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AN EVALUATION OF “CONTENT-BASED INSTRUCTION (CBI)”-
ORIENTED COURSE MATERIAL IN TEACHING ENGLISH AS A FOREIGN
LANGUAGE AT TERTIARY LEVEL: A CASE STUDY ON THE STUDENTS OF
SOFTWARE ENGINEERING DEPARTMENT AT A FOUNDATION UNIVERSITY
IN TURKIYE

Content-based Instruction (CBI) has taken the attention of foreign language educators
as it enables learners to learn the target language and to absorb subject matter knowledge at
the same time. Although there are various foreign language teaching materials on the market,
it is quite challenging to find a suitable material designed and specifically developed for each
unique expertise field. The present study aims to demonstrate the evaluations of the students
and of the instructor regarding a CBI-oriented English language course material developed by
the researcher for the computer and software engineering students at a foundation university
in Tiirkiye. The study also aims to find out the evaluations of the participants regarding the in-
class implementation of the material and investigates its effects on the students’ English
language skills and on their content knowledge. For the purposes of the study determined,
both quantitative and qualitative data were gathered from 40 software engineering students
studying at the same foundation university and from the instructor of the course who was the
developer of the CBI-oriented language course material and the researcher of this thesis study.
Therefore, the present study employed mixed-method research design. The quantitative data
were gathered through the Materials Evaluation Questionnaire (Isik & Altmigdort, 2010),

students’ scores in the content sections in the midterm and the final exam of the course, and in

\"



the English Language Placement tests. The qualitative data, on the other hand, were collected
from semi-structured interview sessions and the instructor’s reflective journals. The findings
demonstrated that students and the instructor were mostly satisfied with the course material
and its in-class implementation. The material had positive effects on the students’ content

knowledge and their English language skills, except for their speaking skills, though.

Key words: content-based instruction (CBI), foreign language course material evaluation,
CBl-oriented course materials
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YUKSEKOGRETIMDE YABANCI DiL. OLARAK iNGILIiZCE
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TURKIYE’DEKI BiR VAKIF UNIiVERSITESINDE YAZILIM MUHENDISLIGI
BOLUMU OGRENCILERI UZERINE ORNEK OLAY iNCELEMESIi

Icerik Odakli Dil Ogretimi, 6grencilerin hedef dili 5grenmelerini ve ayn1 zamanda
alan bilgilerini 6ztimsemelerini sagladig1 i¢in yabanci dil egitimcilerinin dikkatini ¢ekmistir.
Piyasada ¢esitli yabanci dil 6gretim materyalleri bulunsa da her uzmanlik alani i¢in 6zel
olarak tasarlanmis ve gelistirilmis uygun bir ders materyali bulmak oldukga zordur. Bu
caligma, Tiirkiye'deki bir vakif tiniversitesinde arastirmaci tarafindan bilgisayar ve yazilim
miihendisligi boliimii dgrencileri igin gelistirilen “Icerik Odakl” Ingilizce ders materyaline
iliskin 6grencilerin ve dersin 6gretim gorevlisinin degerlendirmelerini ortaya koymay1
amaclamaktadir. Calisma ayrica, materyalin sinif i¢i uygulanmasina iliskin katilimcilarin
degerlendirmelerini gdstermeyi ve materyalin dgrencilerin Ingilizce dil becerileri ve igerik
bilgileri tizerindeki etkilerini irdelemeyi hedeflemektedir. Arastirmanin belirlenen amaglart
“Ieerik Odaklr” dil ders materyalinin gelistiricisi olup ayn1 zamanda da hem dersin dgretim
gorevlisi hem de bu tez ¢aligmasinin aragtirmacisindan nicel ve nitel veriler toplanmistir. Bu
nedenle, bu caligmada arastirma yontemi olarak karma desen kullanilmistir. Nicel veriler,
Malzeme Degerlendirme Anketi (Isik & Altmisdort, 2010), 6grencilerin dersin ara sinav ve
final sinavlarindaki igerik béliimlerinden ve Ingilizce Seviye Belirleme smavlarindan aldiklar:
puanlar kullanilarak toplanmigtir. Nitel veriler ise yar1 yapilandirilmis goriisme
oturumlarindan ve dersin 6gretim gorevlisinin yansitici giinliiklerinden toplanmistir. Bulgular,

ogrencilerin ve 6gretim gorevlisinin ders materyalinden ve materyalin sinif igi

vii



uygulanmasindan ¢ogunlukla memnun olduklarini géstermistir. Materyal, 6grencilerin i¢erik

bilgileri ve ingilizce dil becerileri iizerinde konusma becerileri disinda olumlu etkiler

yaratmistir.

Anahtar kelimeler: igerik odakli 6gretimi, yabanci dil dersi materyali degerlendirmesi, igerik

odakl1 ders materyalleri
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CHAPTER 1
INTRODUCTION

This chapter provides the background of the study, theoretical framework, statement
of the problem, the research questions addressed, the purpose of the study, the significance of

the study and the limitations of the study.

1.1. The Background of the Study

In today’s world, the global importance of English stems from the fact that it is
extensively used as a vehicle of communication in various settings and for different purposes,
which underlies the status of this language as today’s Lingua Franca. According to Crystal
(2003), approximately a quarter of the speakers of English are the native speakers of this
language. However, the remaining three-fourths of those speakers learn English as their
second language (L2), mostly through formal education offered by public and private
educational institutions. As expected, various instructional approaches have been introduced
and practiced in the field of English Language Teaching (ELT). One of them is Content-
Based Instruction (CBI).

CBI proposes a model based on the assumption that language and content are not to be
separated during forming interactions, but rather integration of the two promotes learning both
the language and the content in question (Valeo, 2013). CBI is defined as “an umbrella term
used to describe employing a wide range of teaching materials in which second languages are
taught via a subject matter other than the language itself; for example, mathematics, social
studies, psychology and other subject matters” (Valeo, 2013, p. 25). It is claimed by Brinton
et al. (1989) that any possible separation between a subject matter and a foreign language is
excluded by CBI. It is also argued that language skills of the students such as reading,
listening, speaking and writing in a given foreign language might also be improved while
students study a subject area taught in that language (Pally, 1999). So, it would not be wrong
to suggest that foreign language skills and content-related knowledge of learners might be
enhanced while teaching that language using the context of a subject matter through CBI, an

approach used to teach a foreign language effectively (Short, 2017).

The literature also provides a very similar concept called ‘Content and Language
Integrated Learning’(CLIL). Coyle et al. (2010) define CLIL as “... a dual-focused
educational approach in which an additional language is used for the learning and teaching of
both content and language” (p.1). According to Dalton-Puffer et al. (2010), the term CLIL



appeared in the 1990s in Europe. Although the implementation of CBI and CLIL are reported
to exhibit some different forms (Lasagabaster & Sierra, 2010; Pérez-Canado, 2012), it is
regarded that both terms refer to the same phenomenon as Cenoz (2015) points out that CBI
and CLIL share the same essence in terms of the properties that they show and use, and
pedagogically speaking, there is no difference between each other. Similarly, it is considered
by de Zarobe (2008) that they are synonymous and CLIL is a well-known term in Europe and
CBI is more commonly used in the USA and Canada.

In order to develop curriculum in ELT settings where CBI is employed, the
importance of the course materials to be used is not to be ignored. Course materials, or
textbooks, constitute an indispensable part of the teaching and learning process not just in
CBI, but in all realms of ELT. (Uslu, 2003). They are regarded as a vital pedagogic
component providing the necessary source that instructors make use of in order to address
students’ needs (Brooks, 2014). They are the tools that enable the instructors to present the
syllabus in a carefully systematic way (Ur, 1996). Furthermore, Tomlinson (1998) regards
textbooks as a vehicle to introduce the desired knowledge to the learners and to integrate four

language skills into the lessons in an ELT setting.

In most cases, it is the course materials that determine the curriculum in many aspects,
an assertion in line with what Brooks (2014) notes regarding the challenges for creating
curriculum in CBI. There are four challenges to determine the curriculum, one of them being
the course materials as mentioned above; the others being students, teachers and external
factors (Brooks, 2014). All constitute the primary elements of an ELT program. However,
textbooks receive less attention from ELT professionals in spite of their extensive interest in
the other elements (Aytug, 2007). Possessing a significant aspect in informing about the
practices in language learning and teaching programs, textbooks are crucial to the
implementation of any ELT program (Litz, 2005; Richards, 1998). Sheldon (1988) also

regards textbooks as the components acting as a route map in the language teaching process.

For effective instructional purposes, it would not be inappropriate to note that course
materials should be evaluated in a planned and systematic manner by the practitioners to
observe their compatibility to meet the needs of instructors and of learners, and to serve the
objectives of the course (Brown, 1995; Byrd, 2001; Pakkan, 1997). Uslu (2003) lists the
following criteria to assess the appropriateness of textbooks to be employed in ELT settings:

the needs of the learners and instructors, the constraints imposed by the institution, the
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physical environment of the institution, logical features used in the textbook, supplementary
materials accompanying the textbook and the qualifications of the editor working on the
textbook.

Furthermore, as for the course materials to be used in CBI contexts, the issue of
scarcity related to the appropriateness of content-specific foreign language materials stands
out (Coyle et al., 2010). Preparation of high-quality foreign language course materials
exhibiting compatibility to unique expertise areas requires demanding effort (Ball et al., 2015;
Morton, 2013; Siekmann et al., 2017) and consumes too much time as one must be competent
enough both in the content area and the target language to design and implement such
materials (Kong, 2015; Llinares et al., 2012; Morton, 2018; Nikula, 2015; Zhyrun, 2016). Lai
and Aksornjarung (2018) also emphasize the requirement of suitability between the level of
the language used in the materials and foreign language proficiency of the learner group.
Therefore, before implementing the CBI-oriented course materials in the classroom settings, it
should be of the utmost importance for a language teacher to assess those materials whose

appropriateness to specific academic contexts is rare in the market (Coyle et al., 2010).

Another option could be preparing in-house CBI-oriented course materials dedicated
to the contexts of each learner group through analyzing the needs of the learners meticulously
so that they could appeal to a particular expertise area (Lopez-Medina, 2016; Mehisto, 2008).
However, developing a CBI-oriented course material requires the combination of knowledge
in content and knowledge in the target language and also the material should be modified for
the sake of learners’ linguistic and academic progress (Mehisto, 2012). In addition, Pena and
Pladevall-Ballester (2020) put forward that knowledge presentation and paying attention to
the linkage of both language and content at the same time imply the requirement of showing

an enormous performance.

As mentioned above, the development and implementation of CBI-oriented course
materials pose huge challenges on the part of the stakeholders involved in the preparation
process. These challenges might be a burden for the educators developing such materials.
According to Banegas (2012) and Nikula (2015), educators may not be well-prepared to be
engaged in such a task due to the lack of enough training and experience in the area of
material development. Pedagogical principles and CBI program goals could be failed because
of unqualified educators producing irrelevant and unattractive materials (Coyle et al., 2010;

Zhyrun, 2016). In addition, Geng (2021) proposes that program developers might not handle



the distribution of the roles and the required collaboration and may have troubles in
determining the amount of language and content instruction in CBI programs. Similarly, the
amount of knowledge an ELT educator has in the specific area that the CBI program is based
on might be quite limited and the educator might give much more emphasis on the linguistic
points by ignoring the content relatively. On the contrary, instructors of the academic
disciplines may not sustain a balanced way to introduce the target language and content, and
content could be focused unnecessarily (Bruton, 2013; Cammarata & Haley, 2018; Oattes et
al., 2018; Short, 2017; Siekmann et al., 2017). Therefore, failure might be a possible outcome
as a result of developing and employing CBI-oriented course materials, which could
potentially affect the motivation and confidence of students and instructors in a negative way,
and in turn lead to a waste of time and money invested (Bruton, 2015).

Conducting strict needs analysis on students and being equipped with adequate
knowledge in the academic area in question are required to develop and employ CBI-oriented
course materials, which is very demanding. However, research on the effectiveness of CBI
carried out across the globe demonstrates promising results in terms of teaching the target
language and content and of hearing positive attitudes of students and teachers towards this
approach (Echevarria et al., 2017; Graham et al., 2018). Through CBI, it is reported that the
level of self-esteem of students increased while using the target language and they were found
to be more motivated during learning both the target language and the content at the same

time in CBI classrooms (Dupuy, 2000; Sylvén & Tompson, 2015).

As mentioned above, CBI is an approach by which content knowledge and foreign
language skills of learners could be enhanced. No matter how hard it may be to develop and
implement CBI-oriented course materials in ELT settings, this thesis study attempts to yield
the evaluations of the software engineering students and of their instructor regarding the CBI-
oriented course material developed by the researcher at a foundation university in Tirkiye, its
in-class implementation, and it examines the content knowledge and language skills of the
students after employing this material in an EFL course in an academic term. As there are
very few CBI studies conducted in Tiirkiye, this study is considered to fill the gap in the

literature.

1.2. Theoretical Framework
The theoretical framework of this study deals with the rationale underlying CBlI,

course material evaluation, and particularly the role CBI-oriented course materials play in



CBI programs designed specifically for particular learning groups. The necessity of
mentioning the rationale on these issues results from the demanding task of developing,
implementing and evaluating effective and appropriate CBI course materials so that new

materials could be developed and revised in a more effective manner.

Firstly, the rationale that more successful acquisition of a target language depends
highly on utilizing that language as a vehicle to obtain information forms a basis for CBI
(Richards & Rodgers, 2001). In other words, based on this rationale, one could argue that
CBI, as an approach to foreign language instruction, facilitates the role of using the target
language as a tool to acquire information in a different area, rather than viewing the language
as the final end product to attain.

According to Grabe and Stoller (1997) and Heo (2006), the “Input Hypothesis™ put
forward by Krashen (1982, 1985) provides another basis for the implementation of CBI in
ELT programs. According to Krashen (1982, 1985), foreign language learning is facilitated by
the comprehensible input which learners utilize during the L2 acquisition. Parallel to this
view, it could be argued that what CBI yields for the students in the form of content-specific
knowledge while focusing on the target language at the same time is also said to constitute
abundant comprehensible input potentially drawing students’ attention and facilitating
meaningful use of the target language. This might satisfy the condition set by Krashen (1982,
1985) for the sake of successful L2 acquisition. Actually, it is claimed by Krashen (1981) that
"comprehensible subject-matter teaching is language teaching” (p. 62).

CBI could also be consolidated by the accounts of communicative language teaching
(CLT) approaches. With a scope in maintaining meaningful interactions for the acquisition of
form and fluency, CLT asserts that the best way to acquire a target language is to use it to
communicate, in other words, to produce utterances on meaningful topics (Celce-Murcia,
1991). Establishing communication by using a foreign language in a meaningful way might
require some sorts of knowledge in different academic areas. For example, Dalton-Puffer
(2007) notes that the topics included in the curriculum of the subject areas such as history and
geography might account for the source of meaning to be made use of in any given

communication through which authentic language use is realized.

Apart from the interconnection of CBI with the language teaching and learning
theories, investigating its effects on students should also be mentioned. As CBI introduces the

content of the specific areas students normally study at school, it can be said that students



might be more goal-oriented to learn the target language for the sake of learning the content at
the same time. To illustrate, Brinton et al. (1989) state that promoting the effective use of the
target language and enhancing the motivation students show during the L2 acquisition process
could be achieved by using diverse content in foreign language classrooms. In addition,
motivated students achieve the objectives of the course much better in language classes if
content is included in the course material (Grabe & Stoller, 1997). Unlike mainstream
EFL/ESL classes, CBI accustoms the learners to content-specific academic terminologies and
special topics which they might be responsible for learning in their academic lessons at
school. Ebata (2009) asserts that although CBI lessons might seem to be much more
demanding than the mainstream lessons for the learners in the first place, students are reported
to change their attitudes in time since CBI programs motivate them to attend and participate in

lessons.

According to Ebata (2009), content learning has important implications for the
intellectual development of the students and some advantages for their brain development,
especially for their memory. As students are expected to use their background knowledge to
learn the content, they need to apply their critical thinking skills to reflect on and to question
the diverse content-related materials presented in the CBI lessons. Likewise, Kennedy (2006)
reports that learning content with diverse elements enriches the learning capacity of students
as this requires simulating different specialized backgrounds, which facilitates the cognitive

growth of learners.

Particularity of themes and topics constituting comprehensible input is one of the
novel aspects of CBI. Presenting them through CBI is reported to enhance the cognitive
capacity of the students and their motivation levels in learning the target language as seen
above. However, utilizing appropriate course materials in the context of CBI is crucial to
derive the desired outcomes from students (Isik, 2022) as those materials need to provide
comprehensible and specific input for the learners. That’s why it is a necessity to assess those

materials before covering them in the lessons.

According to research, there are very few instructors not utilizing published lesson
materials to teach a foreign language (McDonough & Shaw, 2003; Lawrence, 2011,
Littlejohn, 2011). Uslu (2003) notes that language materials in the form of textbooks have
some advantages because of a variety of different reasons. In the market, it is known that

textbooks are designed and developed by experts in the language teaching field. In most



cases, pilot studies of these textbooks in classroom settings are carried out before the
publishing process. Also, real-life tasks are commonly offered in textbooks so that learners
are introduced to the actual usage of the target language. In addition, textbooks may enhance
the autonomy of learners by enabling them to practice and show their progress without the
intervention of the teachers (McDonough & Shaw, 2003). Textbooks also let instructors form

ties and interact with the learners and shape the way of teaching their lessons (Cakit, 2006).

Sheldon (1988) underlies the political and financial investment of course material
selection as these investments may cost too much for the stakeholders involved. That’s why,
appropriateness of course materials such as textbooks is highly important not to use the
sources in vain in the field. However, Chambers (1997) notes that it is not always easy to
choose the most suitable material for the learner group and each educator should be counseled
about selecting the course material in question. Fortunately, literature provides some points to
be taken into account while evaluating a course material. For example, Uslu (2003) lists some
criteria to evaluate a textbook thoroughly. Firstly, a textbook to be used in a foreign language
program ought to comply with the curriculum. It should also address the needs of the learners,
and of the instructors. Educators assessing the textbook should pay attention to the
qualification background of the author and of the publisher. Another important point is to
assess the logical features the textbook in question shows. Finally, the setting into which the

textbook is to be integrated should be taken into account.

The main issue in selecting the textbook is about the extent to which the textbook is
appropriate for the education context (Aytug, 2007). Although the textbook proves to be
useful and suitable in the first place, there might be some deficiencies that it carries for the
specific learner group in later stages. In those circumstances, it is the instructor’s and the
learner group’s reflections determining the suitability of the textbook implemented in the
given educational environment. Although Cunningsworth (1995) notifies that no perfect
textbook exists for a specific learner group, the most appropriate and useful one can be

specified with the cooperation of the stakeholders by clarifying the aims and objectives.

According to Tomlinson (1998), the interest and the curiosity of the learners should be
enhanced by textbooks. With the features of design that textbooks are endowed with such as
graphs, pictures, use of color, textbooks can sustain and address this issue. Therefore, one
should assume that textbooks should be designed in a careful and a systematic way. What’s

more, enough space should be included to avoid too many activities placed on the same page



(Tomlinson, 1998). By allowing them to monitor their learning progress, the activities and
tasks given in the textbooks might enhance the confidence levels of the learners. As such,
carefully-designed textbooks facilitating meaningful use of the target language have important

impacts on the learners.

Two stages might be employed to evaluate textbooks: external and internal
evaluations (McDonough & Shaw, 2003). External evaluation touches upon the examination
of the content, how the textbook is organized, and what kind of explanations and exercises are
included (McDonough & Shaw, 2003; Vlasceanu et al., 2004). Through initial and detailed
evaluations, external evaluation can be administered. Initial evaluation deals with the
evaluation of the preface, the contents part and the back cover. In detailed evaluation,
checklists and forms are used to conduct a more objective evaluation (Harvey, 2002). For the
second stage, internal evaluation, instructors determine how effective the textbook is in the
classroom settings (Campbell & Rozsnyai, 2002; McDonough & Shaw, 2003). This can be
done through two ways: macro and micro evaluations. Macro evaluation examines the
compatibility of the textbook with the classroom environment. On the other hand, micro
evaluation underlies how useful and appropriate a specific unit in the textbook is (Ellis &
Laporte, 1997; McDonough & Shaw, 2003; Pakkan, 1997).

As in the case of the evaluations of mainstream textbooks, it is quite natural that
material evaluation constitutes a significant importance in CBI contexts. By introducing
content and language simultaneously, CBI materials have different and specific aspects
compared to the mainstream materials. Therefore, it is a challenging task to detect the most
suitable materials for use in the CBI classrooms (Zaparucha, 2009). Furthermore, there are
very few available CBI materials in the market (Lopez-Medina, 2016). For this reason,
developing in-house CBI materials seems to be an alternative so that the cognitive and
linguistic needs of students might be addressed.

Increasing the motivation of students to facilitate the learning process is one of the
crucial points to take into consideration while developing CBI materials. Through authentic
and interesting content, the interest of the learners in the lessons should be aroused. In
addition, the extent to which CBI materials show resemblance to real life is another important
point to take into account. So, authenticity and forming the link between the classroom and

real life are significant while developing CBI materials (Ebata, 2009).



CBI seems to have a dual nature through which language and content knowledge are
presented to the learner group. Students are expected to be satisfied with the learning process
in CBI when they witness that they can achieve their future goals through absorbing the
knowledge in content and in the target language, which is the primary objective of CBI
(Bulon, 2020).

As the indispensable component of any teaching program, materials to be used require
meticulous analysis in the preparation process especially for being employed in the CBI
classrooms (Mehisto, 2008). Through the relevance of the materials to the academic content,
motivation and learning efficiency of the learners could be enhanced (Ballinger, 2013).
Facilitating interaction and meaningful use of the target language, CBI materials are said to
enhance communicative language skills (Ball et al., 2015). As there are very rare readily
available CBI materials to be employed in the market, determining the material evaluation
criteria is significant for the stakeholders involved in the preparation of in-house CBI

materials so that they can be adapted to different contexts.

1.3. Statement of the Problem

Poorhadi (2017) notes that possessing excellent command of English is a necessity for
students to pursue academic studies as the English language is extensively used in the
academic world in theory and practice. Swales (2004) explains that English is the truly
legitimate Lingua Franca in research and in other academic settings. Also, Hyland (1998)
mentions that there are a great number of academics with a different first language other than

English but using English for academic purposes.

In Tiirkiye, although elitism and being modern are implied by being proficient in
English (Dogangay-Aktuna, 1998), Coskun (2016) mentions the so-called “syndrome” used to
refer to the fact that a vast majority of people being able to understand English cannot speak
English across the country. Similarly, according to Kiigiik (2011), Turkish society tends to
view those who can speak English superior to others who cannot. However, in spite of the
importance attributed to English and of all the investments made in the country, it is observed
that English language proficiency cannot be promoted (Aydemir, 2007; Celebi, 2006; Isik,
2008; Kirkgoz, 2008)

According to the EF English Proficiency Index (EF EPI) (2015), Tiirkiye is ranked as
the 50th country among 70 others and is categorized into the group with very low proficiency.

The most frequently listed reasons leading to low English proficiency levels in Tiirkiye are
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attempted to be detected. For example, the teacher-centered approach is one of the leading
factors for explaining the low proficiency levels of students in EFL/ESL settings (Gengoglu,
2011; Giiney, 2010; Ozsevik, 2010). It is also argued that traditional approaches such as the
grammar-translation method are still used in classroom settings despite the efforts to include
communicative approaches in the current curriculum (Ozsevik, 2010). Other reasons might be
related to the lack of opportunities to practice speaking outside the classroom, use of Turkish

by the teachers in the classroom and the course books with poor qualities (Coskun, 2016).

The related literature informs the reader that students with poor English competence
are more likely to face challenges in terms of understanding the structures and discourse of
the English language in their regular academic lessons, especially in those with a scientific
aspect (Chamot & O’Malley, 1986). Herron (1996) proposes that widely-used scientific
concepts and terminologies cannot be easily perceived by the students in their academic
lessons as students do not form their regular interactions using these items and concepts such
as molecules and atoms in their mainstream English classes. In addition, Satilmis et al. (2015)
state discourse and structures used in scientific issues are quite different from those of
everyday language use. So, it would be wise to assert that innovative approaches should be
adopted to enhance content knowledge and their foreign language skills, especially at tertiary

level.

With these findings seen above, the situation does not seem to be promising. That’s
why, for enhancing effective language proficiency of the students, the program coordinator
opted for including CBI courses in the curriculum of the ESL/EFL program at a foundation
university in Tiirkiye where the data of this thesis study were collected. With appropriateness
and authenticity in mind, it was decided by the administrators that language materials that can
be packed into textbooks and that are related to the academic fields of the students were to be
developed by the instructors of the program.

Although educational materials cannot possibly satisfy all the needs of students and
cannot be preferred by all of them (O’Neill, 1993), it is always aimed that carefully-designed
textbooks and language materials present better learning conditions and experiences (Pakkan,
1997). Focusing on this aim, CBI-oriented course material composed of different units to be
packed into a textbook were developed by the researcher of this thesis study so that this
material could be employed in EFL/ESL lessons offered to computer and software

engineering students at tertiary level education. With this material, it was aimed that the
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students would have improved their English skills and gained content-related knowledge as a

supplementary support to their academic growth.

No one can deny the importance of developing language materials to be used in
educational settings. The crucial nature of this task necessitates hard work and effort put
systematically in the whole process. In addition, after being completed, materials need to be
evaluated carefully while they are being implemented in classroom settings. Educators should
also notice students’ feedback. In other words, language materials need careful evaluation
during the hands-on experience in classroom settings, which constitutes the problem

statement of this particular thesis study.

1.4. Research Questions
The research questions developed in this particular thesis study are as follows:

RQ1: What are the evaluations of the software engineering students regarding the

CBI-oriented course material?

RQ2: What are the evaluations of the instructor regarding the CBI-oriented course

material?

RQ3: What are the evaluations of the software engineering students regarding the in-

class implementation of the CBI-oriented course material?

RQ4: What are the evaluations of the instructor regarding the in-class implementation

of the CBI-oriented course material?

RQ5: What are the effects of the CBI-oriented course material on the software

engineering students’ English language skills?

RQ6: What are the effects of the CBI-oriented course material on the software

engineering students’ content knowledge?

1.5. Purpose of the Study

The scope of this thesis study deals with the evaluations of the software engineering
students and of the instructor regarding the CBI-oriented course material. In addition, the
study also investigates the evaluations of the students and of the instructor regarding the in-
class implementation of the material. Lastly, the study examines the impact of these materials

on the students’ content knowledge and English language skills.
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1.6. Significance of the Study

According to Sheldon (1988), textbooks constitute the core structure of any ELT
program. O’Neill (1982) states that textbooks provide much of the source learners make use
of to be exposed to the input in the target language. According to Richards (2001), it is the
textbooks enabling the learners to participate in the interactional activities and to get
accustomed to the content of the lessons. Likewise, Cakit (2006) asserts that textbooks
facilitate communicative interactions in the target language among students, which can only
be observed in classroom settings in Tiirkiye. On the other hand, textbooks may help the
teachers to shape their way of teaching (Kirkg6z, 2009). In the context of this particular thesis
study, CBI-oriented course units that can be packed into a textbook constitute the language

material to be used for a specific learner group at a foundation university in Tiirkiye.

The related literature states that there is a need of using a cumulative sequence in
which course content and educational materials are specified (Reynolds-Young & Hood,
2014; Short, 2017). So, with the aim of enhancing the content knowledge and English
language skills of the computer engineering and software engineering students, the CBI-
oriented course units were developed by touching upon the basics in their fields such as the
hardware components, the history of the computer technology and coding and upon more

advanced topics like computer networking, cybersecurity and the use of artificial intelligence.

It is also argued that program goals require a commitment through which
administrators, content and language instructors can cooperate while developing educational
materials (Lorenzo, 2007; Lorenzo et al., 2010). Therefore, while developing these materials,
the researcher had weekly discussion meetings with the advisor in the related program who
had offered courses regarding the development and implementation of CBI materials in the
ELT departments at several universities in Tiirkiye. The faculty members in the related
academic disciplines were also consulted about the presentation of the content knowledge in
the course materials from time to time. Lastly, after being completed, the CBI-oriented course

units were packed into a textbook for their practical use in the classroom.

Blanton (1992) notes the importance of CBI in creating an environment where
language skills and content knowledge are enhanced simultaneously. As mentioned before,
the course materials to be used in such an approach like CBI are crucial for the sake of
meeting the program objectives. However, language materials showing appropriateness to the
intended fields are very rare in the market. In addition, their evaluation in terms of their
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effectiveness in the classroom and of their appropriateness to the students’ needs is a
necessity. Therefore, this particular thesis study is expected to reveal promising findings in
terms of the progress the students show thanks to these materials and in terms of the
assessment of the course materials in question. Based on the findings, it is believed that this
study will fill the gap in the literature on the use of CBI and will enable the revision of these

materials for future use in classroom settings.

1.7. Limitations

This thesis study has some certain limitations. First of all, participant selection was
based on purposive sampling strategy as the CBI-oriented course material evaluated was used
in a CBI-oriented ESP course in a single institution, which is a private university in Istanbul,
Tiirkiye. The participants were, of course, the students of the aforementioned course. In other
words, the participants were not randomly selected from a general population since the
population of the lesson was already formed. Thus, this research is a case study, which means

that the results may not be generalized.

Secondly, the researcher of this study was the instructor of the course, and also the
developer of the CBI-oriented course material evaluated. Therefore, especially the findings
obtained through his observations and evaluations kept in his reflective journals may be

biased.

A Placement Test was administered at the beginning and at the end of the first
semester in the 2021-2022 academic year. Then, the mean scores obtained in these tests were
compared through paired samples t-test in order to see whether the CBI-oriented course
material had any impact on the students’ English language skills. This test, however, was
prepared by combining the questions from the Placement Test implemented in the institution
where this study was conducted and the questions from the Oxford Practice Test. Therefore,
the Placement Test was not an internationally-accepted exam and did not assess students’
listening and speaking performances, which means it might lack content validity. Instead,
some of the findings obtained through the semi-structured interviews and the reflective
journals were utilized to see the effects of the course material on the students’ listening and
speaking performances. On the other hand, a standardized and internationally-accepted
English language placement test would have yielded different results.

The effects of the course material on students’ content knowledge were shown

through demonstrating the scores students got from the “Content” sections in the midterm and
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the final exams. However, since there was not a control group to compare the CBI students’
performances on content knowledge, the researcher had the only chance to show the mean of
their content section scores. The qualitative data obtained through the students’ semi-
structured interviews and the instructor’s reflective journals were also demonstrated to show
the effects of the course material on the student’s content learning to consolidate the

quantitative data.

The course material evaluated in this thesis study offered relevant and overlapping
content for both computer and software engineering students. However, the data were
collected only from the students studying at the software engineering department as they were
registered in the course the researcher was the instructor of while the study was being carried
out. Although the great majority of the students were quite satisfied with the relevance of the
content evaluated, there were some who complained about those units providing content
associated with only the computer engineering department. Therefore, it can be said that the
study evaluated a language course material that was not uniquely prepared for only one

academic area.

Lastly, this research was carried out during the post Covid-19 era. All of the EAP and
ESP courses were held online by the Department of Foreign Languages at the university
where this research was carried out at the time of the study. Thus, the students could not
benefit from the interactive tasks in the course material, which was also supported by the
findings obtained through the students’ semi-structured interviews and the reflective journals
kept by the researcher. This must have affected their evaluations regarding the effects of the

course material on their communicative competence development.
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CHAPTER 2
LITERATURE REVIEW

This chapter intends to demonstrate the review of literature pertaining to CBI, ELT
materials and their evaluation, and CBI-oriented course materials. To be more specific, the
review chapter firstly delineates what CBI is, some of the special aspects of CBI, different
CBI models, what Content Integrated Language Learning (CLIL) is, the historical
underpinnings of CBI, some of the empirical research conducted on CBI, and on the
implementation of CBI in Tiirkiye, the difference between CBI and English for Specific
Purposes (ESP), and some criticisms addressed to CBI. Then, the chapter touches upon the
issue of ELT materials and their evaluation and the research on ELT textbooks and material
evaluation by underlying some details about the role they play in ELT, and about the criteria
determined in textbook and material evaluation. Lastly, the chapter concludes with the
research findings devoted to the development and the use of CBI-oriented materials, followed

by the conclusions of the chapter.

2.1. Content-Based Instruction (CBI)

Richards and Rodgers (2001) define CBI as “the teaching of content or information in
the language being learned with little or no direct or explicit effort to teach the language itself
separately from the content being taught” (p.204). Its implementation relies on the skills being
enhanced and can be administered through employing a wide range of teaching methods
ranging from the traditional ones such as grammar-based teaching to those underlying

communicative teaching (Crandall, 1999).

Grabe and Stoller (1997) note that various language teaching programs became aware
of the growing interest in the application of CBI in the late 1980s. Earlier, it was commonly
used as an instructional extension of the contexts offering English for Specific Purposes (ESP)
lessons, vocational second language courses, and instructional programs with a focus on
learning and teaching English related to workplace environments. Then, later, other settings
like K-12 classrooms and foreign language teaching programs at tertiary levels got acquainted

with the implementation of CBI.

There are various explanations related to CBI. For example, CBI proposes a common
ground through which academic content knowledge and target language skills are improved
(Brinton et al., 1989). Students are observed to achieve the requirements and the objectives of

the programs in which they are enrolled in a much better way (Heo, 2006). Dupuy (2000)
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highlights the simultaneous enhancement of students’ foreign language skills and academic
content knowledge thanks to CBI. In this approach, the crucial aspect that it employs is that
the linguistic points in a target language and a subject matter are interwoven.

According to Richards and Rodgers (2001), three crucial theories of language form a
basis for CBI: “language is text and discourse-based,” “language use draws on integrated
skills,” and “language is purposeful” (p. 208). Firstly, CBI allows the learners to utilize the
information and meaning through meaningful content presented in discourse or various texts,
without exposing them to separate sentences. In addition, CBI is known to make students
“read and take notes, listen and write a summary, or respond orally to things they have read or
written” (p. 208). Lastly, CBI presents purposeful use of the target language in a meaningful
way. Therefore, with the discourse-based and purposeful language use accompanied by
enhancing integrated language skills, CBI allows students to “interact with authentic,
contextualized, linguistically challenging materials in a communicative and academic
context” (p. 4).

It is asserted by Grabe and Stoller (1997) and Heo (2006) that the “Input Hypothesis”
put forward by Krashen (1982, 1985) supports the implementation of CBI since the
hypothesis presupposes that learners need comprehensible input to acquire the target
language. The link here is that CBI helps the learners to monitor their progress through
enabling them to enjoy academic content in the form of “comprehensible input”. Furthermore,
Crandall (1999) states that CBI makes use of such properties as “learning a language through
academic content, engaging in activities, developing proficiency in academic discourse,
fostering the development of effective learning strategies” (p.604). Therefore, there is an
emphasis on “learning about something rather than learning about language” (p. 604),
potentially serving the condition asserted by Krashen (1982, 1985) to accomplish successful
acquisition in the target language as what is focused in the acquisition process is meaning
rather than form. Thus, it is claimed that CBI is an effective method to teach a foreign

language due to the contextualized curriculum being used (Brinton et al., 1989).

In addition to Krashen’s hypothesis (1982, 1985) mentioned above, another theoretical
support comes from the notion of “Cognitive Academic Language Proficiency (CALP)”
mentioned by Cummins (1979). According to this notion, many students can develop “Basic
Interpersonal Communication Skills (BICS)” in a short period of time thanks to mainstream

ESL/EFL instruction. Yet, it might not be possible to show progress in academic contexts by
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using BICS. Therefore, students need to develop CALP to succeed in those contexts requiring
academic L2 proficiency. However, developing CALP requires a great deal of effort and time,
approximately five to seven years (Collier, 1989; Wong-Fillmore, 1994). Any delay in content
instruction may result in impracticality in terms of the development of CALP. In other words,
students need to be exposed to content education while they are learning the target language at

the same time (Cummins, 1979), which underlies the role of CBI.

As the primary nature of CBI, the integration of both content and language teaching is
also supported by other arguments. For example, “form-content integration” as opposed to the
“form versus content” debate is an issue discussed by many authors such as Garrett (1991),
Lightbown and Spada (1994), Swain (1995), and Tarone and Swain (1995). What these
researchers state is that both form and meaning (in the case of CBI, the content) are not to be
separated as the learners need both for successful L2 acquisition. Likewise, Halliday (1993)
and Wells (1994) mention the need of accuracy in form and of consistency in content showing
relevance to each context the speaker makes utterances in. As can be seen, such discussions

are consistent with the implementation of CBI.

Advantages of learning a second language through academic content have been
mentioned in the related literature. For example, students in CBI classrooms are reported to
show more positive attitudes towards the foreign language being learned, improve higher
levels of self-esteem related to their capacity to use the target language, and become more
interested in learning it. In addition, their motivation levels are higher compared to those in
the mainstream ESL classrooms (Dupuy, 2000; Sylvén & Tompson, 2015). The high
motivation levels reported on this issue provide important implications as it is stated by Ebata
(2009) that there is a strong correlation between motivation and learning a foreign language.
Likewise, Lai and Aksornjarung (2018) posit that motivated students comprehend the goals of

the lessons better, facilitating the learning process.

Apart from motivation, CBI also provides some benefits for the students in terms of
their cognitive and intellectual growth and development. Genesee and Lindholm-Leary (2013)
state that CBI has huge positive effects on the learners’ progress as it requires the use of
demanding and challenging content with the aim of extending the horizons and perspectives
of the students. They have to notice and process the additional content combined with the

target language, and the input that they are exposed to becomes proceduralized, giving rise to
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well-integrated knowledge, which facilitates the cycle in their cognitive capacity (O’Malley &
Chamot, 1990).

CBl is an approach integrating language and content instruction with a focus of
accuracy in form and enhancing incidental use of the target language in a meaningful way. It
has fruitful and promising outcomes for the learners and its theoretical underpinnings show

consistencies with the current second language learning and teaching theories.

2.1.1. Special Aspects of CBI: Er (2011) notes that CBI operates on the notion that
there is a subject matter which the organization of foreign language study is based on.
According to Nunan (2004), students learn a target language best when the language is used
as a medium to learn a subject. That’s why, the importance of content in CBI cannot be
ignored as it lays the foundation of the context facilitating the acquisition of the target
language while that target language acts as a vehicle of access to the subject matter.

Coyle et al. (2010) report that content in question can include a wide range of topics
such as those subjects in an official curriculum and in projects related to education. In
addition, topics which are thematic like sports, cross-curricular like economics and
interdisciplinary like technology can constitute the content. On the other hand, the focus on
language in CBI enhances students’ language skills as they are expected to produce utterances
in oral and written form. Acquisition of foreign language skills is another goal of the
implementation of CBI. (Nunan, 2004).

The dual nature CBI presents through its focus on content and language is significant
(De Smet et al, 2018). The conceptualization of a framework which is called 4Cs Framework
and which is composed of four different constructs put forward by Coyle (1999) proposes a
foundation to consolidate the implementation of CBI. These four constructs are as follows:
content referring to subject knowledge, communication referring to language pragmatics,
cognition referring to learning and thinking processes and culture referring to enhancement of
intercultural awareness. With this framework, it is aimed at increasing students’ speaking
duration and decreasing that of the teacher. In addition, the inclusion of reasoning, thinking in
a creative way and evaluation is also among the objectives of this framework. De Smet et al.
(2018) notes that this framework accounts for the four objectives set by CBI: content learning,
proficient use of a foreign language, cognitive growth and intercultural understanding. The

following principles should be incorporated effectively into a CBI-oriented course:
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Content: Subject matter knowledge enhancement, understanding of specific points

related to the content in the curriculum.

Communication/Language: Using the target language to learn the content while

learning the target language in question.

Cognition/Learning: Enhancing thinking skills underlying conceptualization of the

content topics, and understanding the target language.

Culture: Facilitating the awareness of self and others through exposing them to
different perspectives. (Coyle, 1999).

This framework sees CBI students as active learners while their foreign language
skills are enhanced and their content knowledge is developed. Therefore, students are
expected to realize their own learning process while being cognitively improved in the CBI

lessons.

In brief, CBI takes its roots from the dual nature it exhibits in both language and
content education. Content is regarded as the source of the knowledge of the subject matter
while language is attributed to being the vehicle to get information in the whole acquisition
process of the target language skills such as speaking, writing, listening and reading. The dual
nature in question is shaped by the 4Cs framework consolidating the effectiveness of the
implementation of CBI with the constructs such as content, communication, cognition and
culture. All these aim at enhancing the awareness of language learners regarding their

learning process.

2.1.2. Different Models of CBI: Different models regarding the implementation of
CBI have been proposed so that they could serve the objectives of each unique context. Lai
and Aksornjarung (2018) state that each model within CBI programs vary depending on the
predetermined objectives. Siqi (2017) notes that three different models of CBI (theme-based
model, adjunct model and sheltered model) stand out at tertiary level though there are five

different types in foreign language education as stated below.

2.1.2.1. Theme-based Model: Since it is devoid of complexity, the theme-based model
is the most widely used instruction type of CBI (Satilmis et al., 2015). Tsai and Shang (2010)
report that it is the certain themes and topics that determine the form of the content and
language skills to be emphasized, which constitutes the basic rationale for theme-based

language learning. What is aimed in this model is that students’ foreign language competence
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is to be enhanced through certain themes chosen. Siqgi (2017) puts forward that academically
interesting content in the form of social issues is offered to the students and they are
accompanied by different language tasks. Therefore, student-centeredness is initiated through
the course content determined depending on the needs of the learners. Kiziltan and Ersanli
(2007) speculated that instructors act as facilitators or guides during the integration of topics
and content areas and students are supposed to be actively involved in the classroom activities

in the theme-based model.

In the theme-based model, it is not a requirement for a content specialist to intervene
in the lessons (Crandall, 1999). The topics are structured based on the topics and themes
selected. Yugandhar (2016) lists six issues for educators to consider while implementing a

theme-based curriculum in their lessons:

1. Exploiting academic texts for the sake of learning the target language,
2. Giving utmost emphasis on underlying ideas and structures appearing in the discourse
of the academic texts to be used,

Strengthening the strategies the learners make use of in the learning process,

4. Making use of thematically-integrated units so as to facilitate achieving language
proficiency in a holistic fashion,

5. Exploiting texts and themes extracted from other content areas for the sake of
improving academic foreign language skills,

6. Creating and designing tasks and organizing themes and topics parallel to the specified
content.

In the theme-based model, students are expected to learn by doing and their active
participation in the tasks is promoted. In addition, an interactive learning atmosphere can be
created through discussion sessions and negotiation of the topics. It is possible for them to be
actively engaged in the lessons through the themes taken from different content areas, which

potentially affects their knowledge in both language and content (Yugandhar, 2016).

Stoller and Grabe (1997) view theme-based instruction the same as CBI and claim that
"all CBI is fundamentally theme-based"” (p. 81). Snow (2001), however, indicates that the
term ‘theme-based’ should be allocated for those programs where educators design language
learning exercises based on the content from the academic topics chosen. Therefore, the
content does not have to be structured around one single topic. That’s why theme-based

programs are more language-oriented rather than content.
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This model may also set a foundation for the future use of adjunct and sheltered
models. Kiziltan and Ersanli (2007) notes that the theme-based model is the most widely used
type of CBI as it does not require a partnership between language and content teachers

contrary to adjunct and sheltered models.

2.1.2.2. Adjunct Model: Blanton (1992) argues that the adjunct model underlies the
integration of two coordinated courses, one for enhancing language skills of the learners and
the other for enhancing their knowledge in various academic areas. Therefore, this model
asserts the teaching of a language lesson and another course for content/subject separately
(Kiziltan & Ersanli, 2007). However, the coordination between these two separate courses is
essential (Satilmig et al., 2015). Therefore, the syllabus employed for such a teaching and
learning environment must be reciprocally interwoven so that both courses address the needs
of the learner group. For example, related homework and projects might be assigned since this

might enhance the success of the students in both lessons.

According to Snow and Brinton (1988a), many universities made use of this model
with their scope in trying to give equal stress and responsibility to two separate modalities in
question. In addition, Snow (2001) argues that it would be more practical to implement this
model at universities as “adjuncting” of the coordinated courses is a lot easier at this level. It
is also known that adjunct instruction is a subdivision of the movement “Foreign Languages

Across the Curriculum (FLAC)” at US universities (Stryker & Leaver, 1997).

In this model, teaching traditional academic concepts in the content/subject area is
delivered by the content/subject instructor. On the other hand, academic foreign language
skills are to be emphasized by the language instructor (Snow & Brinton, 1988b). So, what is
aimed in this model, like the other models in the realm of CBlI, is to develop academic
language proficiency along with the content knowledge enhancement. However, Baecher et

al. (2014) warns that language teachers might be overwhelmed by the diversity of the content.

2.1.2.3. Sheltered Model: Sheltered model is mostly used at tertiary level education,
in a context requiring the use of the target language (Davies, 2003). In this model, a content
specialist who is, most of the time, a native speaker delivers content-based courses through
the use of the target language as the primary focus in this model is on the content mastery,
rather than the equal stress given upon both language and content (Brinton et al., 1989).

The learner group consists of non-native speakers of the target language, and what is

aimed is to enhance their content knowledge to a certain degree so that they can follow the
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content courses as their native counterparts do at the university (Satilmis et al., 2015). These
non-native students are placed in another class, and therefore, segregated or “sheltered” from
the native ones, the aspect giving the model its name (Brinton et al., 1989). The content
specialist may adjust the level of the target language while teaching the lessons according to
the learner group’s proficiency level. These modifications may include simplifying the written

materials and focusing more on the written texts (Satilmis et al., 2015).

According to Davies (2003), the sheltered model can be administered by two teachers
as well. The first teacher is again the content teacher and the second one is a foreign language
teacher. They teach the lessons together at the same time, or a duration division can be
possibly made between them. While the content teacher teaches the subject in question, the
foreign language teacher tests students’ comprehension, which underlies the role of teamwork

dedicated to planning the curriculum.

2.1.2.4. Immersion Programs: Although it is not implied by the name of the term,
immersion programs are compatible with the models of CBI since these programs aim at
teaching the subject matter through the use of the two languages of bilingual students. (Lyster,
2007). These programs were initiated in the 1960s in Canada. According to Alsulami (2017),
immersion programs were specifically designed for bilingual students. It has been noted that
bilingual students might have a chance to study different subject matters ranging from math,
science to social sciences since what these programs targeted was to enhance bilingualism
(Swain & Lapkin, 2013).

Although content lessons are offered through two languages, there is always the focus
on improving second language skills of the learners. Schleppegrell et al. (2004) note that the
characteristic feature of these programs is to acquaint students with complex content through
the contextualized use of the second language of the learners. What’s more, Hoare and Kong
(2008) indicate that the utmost importance is to be given to learning the content through the
use of the second language compared to other CBI models that may place more importance on
learning the target language through the content.

Baker (2011) reports that there are two factors that shape the nature of the immersion
programs: the age of the students and the amount of time spent in the immersion. Three
different types have been proposed for the age factor: early, middle and late immersion. The
early immersion programs are designed for infants, especially for those in kindergarten. The

middle immersion programs might be introduced to those children aged between 9 and 11.
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The late immersion programs can be organized at the secondary school. Concerning the
second factor, the amount of time spent in the immersion, there arise two types of immersion:
total and partial immersion programs. Total immersion employs the target language in the
teaching of the content at a rate of 100%, on the other hand, partial immersion utilizes the

target language at a rate of 50%.

Immersion programs are known to have promising effects on the learners. For
example, Lazaruk (2007) notes that immersion programs result in additive bilingualism.
According to Genesee (1987), additive bilingualism enables the students to be proficient in
both their first language and the target language. Similarly, Lyster (2007) indicates that
“students perceive less social distance between themselves and native speakers, and develop
more positive attitudes towards the second language and its native speakers” (p. 13). In
addition, immersion students “develop high levels of communicative fluency” (Swain, 1996,
p. 531). Likewise, according to Knell et al. (2007), students of an early immersion program
offered by a Chinese primary school did better “on the English word recognition, vocabulary,

and oral language measures” compared to their non-immersion counterparts (p. 408).

2.1.2.5. Cognitive Academic Language Learning Approach (CALLA): Cognitive
Academic Language Learning Approach (CALLA) is an instructional type presented by
Chamot and O’Malley (1987) in the United States. The aim, as in other models of CBI, is to
enhance students’ content knowledge and foreign language proficiency. According to Chamot
and O’Malley (1994), there is an emphasis on the learning process rather than that of teaching
in CALLA so that educators may find an opportunity to discover how the learning process

might take place from the perspectives of the students.

CALLA was designed based on the assertions of cognitive psychology (Chamot &
O’Malley, 1987). According to Anderson (1981, 1983, 1985), there are two forms in which
information is encoded in the human memory, one being declarative knowledge and the other
being procedural knowledge. Here, declarative knowledge refers to what people know about a
given issue, and procedural knowledge refers to how people know what they know (Chamot
& O’Malley, 1987). Some examples of declarative knowledge might be about definitions of
different words, facts and rules stored in the long-term memory. On the other hand,
procedural knowledge refers to the principles and dynamics regulating performance of a given
cognitive task (Anderson, 1981, 1983, 1985).
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It is stated that the acquisition of declarative knowledge might be quite simple and
does not require a great deal of time, the acquisition of procedural knowledge such as foreign
language proficiency, however, could take a lot of time and require repeated practice
(Anderson, 1981, 1983, 1985). Chamot and O’Malley (1987) devised CALLA based on the

theoretical principles seen above.

The content employed in CALLA refers to declarative knowledge as the content is
presented through facts and concepts related to math, science and social studies, etc. On the
other hand, the language development strategies used in CALLA refers to the enhancement of
procedural knowledge as the students are involved in language-related activities so that they
might use the target language as a tool to learn the content matter. What is aimed with these
strategies is to make the language production automatic through repeated practice (Chamot &
O’Malley, 1987).

According to Chamot (2009), there are 5 steps through which the teaching and
learning process takes place in CALLA. The preparation step deals with the concentration on
students’ data such as their background knowledge in the subject matter or their proficiency
level in the target language. The presentation step is the phase where learning strategies such
as demonstrations and use of visuals are utilized to introduce the content topic. The practice
stage has to do with the conversion of declarative knowledge into procedural knowledge
through collaborative activities, and problem-solving tasks with the aim of mastery of the
content. In the evaluation stage, the students are offered an opportunity to evaluate their
progress using self-assessment tools such as checklists, and finally, the expansion stage
allows the students to perform the application of the learning strategies that they have already

learned to new content areas.

The social-cognitive learning model combines the prior knowledge of the students, the
skills underlying learning through collaboration, cognitive awareness and self-reflection
(Bardn, 2013). This learning model also shapes the foundations of CALLA, which aims to
make students independent learners through enabling them to use their own learning strategies
and to employ higher levels of thinking in content and language learning (Chamot et al.,
1999). With this approach, it is understood that students can become more independent and

evaluate their own learning progress in a better way.

CALLA acts as a bridge to connect EFL teaching and regular content area education.

With a focus on cognitively-engaging content-based approach in scientific and social studies,
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various programs are employing this instruction type (Chamot & O’Malley, 1987). Figure 1
summarizes the core elements of CALLA below.
Figure 1

The Core Elements of CALLA
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Note. From The Learning Strategies Handbook by Chamot et al., 1999, New York, NY: Pearson Education.

2.1.3. Content and Language Integrated Learning (CLIL): Content and Language
Integrated Learning (CLIL) appeared in Europe as a direct extension of immersion programs
for teaching a target language and its focus is to teach a subject lesson through the use of a
foreign language (Coyle et al., 2010; Dalton-Puffer et al., 2010). Although CLIL is a
commonly used term in Europe, its counterpart is CBI in North America (de Zarobe &
Catalan, 2009). In other words, CBI is known as CLIL in the European context, and this is
one of the most prominent differences between the two as many researchers use these two

terminologies interchangeably (Cenoz, 2015; de Zarobe, 2008).

According to Coyle (2007), the European Network for Content and Language
Integrated Classrooms (EUROCLIC) used the term CLIL in their educational policies in the
1990s. Since new countries are joining the European Union (EU), it is not surprising for
educational policies to be adjusted and legislated so that interaction may be facilitated through
better second language education attempts among different cultures in the union. Moreover,
Mebhisto et al. (2008) notes that CLIL consolidates and is highly linked to immersion

programs, and to others dedicated to enhancing bilingualism.
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As stated above, CLIL shares the same essence with CBI. However, Coyle (2007)
posits that though there are very similar aspects used by CLIL and other types of CBI, there
could be one distinctiveness shown by CLIL. It is more or less, if not precisely, on a
continuum where there is not a preference or an inclination towards either language or
content, unlike the sheltered model. Similarly, to stress the equal importance given in both
language and content, Marsh (2002) notes that CLIL is an approach through which “a foreign
language is used as a tool in the learning of a non-language subject in which both language

and the subject have a joint role” (p. 58).

Although there is a strong link between CLIL and immersion programs, there arises
another difference between the two. According to Lasagabaster and Sierra (2010), the
language enhanced in CLIL is a foreign language which is yet to be fully acquired by the
students and not used outside the classroom. However, in the immersion programs, the
language enhanced is the second language of the students which they have an access to as that
language is most probably the majority language of the region. That’s why, most language
teachers are non-native speakers of the language in CLIL contexts whereas the language
teachers are native speakers in the immersion programs. This is also mentioned by Bayyurt
and Yalg¢in (2014) claiming that CBI is implemented in ESL contexts where students have the
opportunity to acquire English outside of the classroom, and on the other hand, CLIL
programs are offered in EFL contexts where students are exposed to English mostly in the

classroom.

The effectiveness of CLIL is reflected by its growing popularity among different
institutions all across the globe since its main aim is to enhance both language learning and
content knowledge of the learners, the aspect attracting many professionals in Latin America
(Doiz et al., 2013), in Asia (lyobe & Lia, 2013; Yang, 2016), and in Australia (Smala, 2014;
Turner, 2013a; Turner, 2013b). In addition to its popularity witnessed, the related literature
shows various studies displaying the advantages of CLIL observed thanks to students’
satisfaction and teachers’ feedback (Heras & Lasagabaster, 2015; Whittaker et al., 2011). For
example, Wolff (2007) reports that the motivation levels of CLIL students are higher than
those of the mainstream EFL/ESL learners due to the development of more complex concepts.
Likewise, Nikula (2010) indicates that students in a biology CLIL lesson offered in English
are more likely to be active and form more interactions among each other and with the
teacher, compared to the biology content lesson offered in the first language of the students.
However, it is also reported by Nikula (2010) that the same teacher giving biology CLIL
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lessons using English for one class and biology content lessons using his first language for
another class did not show the same level of foreign language competence in their lessons,
and his language use was more restricted and limited in his biology content lessons. That’s
why, various warnings are made in the literature regarding the appropriate selection of the
staff appointed into CLIL classrooms. In other words, there needs to be a meticulous selection
of staff to determine that they have adequate knowledge in the content areas and possess
highly proficient levels of the target language to be used in the CLIL programs (Klimova,
2012; Madrid Fernandez, 2006; Marsh et al., 2010).

As stated above, CLIL is the European version of CBI. However, compared to some
types of CBI, there might be some possible and slight differences such as the extent of the
importance or priorities given to either component of the program over the other one. With its
probable advantages, CLIL is one of the most effective instructional approaches used in the
field of foreign language education. Yet, there needs to be precautions taken in the selection
of the teachers as in the case of CBI.

2.1.4. The Historical Underpinnings of CBI: Ramos (2009) notes that CBI takes its
roots from the immersion programs in Canada in the 1960s. At that time, the Canadian
education system administered immersion program projects to enhance French language skills
of the students who were English speakers. Through academic subject lessons with their
medium of instruction in French, learners of French found an opportunity to exploit the
content matter while improving their French academically (Banegas, 2013). However,
although the origins of CBI are attributed to those immersion programs, the concept dealing
with studying an academic area in a target language is too old to guess. Brinton et al. (1989)
report that it was St. Augustine who favored this concept in the late 4th century A.D. for the
sake of learning a target language for religious purposes. Besides, Swain and Johnson (1997)
indicate that only the languages of certain dominant empires and religions had been
considered to be worthy of being the medium of instruction in formal education by the time

nationalism rose in different parts of the world.

When modern times are concerned regarding the implementation of CBI, however, it
could be seen that the Quebec area was among the first places where immersion programs
were initiated so that learners of French who were English speakers were introduced to

content-related academic terminologies in French in classroom settings (Isik, 1995). The way
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these immersion programs used the target language as a tool to acquire knowledge in the

content area formed the underlying core of CBI.

Here, it is important to mention what is meant by “content” in the implementation of
CBI. According to Curtain and Pesola (1994), content exploited in CBI constitutes some
concepts and themes found across the curriculum and taught through the target language
adjusted to the level of the students. Genesee (1987) does not limit the nature of content to
only academic topics and asserts that any interesting and engaging topics, themes or non-
language issues might account for the content in the curriculum. Met (1991) mentions the
need for the positive cognitive effects content is supposed to underlie for the students’
intellectual growth and development as content needs to be challenging and demanding for
the learners. Furthermore, Eskey (1997) notes that content does not stand on its own and
teaching the discourse of the content along with all the necessary analytical skills is required
for effective teaching in CBI, which might potentially empower the students to implement and
carry out analyses in a content-related issue. Therefore, CBI learners must be acculturated to

the content area.

CBI, which appeared as a by-product of the immersion programs in Canada (Duenas,
2004), spread to the US and the UK whose educational policies started to initiate different
CBl-oriented language programs at different levels such as secondary and tertiary level
education (Genesee & Lindholm-Leary, 2013). CBI seemed to be an appropriate fit as an ESL
instructional approach in the US, the UK and Canada as they hosted millions of students and
migrants from different countries (Dalton-Puffer, 2007).

In the US, following the huge increase in immigration from South America, CBI was
first implemented in Spanish immersion schools using the Canadian model (Brinton et al.,
1989). Later, different CBI-oriented language education programs were organized in Culver
City, Montgomery County, Cincinnati, and San Diego in the US and participants were
observed to exhibit more advanced progress both in the target language skills and the content
knowledge (Genesee, 1987). Some other similar findings were also obtained in other studies
carried out in different regions of the US (Hickman, 1992; Snow & Brinton, 1988a).

In the UK, CBI appeared as a reaction to the need for educational reform
(Honeychurch, 1990). There was a demand for a more focused emphasis on the English
language to be used in various disciplines, leading to the growing popularity of CBI in the

country (Sato et al., 2017). Similarly, in Japan, CBI originated first in elementary schools
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where the children of foreign citizens were enrolled so that they could improve their Japanese
language skills and be integrated into the school environment and eventually into the society
(Murata & Harada, 2008). As seen, CBI appeared as a direct response to the demands of
society (Sato et al., 2017).

A great deal of research on the pedagogical and theoretical aspects of CBI has been
carried out so that its effectiveness in the development of the target language and content
learning could be specified (Grabe & Stoller, 1997). Although its simultaneous enhancement
of both language and content has always been emphasized, Sato et al. (2017) claim that
communicative language learning approaches asserting that the ultimate goal of language
teaching is to enhance communicative competence have led to the separation of the content
learning from language learning, which has created a gap between them at the curricular level.
This, in turn, has resulted in an imbalance while trying to determine the organization of the
content courses and language courses separately (MLA Ad Hoc Committee on Foreign
Languages, 2007). To eliminate any probable bifurcation, Sato et al. (2017) propose that CBI
should answer to integrated aims through which the mastery of both language and content
learning can be achieved along with the criticality underlying the skills students can make use

of while applying their critical thinking strategies in the educational process implemented.

2.1.5. Research on CBI: Programs employing Content-based Instruction or Content
and Language Integrated Learning in ELT settings across the world have always been a
subject of study so that their effectiveness on all the learners involved could be specified
(Heras & Lasagabaster, 2015; Lai & Aksornjarung, 2018; Ngan, 2011; Satilmis et al., 2015;
Tseng, 2017). Research mostly focuses on the orientation of the teachers towards language
and content instruction while implementing CBI in their lessons; and on the effects of CBI
and CLIL on the students’ motivation and overall L2 development. However, it is seen that
most CBI research includes teen or young adult participants. For example, according to
Yalgin (2007), there is limited research conducted to investigate the effectiveness of CBI on
young learners as most CBI research deals with the implementation of the approach in

bilingual or immersion programs designed to promote ESL skills of the adult students.

Although de la Cruz and Vazquez (2018) report that CBI students were proficient in
maintaining communication in the target language, they were not observed to attain a certain
level of grammatical accuracy (Ranta & Lyster, 2007; Swain, 1996). This might partially stem

from the fact that the orientation of CBI instructors towards content and language instruction
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varies, which potentially shapes the L2 development of the learners in a negative way (Hoare
& Kong, 2008; Lyster, 2007; Sodegard, 2008; Swain, 1996). For example, according to Arias
and Izquierdo (2015), there is little attention to language teaching in some forms of CBI
compared to the more focused emphasis on content education. Similarly, Burger and Chrétien
(2001) conclude that “a great deal of attention is paid to the students’ understanding of
content and little time is left to focus on language” (p.98), which hinders progress in students’

L2 development (de la Cruz & Vazquez, 2018).

Swain (1996) and Swain (2001) deal with the orientation of CBI instructors towards
content and language education at the elementary level. Based on the observations reported by
Swain (1996), it was concluded that teachers were involved in too much content teaching in
the immersion programs administered in elementary schools where they did not focus on the
target language use of the students. Similarly, Swain (2001) demonstrates that teachers in CBI
classrooms did not pay attention to accuracy of the target language produced by their students
at all in elementary school settings.

Research conducted on the orientation of CBI instructors at the secondary level
education displays similar findings. Hoare (2010) demonstrates that the students in the
secondary school CBI classroom tried to learn the language forms of English in an incidental
way rather than in a carefully planned way and through purposefully extracted forms from the
content presented in the curriculum. Kong (2009) notes that only 1 CBI lesson out of 4 at a
high school gave specific attention to the language forms in an explicit way. Likewise,
Schleppegrell et al. (2004) report that teachers employed limited techniques to deal with the
grade-level history content material texts used, therefore students could not have access to the
meanings in those texts. Duff (2001) mentions the little attention given to overtly specific

language forms such as structures in the texts and the vocabulary items.

The situation is not so different at the university level. Arias and Izquierdo (2015)
have analyzed 401 lesson sessions and concluded that language integration into the content
teaching was very limited. Airey (2012) criticizes the CBI teachers observed as they did not
seem to be aware of their own responsibility to teach the target terminologies in physics
despite their higher expectations from the students to make utterances correctly. Costa (2012)
believes that ELT professionals are far from reaching a balanced way to deal with language
and content instruction in CBI at tertiary level education as CBI instructors tend to view

teaching explicit language use inferior to the importance of content. However, Hynninen
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(2012) mentions the satisfactory integration of language and content education at the

university level.

In spite of the strong orientation of CBI instructors towards content, it does not mean
that CBI research has not yielded any promising results. The related literature informs the
reader about the increased self-esteem and motivation of CBI students in terms of forming
interactions using the target language and displaying a higher interest in pursuing academic
studies (Echevarria et al. 2017; Graham, et al., 2018). For example, Ngan (2011) evaluates
how effective the CBI implementation was in enhancing English language skills and content
knowledge of accounting students at a university in Vietnam. In this study, the data were
collected through a questionnaire and from the results of pre-test and post-test administered to
investigate whether there was a difference in the level of English language proficiency and
content knowledge of the students before and after the implementation of CBI. The results
indicate that the implementation of CBI resulted in more student satisfaction and more
participation in the lessons. In addition, the students were observed to score higher both in

language and content knowledge tests.

Janzen (2002) reports an organization of a reading course affiliated with an Intensive
English language program at one of the US universities. The reading course was based on an
EAP course aiming at increasing the reading strategies of the students through enhancing their
academic vocabulary knowledge, reading speed, and independent reading behavior. The
researcher designed the syllabus based on a theme, “special effects in the movies”. Here, what
Pally (1999) notes for the importance of sustained content is important to mention: Sustained
content seems vital to develop the reading skills of the learners as building knowledge in
vocabulary and in content itself is easier when a single theme as the content is offered to the
learners. That’s why, the researcher tried to benefit from the advantage of using a single
theme around which the syllabus could be organized. The course aimed at introducing
effective strategic reading behaviors with the help of related activities and assignments. Yet,
the researcher only mentions the course designed without reporting any evaluation or

measurement of a variable.

Song (2006) mentions a study analyzing the outcomes of CBI on ESL students
studying at a college. The study compares CBI ESL students to non-CBI ESL ones. The CBI
courses offered to the first group were designed based on regular academic subject courses

such as “Introduction to Psychology”. The implementation of the CBI courses were tracked
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over a five-year period to enable the researcher to analyze their effects in the long term. The
results of this study demonstrate that CBI students outperformed significantly in the
upcoming language courses compared to non-CBI students.

Heras and Lasagabaster (2015) demonstrate what kind of effects CLIL had on such
factors as motivation and self-esteem of the learners and the gender differences in following
the lessons to learn vocabulary in the learner group composed of 42 students at a secondary
school. They employed a background questionnaire, a survey to assess the level of motivation
and self-esteem of the students and a language test consisting of pre-, immediate post-, and
delayed post-tests to evaluate the vocabulary knowledge of the students. Results obtained
demonstrated that gender differences in motivation diminished thanks to the CLIL program
implemented. In addition, students, irrespective of their gender, were seen to acquire technical

vocabulary items, enhanced by the CLIL program.

Sylven and Thompson (2015) analyze the motivation of students in learning a foreign
language and how their motivation shaped L2 acquisition in a CLIL program. This
longitudinal study was carried out at a secondary school in Sweden and included 109 CLIL
and 68 non-CLIL participants. The data collection period continued up to 3 years.
Motivational Factors Questionnaire (MFQ) was employed at the beginning and at the end of
the data collection process. According to the results, the motivation levels of CLIL students
were found to be higher than those of the non-CLIL students in terms of their interest in
forming interactions in the target language, their participation in the lessons, and the level of
self-confidence in maintaining communication through the use of their L2.

Tseng (2017) examines what kind of perspectives students might have regarding the
effectiveness of CBI implemented in a course designed to enhance cross-cultural
communication. The study included 60 English language learners at a Taiwanese university.
The study employed a questionnaire and semi-structured interviews as the data collection
tools. The results reported higher levels of achievement both in the content knowledge and
language proficiency of the students. It was also found that the student developed higher
levels of confidence and motivation and made use of more critical thinking skills in tasks
requiring cooperation. However, the participants reported some minor difficulties in

understanding the input and making utterances in an effective manner.

Lai and Aksornjarung (2018) analyze the attitudes of students towards CBI lessons

and their motivation that they showed in these lessons at a Thai university. The researchers
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used a questionnaire to collect data from 71 EFL students besides using the data obtained
from classroom observations and students’ midterm and final scores. The results indicate
positive attitudes towards the implementation of CBI and a moderate level of motivation
although no correlation was found between the attitudes and the level of motivation shown by
the students. In addition, a significant difference was observed between the attitudes shown by
the students at the Medical School and those shown by the ones at the Faculty of Nursing,
which might be attributed to the different instructional styles of each teacher and the quality

of the materials used in each department.

Goris (2019) piles up the results of longitudinal CBI research examining the effects of
CBI on the primary school students’ L2 acquisition in English. The longitudinal study’s
results came from European countries such as Italy, the Netherlands and Germany; and in this
study, 4 different groups - 2 groups receiving CBI-oriented English education and 2 groups
receiving mainstream English education - were formed. The mainstream English education
aimed at teaching grammar through traditional approaches. After pre- and post-tests were
administered, it was determined that CBI yielded more promising results for the primary

school students in terms of their English language skills.

In the light of aforementioned research, one could argue that CBI has yielded fruitful
findings in terms of developing self-esteem, better communicative skills, and motivation.
However, it is of utmost importance for the CBI instructors to use a balanced way while
dealing with content and language education. Ignoring language forms while trying to focus
on content may result in delayed acquisition in grammatical accuracy. Besides, instructional

styles and the quality of the materials may shape the perceptions of CBI students.

2.1.6. Research on the Implementation of CBI in Tiirkiye: Perez-Cafiado (2012)
mentions the CBI and CLIL programs implemented across Europe. However, it is seen that no
program or study from Tiirkiye has been introduced. Despite the popularity of CBI in the
world, no specific and sufficient attention has been paid to CBI by most of the educators and
ELT professionals in Tiirkiye. Bayyurt and Yal¢in (2014) also notes that the research on CBI
is mostly composed of the studies conducted in contexts such as immersion and ESL settings,
which excludes the EFL contexts like Tiirkiye. In addition, Bozdogan and Karlidag (2013)
notes that CBI is partially applied in the Turkish education system; apart from some faculty

settings in universities, CBI has not been extensively utilized in language teaching programs.
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Rather, language programs in Tiirkiye try to enhance general language skills of
students in the target language, which potentially leads to a void in terms of acquiring the
necessary technical terminology and subject matter knowledge. However, this does not mean
that no researcher is interested in the implementation of CBI in Tiirkiye. The following

summarizes some research on CBI carried out in Tiirkiye.

Isik (1995) compares CBI to mainstream English education and their effects on the
Turkish EFL learners’ language skills. The results indicate that CBI students were found to be
more competent in listening and speaking skills compared to those in the mainstream group.
In addition, cumulative scores obtained by CBI EFL learners were higher than those of the
mainstream group. Therefore, Isik (1995) concludes that CBI is an effective method in

enhancing foreign language skills of the learners.

Alptekin et al. (2007) analyze how effective theme-based syllabi were for young
learners for their English development. It was a longitudinal quasi-experimental study lasting
for two years. It analyzes the effects of theme-based syllabi for the primary school students
who were fourth and fifth graders. The participants were divided into two groups, one being
the experimental group in which the theme-based syllabi were exploited, and the other one
being the control group in which a grammatical syllabus developed by the Turkish Ministry of
Education was utilized. In order to assess the language development of the pupils, Cambridge
Young Learners English Test (YLE) was used three times during the course of the study.
According to the mean scores obtained from the both groups, those in the experimental group
were found to score higher in the listening and reading comprehension tasks and also their
writing proficiencies outperformed those of the control group. The participants’ motivation
levels in the theme-based syllabi group were also found to be higher as they reported their
own positive perceptions towards the CBI implementation during the interviews conducted.
The authors conclude that theme-based syllabi were effective for instructional purposes in

ELT for young learners’ contexts.

Arslan and Saka (2010) shows the effects of CBI designed specifically for science
students at a preparatory school program. Since the participants were aware of the progress
that they had achieved in their content knowledge, they reported higher levels of motivation
and positive attitudes towards the CBI program implemented. The authors state that CBl is a
good instructional method to meet the needs of the learners and enhance their language skills

and academic knowledge.
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Geng (2011) proposes a new CBI-oriented language curriculum that could be
implemented by the School of Foreign Languages at a state university in Tiirkiye. This new
curriculum was designed to meet the English language needs of the students who were taught
in Turkish in their academic departments. The scope of the curriculum was to enhance the
students’ use of English in professional settings and to make them prepared for the
