to actualizing general ac-
ademic language (Ball, Kelly, Clegg, 2015, 
p. 93):  

1) content text identification (written, spo-
ken, or audio-visual);  

2) key concept delineation underscoring 
the key ‘concepts’ revolving around a theme;  

3) general academic language distinction 
pinpointing common phrases and consider-
ing exposed cognitive skill (table 10 (Vovk, 
2020a, p. 111): 

Table 10 
Illustration of Cognitive Skills  

in CLIL Classrooms 
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4) lesson procedure establishment identi-
fying the ‘procedure’ of the lesson (steps 1 to 
3 govern the procedure); 5) integration of 
general academic language into activities 
embedding general academic language within 
pedagogical activities, such as:  

1. Provide definitions for the following con-
cepts: approach, method, technique, proce-
dure, model, activity, strategy, habit, skill, 
communicative and cognitive competence, 
speech and mental performance. 

2. Identify the stages of the CCA model de-
lineating corresponding goals and possible 
learning outcomes. 

3. Specify and instantiate the tasks asso-
ciated with CCA activities. 

4. Exemplify the strategies of the CCA. 
5. Create initial discourse opportunities. 
Instructors are expected to foster conver-

gence between students’ interlanguage and 
the academic language utilized in the class-
room. Furthermore, students engaging with 
new content require opportunities to demon-
strate foundational comprehension before 
achieving deeper understanding. Therefore, 
providing scaffolding and tools to support 
their gradual expansion of content knowledge 
is essential. As W.-M. Roth posits, “Practical 
actions provide the conditions for the emer-
gence and evolution of the language simulta-
neously with the emergence of the perceived 
patterns in the material world” (Roth, 2005, 
p. 80). 

The primary objective of these ‘practical 
actions’ is to establish initial discourse op-
portunities for reflection and articulation. 
This is where the interplay between BICS and 
CALP becomes crucial (Cummins, 2000, p. 
211): ‘talking themselves into understanding’ 
may allow students to progress from using 
their ‘own’ interlanguage to the ‘standard’ 
language of the discipline, creating abiding 
opportunities for BICS, but supporting in-
creasing demands for CALP. 

The final principle – sequencing activities 
from ‘private’ to ‘public’ discourse – under-
scores the pedagogical significance of priori-
tizing oral discourse over written production, 
particularly in the initial stages of learning 
(Roth, 2005, p. 221; Gibbons, 2002, p. 111). 
This strategy is a foundational way of ena-
bling students to progress incrementally, to 
propel an understanding of the content ‘in 
their own words’ before trying to utilize the 
‘standard’ language of instruction and schol-
arship. Moreover, in the initial stage, there is 
a necessity for what is known as ‘exploratory 
talk’, which may provide students with op-
portunities to ‘explore’ the content and ‘talk 
themselves to understanding’ (Barnes, 2008, 
p. 7). This process entails: (1) initial group 
discussion allowing students to share under-

standing with each other in their own indi-
vidual wording; (2) plenary instructor dis-
course enabling them to model the ‘standard 
language’ of the discipline, simultaneously 
engaging with students’ self-articulated con-
tributions (Gibbons, 2002, p. 113).  

This sequential routine may empower stu-
dents to assimilate standardized linguistic 
models from the instructor and/or peers. 
Eventually, students will be able to produce 
written content outputs grounded on their 
initial talk, using standardized subject-
specific language. This progression provides 
students with advantageous opportunities to 
refine their understanding through self-
articulation before generating written out-
comes that adhere to the ‘academic standard’ 
of the discipline (Gibbons, 2002, p. 115).  

Conclusion. In summary, the effective 
implementation of CLIL curricula necessi-
tates the precise delineation of distinct lin-
guistic strata. These strata – comprising sub-
ject-specific registers, general academic dis-
course, and peripheral communicative ele-
ments – each manifest definite lexico-
grammatical characteristics and fulfill dis-
crete functional roles. Consequently, this 
linguistic heterogeneity mandates the appli-
cation of differentiated pedagogical strategies 
tailored to each layer’s specific demands. 

A foundational premise of CLIL is the 
recognition of the intrinsic, constitutive rela-
tionship between cognitive processes and 
linguistic instantiation within specialized 
subject domains. The developmental trajecto-
ry from BICS to CALP constitutes an extend-
ed, protracted process. This incremental pro-
gression warrants strict adherence to a 
structured procedural protocol, which is sys-
tematically managed and scaffolded by CLIL 
instructors. 

The entirety of the CLIL methodology is 
systematically underpinned by six founda-
tional pedagogical principles. These princi-
ples serve as the governing parameters for 
both teacher scaffolding mechanisms and the 
architectural framework implementation 
within CLIL learning environments. 

Further implications. Although this in-
vestigation is currently inconclusive, it none-
theless furnishes several substantive insights 
into the integration of CLIL within tertiary 
methodological practice. The illustrative ex-
amples proposed for operationalizing CLIL 
foundational pedagogical principles within 
specialized methodological classroom settings 
demonstrate congruence with established 
CLIL practical guidance. This alignment, in 
turn, strongly articulates an imperative for 
subsequent empirical inquiry and further 
scholarly exploration within this academic 
domain. 
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ВОВК Олена  

докторка педагогічних наук, професорка,  
професорка катедри англійської філології та методики навчання англійської мови, 

Черкаський Національний університет імені Богдана Хмельницького 

ВПРОВАДЖЕННЯ ПРИНЦИПІВ CLIL У ВИЩІЙ ОСВІТІ: 
МЕТОДОЛОГІЧНИЙ ВИМІР 

Анотація. Вступ. У пропонованій науковій праці 
актуалізується можливість упровадження інтегро-
ваного змісту та мови (CLIL) в університетську ме-
тодологічну практику, зокрема для студентів магіс-
терського рівня, що вивчають дисципліну «Методика 
викладання англійської мови студентів старших 
класів та університетів». Також у статті висвітлю-
ються основні принципи CLIL для методики навчання 
іноземних мов, розглядаються ключові положення 
CLIL, включаючи посередництво викладача, надання 
лінгвістичних опор, та можливість опанування окре-
мих мовних рівнів (предметно-специфічного, загаль-
ноакадемічного і периферійного).  

Пропонуються основні стратегії навчання, зокре-
ма концептуальне мапування. Особливий акцент 
робиться на поступовому прогресуванні від базових 
навичок і вмінь міжособистісного спілкування (BICS) 
до когнітивно-академічного володіння іноземною мо-
вою (CALP). 

Метою статті є проілюструвати, як висвітлені 
принципи CLIL можна ефективно впровадити в 
практику ЗВО на заняттях із методики навчання 
іноземних мов. 

Результати. Використовуючи методи теоретич-
ного позиціонування, педагогічного спостереження, 
кількісного та якісного дослідження, а також порівня-
льного аналізу, у статті ілюструється, як концеп-

туальні положення CLIL можуть бути застосовані до 
занять із курсу методики навчання іноземних мов, 
що передбачає акумулювання та зростання знань у 
процесі оволодіння іноземною мовою поряд із засвоєн-
ням цільового предметного контенту, відкриття 
знань та опанування як BICS, так і CALP мови. 

Висновок. Навчальні програми CLIL повинні роз-
межовувати окремі мовні шари – предметно-
специфічний, загальноакадемічний та периферійний 
– кожен з унікальними характеристиками та функ-
ціями, що вимагає диференційованих педагогічних 
стратегій. При цьому, визнання внутрішнього зв’язку 
між пізнанням та мовою в межах предметних галу-
зей є надзвичайно важливим. Перехід від BICS до CALP 
є тривалим процесом, що вимагає дотримання стру-
ктурованої процедури, яку мають впроваджувати 
викладачі CLIL. CLIL базується на шести ключових 
принципах, які скеровують професійну підготовку 
викладачів та допомагають імплементувати зага-
льну методичну структуру на заняттях у ЗВО. 

Ключові слова: інтегроване навчання змісту та 
мови (CLIL); методика навчання іноземних мов; базові 
навички і вміння міжособистісного спілкування; воло-
діння когнітивною академічною мовою; мовні опори. 
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