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Abstract. As English-medium and trilingual instruction expands across
higher education in multilingual contexts such as Kazakhstan, understanding
effective pedagogical approaches for language development becomes increasingly
important. This study examines how project-based Content and Language
Integrated Learning (CLIL) influences students’ motivation and English language
skill development and compares learners’ perceptions with those of traditional/
classical methods. The participants are third-year English-major students at
Korkyt Ata Kyzylorda University in Kazakhstan, who took part in semester-long
project-based CLIL classes with Chemistry and Biology as content subjects. A
survey-based quantitative study was conducted, and data were examined using
descriptive statistics and Pierson’s correlation in SPSS. Findings show that
students perceive project-based CLIL as beneficial for speaking and reading
skills, with translanguaging practices supporting comprehension, while writing
and listening showed comparatively lower gains. A strong positive correlation (r
= 0.690, p < .001) between students’ participation in collaborative projects and
proficiency gains confirms the importance of interactive and engaging learning
environments. It contributes to CLIL theory by foregrounding collaboration as
a key component that has been undertheorized in existing frameworks. Despite
limitations in sample size and short assessment duration, findings suggest that
project-based CLIL with translanguaging elements strengthens both language-
learning outcomes and motivation. Practical guidance for curriculum designers
and educators implementing CLIL in multilingual educational contexts is also
provided.
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Based Learning (PBL), translanguaging, foreign language learning, students’
perceptions, research skills, language skills, motivation, multilingual education

Introduction

Kazakhstan seeks to integrate into the world educational and scientific
community to reach the standards of industrialized nations, where English is the
dominant language. In response, the Kazakh government introduced a trilingual
education that emphasizes proficiency in Kazakh, Russian and English [1]. The
importance of this study lies in its adoption of Content and Language Integrated
Learning (CLIL), a methodology that fosters the simultaneous acquisition of
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subject content and language skills. It is important to incorporate complementary
innovative student-centered approaches, such as Project-Based Learning
(PBL), and translanguaging to improve the effectiveness of CLIL [2]. PBL was
implemented alongside CLIL by combining foreign language education with
scientific disciplines, such as Chemistry and Biology, at a regional educational
institution to boost the effectiveness, learner engagement and overall output of
the teaching and learning process.

Key to the success of such methodologies is the development of the main
language skills. Reading, writing, listening, and speaking, based on communication
and comprehension [3], each contributes distinctly to overall ability. Motivation
also plays an important role in inspiring learners to stay engaged and persist in
their learning efforts [4].

Relying on this foundation, CLIL uses various methods that promote active
learning and engagement. Instead of focusing on traditional language instruction,
it stresses learning through context [5]. By using authentic materials and real-
life situations, CLIL creates a captivating learning experience that helps students
connect language acquisition with practical use. Coyle, Hood, and Marsh [6]
identify four connecting principles, Content, Communication, Cognition and
Culture (4Cs), as the central framework of CLIL. Students develop subject
knowledge (Content) while using language as a means of Communication,
building critical thinking (Cognition), and cultivating intercultural awareness
(Culture). To achieve these aims effectively, CLIL uses scaffolding techniques in
which teachers provide planned support through visual aids, language tasks, and
repetition to improve content understanding and language acquisition [7].

Similarly, PBL emphasizes student-centered learning, engaging students
in real-world tasks and collective work through problem-solving, exploring new
topics, and applying them in practice. In the context of language acquisition,
PBL improves communication skills as students use the target language to
collaborate, conduct research and present their findings [2, 8]. This interactive
method improves language proficiency and builds critical thinking, creativity,
and teamwork which makes learning meaningful and engaging [2]. Both PBL
and CLIL are student-centered pedagogical approaches that foster engagement
and interdisciplinary learning. In PBL, students work on real-world problems
over an extended period [9], which stresses critical thinking, collaboration, and
practical use of knowledge. The merging of these two methods magnifies the
respective strengths. PBL’s hands-on problem-solving activities match with
CLIL’s communicative approach, in which students use the target language as a
means of learning and self-expression. Secondly, CLIL advances interdisciplinary
connections by teaching content in a foreign language, while PBL integrates
multiple disciplines, providing an integrated learning experience. Thirdly, both
approaches are focused on real-world learning. CLIL situates the language use
in content contexts, and PBL engages students with authentic, real-life problems,
showing the practical relevance of language skills.

PBL and CLIL promote active learning, which can increase students’
engagement and motivation. PBL allows students to work on authentic projects,
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developing a sense of ownership and relevance in their learning. Similarly,
CLIL integrates language learning with content subjects which makes learning
more meaningful and applicable to students’ lives [10]. Therefore, combining
PBL and CLIL creates a purposeful learning setting that supports both language
skill development and sustained motivation [8, 11]. Meyer’s “CLIL Pyramid”
highlights scaffolding and task-based learning as key elements of effective CLIL
instruction and aligns with the project-oriented structure [12]. This approach
involves real-world tasks that advance general language proficiency and specific
skills (speaking and writing). Empirical studies have found that students in
project-based CLIL settings improved motivation and engagement [2, 8, 13].
Collectively, these research works highlight the advantages of project-based
CLIL in language education.

Despite growing interest in both PBL and CLIL their intersection is still
underexplored. Existing literature tends to examine each approach in isolation,
and the few studies that address their combined implementation adopt teacher
perspectives or theoretical frameworks [8, 13]. Student perceptions of integrated
PBL-CLIL approaches are particularly understudied. Especially, in multilingual,
non-Western contexts, such as Kazakhstan, where a trilingual policy makes
such integration both relevant and distinctive. Our research addresses the
abovementioned gaps by investigating student perceptions of project-based
CLIL in a soft-CLIL context at Korkyt Ata Kyzylorda University in Kazakhstan,
where English is integrated with Chemistry and Biology as content subjects.
Specifically, it evaluates the effects of project-based CLIL on students’ English
language skills (speaking, writing, listening, and reading) and motivation. The
study provides evidence of the twofold benefits of this approach by examining
both measurable outcomes and participant perceptions. Besides, it contributes to
the development of effective language-teaching strategies. The findings present
guidance for curriculum designers and teacher training programs in Kazakhstan
and other comparable multilingual contexts where content-integrated language
learning is a growing priority.

Materials and methods

The study uses a quantitative research design to examine the effectiveness
of project-based CLIL in improving students’ English language skills and
motivation. It addresses two key research questions:

RQ 1: How does project-based CLIL impact students’ overall English
proficiency and specific language skills (speaking, writing, listening, and reading?

RQ 2: How does student engagement in project-based CLIL activities
influence their perceived improvement in language proficiency and motivation
compared to traditional learning methods?

The following hypotheses guide the study:

The following hypotheses guide the study:

H1: Project-based CLIL improves students’ overall English proficiency.

H2: Project-based CLIL is perceived as a more effective method for
enhancing specific language skills (speaking, writing, listening and reading).
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H3: Students perceive project-based CLIL as more engaging and motivating
than traditional learning tasks.

H4: Students express preference for project-based CLIL over traditional
instructional methods.

HS5: Enjoyment in group projects is positively correlated with perceived
language improvement.

The study involved 20 third-year English-major students from Korkyt Ata
Kyzylorda University, Kazakhstan. The PBL methodology was integrated into
the CLIL approach. Participants attended project-based CLIL classes over one
academic semester, with the first half devoted to Chemistry and the second half to
Biology. Both of them were taught through English as the medium of instruction.
They were divided into 4 teams: 3 with 5 members and 1 with 6. Data were
collected from 20 students, as two participants were persistently absent throughout
the study period. Each student was assigned a task during the planning stage of
a project to make sure that every member of the project team contributed. Their
English proficiency levels ranged from B1 to C2, as determined by institutional
placement records.

All participants provided informed consent before data collection and the
authors maintained anonymity throughout the study.

Students completed three projects, 1 in Chemistry and 2 in Biology,
interspersed with tasks completed under traditional instructional conditions
covering the same curricular topics. They enable students to make perceived
comparisons between the two approaches. The Chemistry project (Alternative
energy sources) required one representative from each team to draw lots to select
a subtopic from the following options: solar, wind, bioenergy, or hydroelectric
power. Teams then conducted research, held group discussions in English, and
delivered final presentations of their findings. The first Biology project required
student teams to create and record an audio track for an animated cartoon
addressing a local environmental issue. This task integrated scientific content
(ecology) with creative linguistic expression. Scriptwriting, narration and
recording were all conducted in English. The second Biology project involved
a field trip to a local museum. Students documented the museum sections
through written descriptions in English and produced a video presentation. These
presentations combined content knowledge in Biology with cultural observation
and multimodal language use.

There were three practical lessons per week for 15 weeks and one
‘individual work with the teacher’ each week for 10 weeks. Two practical lessons
were dedicated to conducting project-based research, which included four stages:

1) discussion and planning;

2) gathering and analyzing information on the topic;

3) project development and production;

4) presenting results to the group.

A questionnaire was administered via Google Forms to collect data on
students’ perceptions of the project-based CLIL experience. The survey consisted
of 30 mixed-format questions that included three types of items:
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1) Likert-scale items to measure attitudes, motivation and perceived skill
improvement (n=18),

2) binary (yes/no) items eliciting students’ preferences between project-
based CLIL and traditional instructional methods, and background information
(n=5), and

3) multiple-choice items asking students to identify which of the four
language skills (speaking, writing, listening and reading) was most significantly
affected by the instructional approach (n=5).

Data were analyzed using IBM SPSS Statistics. Descriptive statistics
(means, medians, standard deviations, and response distributions) were computed
for all survey items to examine responses across the response hypotheses. To test
HS5, Pearson’s correlation was computed between perceived enjoyment of project-
based CLIL and (Q16) and language improvement (Q21). This combination of
analyses enabled an examination of both the distributional patterns of students’
self-reported perceptions and the relationships between key variables.

Results and discussion

This section presents findings from students’ (n=20) survey responses
regarding their experiences with project-based CLIL. The results are organized
according to the study’s five hypotheses. Descriptive statistics for all Likert-scale
items are presented in

Table /. Yes/no and multiple-choice item frequencies are reported within
each hypothesis subsection.

Table 1 - Descriptive statistics for Likert-scale survey items

Survey item N M SD | SD% | D% | Neu | A% | SA%
00
Section 2. Perceived Janguage proficiency improvement
Q6: Project-based CLIL helped | 20 | 3.95 | 0.76 | — - 30.0 | 45.0 | 25.0
me improve my overall English
proficiency
Q7: I feel more confidentinmy | 20 | 4.00 | 0.73 | — - 25.0 | 50.0 | 25.0
speaking skills
Q8: Project-based CLIL en- | 20 |3.85 | 0.81 | — 5.0 25.0 | 50.0 | 20.0
hanced my listening compre-
hension
Q9: My vocabulary expanded | 20 | 4.05 | 0.76 | — - 25.0 | 45.0 | 30.0
significantly
Q10: I noticed improvement in | 20 | 3.25 | 0.85 | — 20.0 | 40.0 | 35.0 | 5.0
my grammar
Q13: I noticed a significant im- | 20 | 3.90 | 0.45 | — - 15.0 | 80.0 | 5.0
provement in my reading skills
Q14: T found it easier to learn | 20 3.65 [ 059 | — - 40.0 | 55.0 | 5.0
grammar in context
Section 3. Student engagement
Q15: T felt more motivated to | 20 20 4.00 | 0.73 | — - 25.0 | 50.0
participate in English lessons
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Q16: Project-based CLIL made | 20 | 20 420 | 0.70 | — - 15.0 | 50.0
learning English more enjoy-
able than traditional methods
Q20: Project-based CLIL en- | 20 | 20 390 | 0.64 | - - 25.0 | 60.0
couraged more responsibility
for my learning

Section 4. Language skill development
Q21: I feel that my language | 20 | 20 4.00 | 0.65 | - - 20.0 | 60.0
skills are improving through
project-based CLIL activities

Q22: 1 became more confident | 20 | 20 3.50 | 0.61 | - 5.0 |40.0 550
in writing essays and reports
Q23: The projects required me | 20 | 20 385 1049 |- - 20.0 | 75.0

to use English in real-life con-
texts
Q27: 1 was able to practice and | 20 | 20 395 10.69 |- - 25.0 | 55.0

improve my pronunciation

Section 5. Overall perceptions
Q28: I would recommend proj- | 20 | 20 425 1 0.64 | - - 10.0 | 55.0
ect-based CLIL to other stu-
dents
Q29: Overall, project-based | 20 | 20 4.00 | 0.56 |- - 15.0 | 70.0

CLIL was more effective than
traditional methods

Note. M = mean; SD = standard deviation; SD% = Strongly Disagree; D%
= Disagree; Neu% = Neutral; A% = Agree; SA% = Strongly Agree. Dashes (-)
indicate 0% response rate for that category.

HI: Project-based CLIL improves students’ overall English proficiency.

The survey results show that students generally perceived an improvement
in their overall English proficiency following project-based CLIL instruction.
Responses to Q6 yielded a mean of M =3.95 (SD = 0.76) with 45% agreeing and
25% strongly agreeing. No students selected Disagree or Strongly Disagree and
30% remained neutral. The vocabulary expansion (Q9) received the highest mean
among proficiency items (M = 4.05, SD = 0.76) showing that 75% of students
agreed or strongly agreed. Reading improvement (Q13) yielded M = 3.90 (SD
= 0.45) and 85% agreement or strong agreement. Grammar improvement (Q10)
received the lowest rating among proficiency items (M = 3.25, SD = 0.85) with
20% of students disagreeing. When asked directly whether their overall English
proficiency improved more with project-based CLIL than with traditional/ classic
methods (Q11), 95% of students (n = 19) responded affirmatively, while 5% (n =
1) responded negatively.

H2: Project-based CLIL is perceived as more effective for enhancing
specific language skills.

Two multiple-choice items were analyzed to investigate which specific
language skills students found improved through project-based CLIL the most.
Q12 asked which skill improved most during the course overall; Q26 asked
which skill improved most specifically through project-based CLIL activities.
On Q12, speaking was identified as the most improved skill by 60% of students
(n = 12), followed by reading (25%, n = 5), writing (10%, n = 2), and listening
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(5%, n = 1). On Q26 (which isolated improvement specifically attributable to
project-based CLIL) speaking remained the most frequently selected skill (50%,
n = 10) followed by reading (25%, n = 5), writing (20%, n = 4) and listening
(5%, n = 1). Likert-scale items by skill area are consistent with these frequency
distributions. The language improvement in Q21 yielded M = 4.00 (SD = 0.65)
with 80% agreeing or strongly agreeing. Speaking confidence (Q7) showed an
identical mean (M = 4.00, SD = 0.73). Pronunciation improvement (Q27) was
rated similarly (M = 3.95, SD = 0.69). Reading improvement (Q13) showed M
= 3.90 (SD = 0.45) with the lowest standard deviation across all items and it
indicates high consensus. Listening comprehension (Q8) received M = 3.85 (SD
= 0.81) while writing confidence (Q22) received the lowest mean among skill
items (M = 3.50, SD = 0.61) with 5% of students disagreeing and 40% remaining
neutral.

H3: Students perceive project-based CLIL as more engaging and motivating
than traditional learning tasks.

Results show that project-based CLIL positively influenced students’
motivation and their engagement in the project activities. The motivation item
(Q15) yielded M = 4.00 (SD = 0.73) with 75% of students agreeing or strongly
agreeing and none disagreeing. The enjoyment item comparing project-based
CLIL to traditional methods (Q16) produced the second-highest mean in the
survey (M = 4.20, SD = 0.70), and showed that 85% of students agreeing or
strongly agreeing. Perceived responsibility for learning (Q20) yielded M = 3.90
(SD = 0.64) - 75% agreeing or strongly agreeing. When asked whether project-
based CLIL increased their interest in learning English outside of class (Q18), all
20 students (100%) responded positively. Regarding the aspects of project-based
CLIL that most increased engagement Q19 was selected by the largest proportion
of students (40%, n = 8), followed by group collaboration (30%, n = 6), creative
projects (25%, n = 5), and real-world application (5%, n = 1).

H4: Students express a preference for project-based CLIL over traditional
instructional methods.

Student preference for project-based CLIL over traditional methods was
assessed through both a direct yes/no item and two Likert-scale items. On Q30, all
20 students (100%) indicated that, if given the choice, they would prefer project-
based CLIL over traditional/ classical teaching methods. The recommendation
item (Q28) had the highest mean of all Likert items in the survey (M = 4.25,
SD = 0.64), with 90% of students agreeing or strongly agreeing that they would
recommend project-based CLIL to other students. All 20 students (100%)
also reported that project-based CLIL helped them develop better English
communication skills (Q25).

H5: Perceived enjoyment of project-based CLIL is positively correlated
with perceived language improvement.

Pearson’s correlation was computed between students’ perceived enjoyment
of project-based CLIL versus traditional methods (Q16) and their perceived
language improvement (Q21). The analysis disclosed a correlation (r = .690, p <
.001, N = 20), as presented in Table 2.
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Table 2 - Correlation between project-based CLIL enjoyment and perceived
language improvement

Correlation between
Project-based CLIL
enjoyment and
Perceived language
improvement Improvement
Q16. Project-based |Pearson’s Correlation 1 ,690™
CLIL enjoyment  |Sig. (2-tailed). ,001
N 22 22
Q21. Perceived Pearson’s Correlation ,690™ 1
language Sig. (2-tailed). ,001
1mprovement N PP, 22

Note. ** Correlation is significant at the 0.01 level (2-tailed). Q16 = “I am actively engaged
in project-based CLIL activities.” (Likert 1-5). Q21 = “I feel that my language skills are
improving through project-based CLIL activities” (Likert 1-5).

The strong positive correlation indicates that students who perceived
project-based CLIL as more enjoyable than traditional instruction also tended to
report greater improvement in their English language skills. This finding aligns
with H5 and suggests the affective dimension of learning. Specifically, students’
enjoyment in project-based CLIL is associated with their perceived improvement
in language.

Discussion

This section interprets the findings in relation to the study’s five hypotheses
and links them with the reviewed theory on project-based CLIL, language skill
development, and student motivation.

HI: Overall English Proficiency

The descriptive findings support H1 as the majority of students reported
improvement in overall English language proficiency after the project-based
CLIL intervention. Q6, QIl1, and Q19 results indicate that project-based
CLIL’s contributed to their language development. These results align with
prior research by demonstrating that the effectiveness of project-based CLIL
in fostering language development. Yufrizal [11] provided empirical evidence
that students in project-based CLIL settings show measurable proficiency gains,
and the positive perceptions reported in the current study are consistent with
that broader pattern of findings. The observed pattern can be explained through
CLIL’s theoretical dual focus on language and subject content, as articulated by
Coyle, Hood, and Marsh [6]. By integrating PBL with CLIL the study reinforced
the idea that students engage with language not only through explicit instruction
but also through authentic academic and communicative tasks, which Banegas
[5] identifies as central to effective CLIL implementation. This finding implies
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that project-based CLIL instruction may benefit from supplementary grammar-
focused activities.

H?2: Specific Language Skill Development

The results support the H2 descriptively. Of the four skills, speaking is
most frequently identified as improved in project-based CLIL intervention
lessons. This finding aligns with CLIL’s emphasis on communication as a
primary learning tool [6] and with Meyer’s [12] argument that task-based and
student-centered learning enhances speaking fluency. Reading improvement was
the second most frequent and the low standard deviation means that students
agreed with each other. This is consistent with Harmer’s [3] assertion that reading
enriches vocabulary and comprehension. Conversely, writing and listening
showed comparatively lower perceived improvement. Writing was the only skill
item for which students expressed disagreement. Listening skills were lower than
those of others. It might be due to the output-oriented project-based tasks used
in this study. Findings suggest that project-based CLIL may need to incorporate
structured writing assignments and targeted listening activities to achieve
balanced skill development.

H3: Motivation and Engagement

The findings give strong descriptive support for H3. Motivation scores were
consistently high across multiple items with all 20 students reporting increased
interest in learning English outside of class. This is a notable finding because
out-of-class motivation is widely recognized as a predictor of long-term success
in language acquisition.

The observed pattern is consistent with Dornyei’s [4] motivational
framework. It emphasizes the importance of task relevance, learner autonomy,
and active participation in sustaining motivation in language learning. Problem-
solving tasks and group collaboration were identified as the most engaging aspects
of project-based CLIL, a finding that aligns with Herrarte and Beloqui [8], who
found that PBL in CLIL contexts enhances intrinsic motivation because students
perceive learning as more authentic, relevant, and enjoyable than traditional
instruction. The current study’s results are consistent with these findings. The
scaffolding provided through structured project stages (planning, information
gathering, production and presentation) appears to have contributed to sustained
engagement by offering students clear task structures within an otherwise open-
ended learning environment, as emphasized by Ball, Kelly, and Clegg [7] and
operationalized through Meyer’s CLIL Pyramid [12], appears to have contributed
to sustained engagement by offering students clear task structures within an
otherwise open-ended learning environment.

H4: Student Preference

The findings support H4. The unanimous preference for project-based
CLIL over traditional methods indicates that students’ favorable perception of
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this approach extends beyond passive satisfaction to an active endorsement.
These results align with Herrarte and Beloqui [8] who found that students in CLIL
environments using PBL demonstrated higher engagement and more positive
attitudes toward language learning than those in traditional EFL settings. Bedeker
et al. [10] further support this finding in the Kazakhstani context, highlighting
that CLIL implementation that accommodates students’ multilingual repertoires
tends to elicit more positive student perceptions, as demonstrated in this study
through translanguaging practices.

H5: Enjoyment and Perceived Language Improvement

The strong positive correlation between perceived enjoyment of project-
based CLIL and perceived language improvement (r = .690, p < .001) provides
the study’s direct quantitative evidence of an association between affective and
linguistic dimensions of project-based CLIL learning. Those students who found
project-based CLIL more enjoyable than traditional instruction also reported
significantly greater improvement in their English language skills. It suggests
that what is generated by this approach is not merely affective but meaningfully
linked to perceived language outcomes. This finding has both theoretical and
practical significance. Theoretically, it supports Dornyei’s [4] argument that
positive affective engagement serves as a motivational catalyst for language
acquisition. When students enjoy the learning process they are more likely to
engage actively in communicative tasks. They also produce more spoken language
and thereby accelerate perceived language development. This is also consistent
with CLIL’s communicative orientation [6] and with Herrarte and Beloqui [8]
finding that project-based tasks in CLIL contexts are perceived as more enjoyable
than traditional instruction, leading to greater language engagement. Practically,
the correlation underscores the importance of designing project-based CLIL
experiences that prioritize student enjoyment not as a supplementary but as a
pedagogically significant factor. Collaborative, problem-solving and creative
tasks identified by students as the most engaging aspects of project-based
CLIL, appear to create the affective conditions under which spoken language
development is most likely to be perceived as occurring. Educators implementing
project-based CLIL should therefore attend carefully to the enjoyment dimension
of task design, ensuring that projects are not only linguistically demanding but
also intrinsically motivating.

These findings contribute to the growing body of empirical evidence by
supporting the integration of PBL and CLIL in multilingual educational contexts
[2, 13] and extend this evidence to a specific Kazakhstani university context
where trilingual policy makes such integration both nationally relevant and
pedagogically distinctive. The study also provides preliminary evidence that
translanguaging practices within a project-based CLIL framework may support
student comprehension and engagement, consistent with Karabassova and San
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Isidro’s [1] findings on teacher perceptions of translanguaging in Kazakhstani
CLIL classrooms.

Foreducators and curriculum designers in Kazakhstan and other multilingual
contexts the findings suggest that project-based CLIL with structured collaborative
tasks is a promising instructional approach for enhancing English language skill
development. Particularly speaking and sustained motivation. However, lower
perceived gains in writing and listening skills, along with lower grammar ratings,
indicate that project-based CLIL alone may not achieve balanced proficiency
development. It should be complemented by targeted instructional support in
these areas.

Limitations

There are a couple of limitations despite the promising results of project-
based CLIL. First, the small sample size from a single institution limits the
generalizability of the findings. Second, the absence of a control group means
that comparisons with traditional methods reflect students’ self-perceptions
rather than experimentally controlled groups. Future research with larger and
more diverse samples, longitudinal designs and proficiency measures would
strengthen the evidence base for project-based CLIL in a multilingual higher
education context.

Conclusion

The study investigated the effectiveness of project-based CLIL in
enhancing English language skills and motivation. The findings indicate that
students perceived this approach as more effective and engaging than traditional/
classical instructional teaching methods. Across all five hypotheses, descriptive
results pointed in the same direction: students reported gains in overall English
proficiency, identified speaking as the skill most significantly enhanced. They also
expressed high motivation and engagement unanimously preferred project-based
CLIL over traditional methods, and demonstrated a strong positive association
between enjoyment of project-based CLIL and perceived language improvement.
These findings suggest that project-based CLIL creates a learning environment
in which the affective and linguistic dimensions of language learning reinforce
each other. Hence, collaborative and problem-solving tasks serve as the primary
catalysts for both engagement and perceived oral language development.

The use of translanguaging practices that allow students to draw on their
Kazakh, Russian and English supports comprehension and engagement within
this multilingual framework. At the same time, it is consistent with the institution’s
trilingual educational policy.

The study contributes to knowledge across four dimensions as summarized
in Table 3.
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Table 3 - Summary of study contributions and implications

Dimention

Contribution

Implication

Theoretical

Extends CLIL’s 4C framework by
foregrounding enjoyment and collab-
oration as affective-linguistic mecha-
nisms linking motivation to perceived
speaking gains

Future CLIL theory should incorporate
affective engagement as a discrete com-
ponent alongside Content, Communica-
tion, Cognition, and Culture

Empirical

Provides  survey-based quantita-
tive evidence from a Kazakhstani
trilingual university context, where
project-based CLIL research remains
scarce

Establishes a data-driven baseline for fu-
ture comparative and longitudinal studies
in Central Asian higher education

Practical

Identifies speaking and reading as the
skills most enhanced by project-based
CLIL, and writing and listening as ar-
eas requiring supplementary support

Curriculum designers should pair project-
based CLIL with structured writing as-
signments and targeted listening tasks for
balanced skill development

Policy

Demonstrates student-perceived ef-
fectiveness of project-based CLIL
with translanguaging in a trilingual-

Supports the adoption of project-based
CLIL at primary, secondary, and higher
education levels within Kazakhstan’s tri-

policy context (Kazakh—Russian—
English)

lingual education framework
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YHTIIIAI OPTAAAFBI )KOBAFA HEI'IBAEJIT'EH CLIL: AFbLIIIIBIH
TIJI JAF ABIJIAPBIHBIH JAMYbI MEH MOTUBALIUSICBIHA
KATBICTHI CTYJIEHTTEPIIH ITAVIBIMJIAYJIAPBI
*baikanosa I H.!, Koxsipbaesa C.C.?

*IKopkbeIT ATa athinaarsl Ke3bsutopaa yauBepcureti, Keisputopaa, Kazakcran
?On-Mdapabdu areinaarsl Kasak yiTTeiK yHHBEepcuTeTi, AnMarsl, KazakcTan

Anpgarna. XKorapsl OiiM Oepy >KyHeciH/e aFbUIIIBIH TUIIH «OKBITY TLII»
peTiHae makjana”y JKoHe YIITUIal Outim Oepy KaszakcTaH CHAKTBI KOMTUII
KOHTEKCTTEpJIeé KEHIHEH TapaldyblHa OalJaHbICTBl TUI JaMBITYIbIH THIMJI
MeArOTMKAJIBIK TOCUIIEPIH 3epesiey OapFaH cailblH ©3€KTI Mocesiere aiHarya.
3eprTey kobara Heri3JeireH MoH MeH Tl Kipiktipin okbITy (CLIL) TociniHiH
CTYJIEHTTEplH MOTHBALMSACHI MEH aFbUILIBIH TUIl JaFJbUIapbIHBIH JlaMyblHA
KaJlall ocep €TETIHIH 3epTTell »KoHe OUTIM adylIbIapJblH JICTYPIl OKBITY
ollicTepiMEH  CaJbICThIpFAHJIAFbl  MalbIMAAYJIapblH  Talgaiabl. 3eprreyre
KopkeiT Ata artbiHgarbl KpI3bUiopa yHHUBEPCUTETIHIE OKHUTBIH aFbUILIBIH
TUIl MaMaHAbIFbIHBIH 20 yHIiHINI Kypc CTyAeHTI KarbicTbl. CayanHamara
apKblIbl JKMHAJIFAH CaHAbIK 3eprrey Jepekrepi SPSS Oarmaprnamaceinia
cUIarTaMajblK CTaTUCTHKA XKoHE [IMpcoH Koppessiusichl apKbLIbl TajllaHIbl.
Hormxenep crynenrrepain sxoOara HeriznenareH CLIL-niH ceilney koHE OKYy
JAFIplIapblH  JaMbITyAa THIMAUICIH, al TPaHCIMHIBaLUs TKipHOenepiHiH
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TYCIHY/1 KEHUIIETETIHIH KOPCETTI. AJl, )Ka3bUIbIM KOHE THIHIAJIBIM JaF IbLIaph
CaJBICTRIPMAIIBI TYpAE a3 Aambirad. CtymeHTrepais xobara Herizaenren CLIL-
JIaH aJIFaH JI933aThl MEH COMIICY JaFAbICHIHBIH KETUTYlH CYObEKTUBTI TYPFhIIaH
OaraJiaybl apacbIHAaFbl KYIITI OH koppessiius (r = 0,690, p <,001) nunTepakTHBTI
TiN yiipeHy opTachiHaa ad(HEKTUBTI KAaTBICYIBIH MaHBI3IbUIBIFBIH allKbIH TN b
3eprrey CLIL TeopuschiHa, Oap TYKbIPhIMIAMAaJbIK HETI3AEpAC >KEeTKLTIKTI
TEOPHUSIIAHYbI OPBIH aJIMaraH BIHTBIMAKTACTHIKTHI HETI3ri KOMITIOHCHT PETiHJIE
0ol KepceTy apKbuIbl yiec Kocaabl. Ipikreme keiemi MeH Oarasay/biH
KbICKa Mep3IMIiTirine OaiylaHbICTBI IIEKTEYyJIepre KapaMacTaH, HOTHXKeIep
TPAHCIWHTBALMS SJIEMEHTTEPIH KaMmTbUlFaH jko0ara HerizgenreH CLIL-apig
TUIMIK JAFIbUIap MEH MOTHBAIUSHBI HBIFAUTATHIHBIH alfaKTaibl. AJIBIHFaH
nepekrep kentinai Oimim 6epy opraceiaga CLIL eHrizerin oKy OarnapiiaMachiH
JKacayIIbuIap MEH IeJarorrapra MpakTHKAIIBIK HYCKayIap YChIHA/IBL.

Tipek ce3mep: MOHIIK-TIIAIK HWHTETPATHBTIK OKBITY, >KOOAJBIK OKBITY,
TPAHCIMHTBAIUS, IIETEeNl TUIIH YHpPEHY, CTYASHTTEpHiH KO3Kapachl, 3epTTey
JaFabpLUIaphl, TUIAIK AaFAblIap, MOTUBAIUS, KONTUIAL Oi1iM Oepy

CLIL HA OCHOBE INPOEKTHOM JESTEJBHOCTH B
TPEXBSI3IYHOM KOHTEKCTE: BOCIIPUATHUE CTYJIEHTAMHU
PA3BUTHUSI HABBIKOB AHIVIMMCKOI'O S13bIKA U MOTHUBALIMU

*baikanosa [ H.!, Koxsipbaesa C.C.?
*IKopkbIT ATa athinaarsl Kei3butopaa yHuBepceureti, Keisbutopaa, Kazakcran

?Kazaxckuii HAllMOHAIBHBIA YHUBEPCUTET MMeHH AJb-Dapadu,

Anmarsl, Kazaxcran

AnHoranus. [To Mepe pacumimpeHus aHMIOSA3BIYHOTO U TPEXBIZBIYHOTO
00y4eHHMsIBCUCTEMEBBICIIEr000pa30BaHNs BMHOTOSI3bIYHBIX KOHTEKCTaX BcEOoIIee
aKTyaJIbHBIM CTAaHOBUTCS M3yueHUE 3(PPEKTUBHBIX MEIarornuecKux Moaxo10B K
Pa3BUTHIO S3BIKOBBIX HABBIKOB. B HacCTOsIIeM HCCIIEIOBAaHUN paccMaTpUBaeTCs
pnusiHue CLIL Ha OCHOBE MPOEKTHOW AEATEIbHOCTU (MIPEIMETHO-SI3BIKOBOTO
WHTETPUPOBAHHOTO OOY4YEeHHs]) HAa MOTHBAIMIO CTYIACHTOB M pPa3BUTHE HX
HAaBBIKOB BJIQJCHUS aHTIIMICKUM SI3IKOM, a TaKXK€ aHAJIU3UPYETCs] BOCIPUITHE
00y4aronMMHCs JAaHHOTO MOJAX0Ja B CPaBHEHUU C TPATUIMOHHBIMH METOJAMU
obOyuenus. B uccnenoBanum npussiu ydactue 20 CTyACHTOB TPETHErO Kypca
CHEIHMAIbHOCTH aHIIMICKOTO si3blka KBI3BIITOPAMHCKOTO YHUBEPCUTETAa UMEHU
KopkeiT Ata, koTOpble mocemanu ceMectpoBbie 3aHsTud o CLIL Ha ocHoBe
MIPOCKTHOM NESATEIBHOCTU C MCTOIH30BAHUEM XUMHUU M OMOJOTHH B KaueCTBE
MIPEIMETHOTO COJIep’KaHus. bbulo NMpOBEAEHO KOJIMYECTBEHHOE HCCIIEOBAHUE
Ha OCHOBEe aHKeTHpoBaHMs. IlomyuyeHHble JaHHBIE AHAIU3UPOBAIUCH C
MIPUMEHEHHUEM OIKCATEIbHOM CTaTUCTUKU U Koppessiiuu [Tupcona B mporpamMme
SPSS. Pesynbrarsl CBUIETENIBCTBYIOT O TOM, YTO CTYAEHTHI pacuieHuBaroT CLIL
Ha OCHOBE TMPOEKTHOW NEATEIbHOCTH KaK OCOOEHHO 3()(EeKTHBHBIA MOIXO.
JUISL pa3BUTHUSL HABBIKOB TOBOPEHUS M uTeHUs. [IpakTHKK TpaHCAMHIBAIIUU
IIpU 3TOM CHOCOOCTBYIOT IIOHMMAaHHUIO Yy4e0HOro Marepuaia, Torja Kak
HaBBIKM TMChMa W ayJIUPOBAHUS JIEMOHCTPHUPYIOT CPaBHUTEIHLHO MEHBIIUI
nporpecc. BeisiBleHHas cuibHas MOJoXKUTEIbHAs koppesiuus (r = 0,690, p <
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,001) Mexay cyObEeKTUBHOW OIICHKOW CTyaeHTamu ymoBosibcTBUsI oT CLIL Ha
OCHOBE MPOCKTHOM JEATEIbHOCTA U BOCIIPUHUMAEMbIM YIIYUIIEHUEM HABBIKOB
TOBOPEHUSI TOMYEPKUBACT 3HAYMMOCTh ap(EKTUBHON BOBICYEHHOCTH B
WHTEPAKTUBHBIX SI3BIKOBBIX 00pa3zoBaTelbHBIX cpefax. VccienoBaHue BHOCUT
Bkuag B Teoputo CLIL, BeIBUTast Ha IEPBbIH IJ1aH KOJUTA00paIus Kak KIIF0YeBOU
KOMIIOHEHT, KOTOPOMY YAEJISIIOCh HEIOCTAaTOYHO BHUMAHHS B CYIECTBYIOIIUX
KOHIIENTYaJIbHBIX paMKax. HecMoTpst Ha orpaHWYeHUs], CBI3aHHBIE C 00BEMOM
BBIOOPKM ¥ HEMPOJODKUTEIBHOCTBIO TIEpHOAA OICHUBAHHS, TOJTYyYCHHBIE
pe3yabTaThl yKa3biBatoT Ha TO, 4To CLIL Ha 0CHOBE MPOEKTHOM AEATEIBHOCTH C
AIIEMEHTaMU TPAHCIWHTBAIMIA CIIOCOOCTBYET KaK MOBBIMICHUIO d(h(HEeKTUBHOCTH
SI3BIKOBOTO OOYYEHHs, TaK M POCTy MOTHBAIMH. lIpencTaBliieHHbIE BBIBOJIBI
MpeIaraloT MPAaKTHYECKHEe PEKOMEHIAIMK ISl Pa3pabOTYMKOB  YIEOHBIX
nmporpamMM H mpenonasareneii, peanusytomux CLIL B pa3HooOpa3HbIX
MHOTOSI3BIYHBIX 00pa30BaTEIbHBIX KOHTEKCTaX.

KiroueBble ciioBa: MpeIMETHO-SA3BIKOBOE MHTETPUPOBAHHOE OOyYCHHUE,
MPOEKTHOE OOydeHue, TPAHCIWHTBAIMS, W3yUY€HUE WHOCTPAHHBIX S3bIKOB,
BOCIIPUATHUE CTYJAEHTOB, MCCIIEIOBATEIbCKUE HABBIKH, SI3bIKOBbIE HABBIKH,
MOTHBAIIHS, TTOTUS3BIYHOE 00pPa30BaHKE
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