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Abstract 

 
Content and language integrated learning (CLIL) has been verified as an effective pedagogical approach by a lot of research 
studies carried out in many European countries. However, modest attempts have been made to prove its efficacy in Lebanon, 
where English Language is taught in many schools and universities as a first foreign language. The participants (n = 21) were 
first year university students enrolled in the Faculty of Pedagogy at the Lebanese University and majoring in teaching Math at 
elementary schools. Quantitative as well as qualitative data were collected by means of two questionnaires, pre-post tests 
and reflection logs. Descriptive statistics were calculated and a series of t-tests were conducted in order to address the 
questions raised in the study. The results of the study showed positive attitudes of students towards the implementation of 
CLIL and they revealed the efficacy of CLIL as a pedagogical approach in enhancing students’ self-efficacy and academic 
performance. 
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1. Introduction 

Interest in bilingual education has impressively grown over the mid of the 20th century due to 
globalisation and internationalisation. This has imposed a great need for foreign language proficiency 
in addition to mother tongue proficiency, especially in Europe. Learners there have been oriented and 
encouraged to be proficient in two community languages besides their native language. This has 
propelled the European Commission to devise an Action Plan that adopts ‘MT+2 formula’ (Marsh, 
2003) that aims at boosting European learners’ native as well as foreign language proficiency by 
providing them with real life opportunities to develop communicative competence in two different 
European languages besides their mother language. To attain this aim, content and language 
integrated learning (CLIL) approach has been adopted. 

CLIL is a dual-focused educational approach which promotes academic content learning and foreign 
language learning at the same time (Richards & Rodgers, 2014). It refers to ‘all types of provision in 
which a language different to the language of schooling is used to teach certain curriculum subjects 
other than languages themselves’ (Baidak, Balcon & Motiejunaite, 2017). Indeed, there has been a 
move from learning the content separately from learning the foreign language to the integration of 
content learning and language learning. Language is no more learnt in isolation (Mohan, 1986). In 
other words, meaning as well as form has been emphasised in instructional and learning practices. In 
light of CLIL approach, language is used as a tool to facilitate academic content learning. This means 
that the direct target of learning and instruction is content rather than language structure and 
grammatical rules (Coyle, Hood & Marsh, 2010). As for Language learning, it occurs in a natural way 
and through motivation and an exposure to authentic and meaningful input in a functional 
environment (Darn, 2006). 

The use of a foreign language to teach content subject is a common function between CLIL and 
other approaches in education such as Content Based Instruction, Bilingual teaching, Immersion 
Education, Dual Language Programmes, English Across the Curriculum and others. But, what 
distinguishes CLIL from these approaches is the fact that it gives priority to both language and content 
learning simultaneously (Coyle, 2007). In fact, the CLIL approach is ‘an umbrella term referring to 
instructional approaches that make a dual, though not necessarily equal, commitment to language 
and content-learning objectives’ (Marsh & Lange, 2000). Throughout CLIL implementation, learners 
develop content knowledge and communicative ability in the foreign language to fluently articulate 
thoughts and concepts pertaining to the content of the subject. 

2. Theoretical background of CLIL 

The theoretical bedrock of CLIL is mainly the theory of constructivism which has been influenced by 
the cognitive theory of learning. According to cognitivists, learners understand concepts and gain 
knowledge, organise them and behave with regards to their own attitudes, views, beliefs, interests 
and environment. Skeet pointed out three fundamental principles of constructivism (Skeet). One of 
them is active learning which means that the learner plays a central role; he/she constructs meaning, 
applies it and reflects on to reach a decision. Another principle is the progression in task difficulty. 
Learners are first given non-sophisticated tasks that require them to use lower order thinking skills 
and then they are encouraged to fulfil complicated ones that require higher order thinking skills. The 
third principle is making learning an enjoyable experience for learners by arousing their interest and 
motivating them to perform tasks. Indeed, CLIL is primarily founded on Vygotsky’s theory of social 
constructivism (Vygotsky, 1978). Vygotsky believes that the learning occurs initially from an 
interaction with the learner’s social milieu and then moves to the learner to become individualised. In 
other words, construction of knowledge is first channelled through social interaction and 
collaboration, and then these constructs are organised in the learner’s schemata to become 
personalised. Vygotsky (1978) matched learning with the concept of the zone of proximal 
development which is the difference between what a learner is capable of doing without any 



EL-Daou, B. & Abdallah, A. (2019). The impact of CLIL implementation on Lebanese students’ attitudes and performance. Global Journal of 
Foreign Language Teaching. 9(1), 001-013. 

 

3 

assistance from others and what he/she is capable of doing with assistance; he clarified that 
scaffolding and social interaction and engagement with more experienced peers and/or adults enables 
the learner to construct knowledge that she/he is not capable of doing individually. 

In light of Vygotsky’s theory, Bruner (1986) view learning as an active process in which learners 
acquire new constructs of knowledge and use them to encounter new situations. Thus, learners 
become active; first, they resort to scaffolding to accomplish tasks and solve problems till they are 
able to perform alone and reach autonomy in learning. In a CLIL framework, scaffolding comprises 
backing strategies such as streamlining content tasks, chunking them and completing them 
progressively through proper use of the foreign language in an authentic environment. Another 
example of support technique that can be employed in a CLIL classroom is the integration of 
technology in content and language instruction. Various technological tools can be invested in 
instruction and learning to clarify difficult content as well as language terminology and structure. 
Indeed, they can facilitate the implementation of CLIL approach with in the realm of Coyle’s 4Cs 
framework (Coyle, Hood & Marsh, 2010). CLIL lessons and materials are devised so as to induce better 
understanding of content, enhance cognition by boosting learner’s high thinking skills, facilitate 
communication by encouraging learners to employ their own resources and sharpen their linguistic 
skills to be able to communicate in a comprehensible, appropriate and accurate way (Swain, 1993), 
and arouse cultural awareness ‘offering the key to deeper learning and promoting social cohesion’ 
(Coyle, Holmes & King, 2009, p. 12). In brief, CLIL is a pedagogical approach that involves psychology, 
sociology and innovation in its application (Awan & Sipra, 2018). 

3. CLIL and learners’ attitudes and self-efficacy 

Perceived self-efficacy is defined as ‘people’s judgments of their capabilities to organise and 
execute courses of action required attaining designated types of performances’ (Bandura, 1986). 
Learner’s self-efficacy has a valuable effect on academic achievement and plays a key role in language 
learning (Csizer & Magid, 2014), especially the English language since ‘English serves as the link 
language in many parts of the world and globalisation had necessitated being proficient in this 
language.’ (Vency & Ramganesh, 2013). Another influential factor on academic performance is the 
learner’s attitude. A learner’s attitude means ‘the individual’s reaction to anything associated with the 
immediate context in which the language is taught.’ (Papaja, 2012, p. 125). Learner’s self-efficacy, 
beliefs and attitudes tell about the required conditions for optimal learning and teaching since 
learners are strategic stakeholders in the educational system. Also, learners’ attitudes and beliefs 
towards a certain pedagogical approach are paramount in motivating learners to acquire a foreign 
language. Learners who are highly motivated and get positive attitudes show more tendencies to 
acquire a foreign language and exert much effort to overcome any potential impediments in the 
learning process (Eshghinejad, 2016). Plenty of research studies endorse the efficacy of CLIL on leading 
learners to adopt favourable attitudes towards content and language learning. Indeed, Papaja (2012) 
studied the attitude of university students towards CLIL; the students are enrolled in the Department 
of Psychology and study many subjects in English. The researcher found out that students tended to 
have positive attitude towards CLIL approach which enabled them to achieve educational and 
upcoming goals. Along the same line, Lasagabaster and Sierra (2009) analysed the attitudes of EFL 
secondary school learners in the Basque Autonomous Community who are enrolled in a CLIL 
programme and concluded that they demonstrated better attitudes towards English and find learning 
English easier than non-CLIL learners. Likewise, Yassin, Marsh, Tek and Ying (2009) conducted a study 
in Malaysia on fourth year secondary students who learned science in English through CLIL approach; 
they notified that that they got more positive attitudes towards studying science in English and were 
more proficient in English than non-CLIL learners. In the same vein, CLIL studies carried out in Asian 
context (Lee & Chang, 2008) revealed the promising effect of CLIL on learners’ attitudes, perceptions 
and motivation. Huang (2015) probed students’ attitudes towards the English medium instruction 
courses at Southern Taiwan University of Science & Technology. He concluded that there is a 
correlation between learners’ attitudes and self-perceived English proficiency. In actual fact, 
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researchers correlate learners’ positive attitudes towards CLIL to numerous factors as learners’ 
proficiency level in English (Denman, Tanner & de Graaff, 2013), learners’ awareness of the 
importance of a foreign language in seeking better job opportunities (Denman et al., 2013), and the 
quality of teaching methods, strategies and materials used in CLIL implementation (Czura & Papaja, 
2013). 

4. The study context and significance 

Lebanese University students in the Faculty of Pedagogy study minor courses in their native 
language or first foreign language, English or French. Some students choose to study them in Arabic 
because they lack mastery in the foreign language. For instance, they find it difficult to understand 
English terminology and expressions pertaining to the course content, and they are unable to express 
their thoughts and comment on the course content in English. As to instructional methods, these 
courses are usually taught in a traditional way like lecturing and reading (Ballou, 2018) rather than 
involving students in authentic and interactive activities that enable them to communicate in English 
and improve their foreign language abilities. Language courses, in their turn, do not focus on 
nomenclature and terminology of various subject matter topics that students need to better 
comprehend content courses and to use in their upcoming professions. Such hindrances discourage 
students from studying any minor courses in English and overwhelm them with a feeling of low self-
efficacy. Here, lies the significance of the present study and the important role of CLIL implementation 
in teaching minor courses as ‘Psychology Development’. Indeed, CLIL approach makes foreign 
language learning serve content needs; hence, students feel the foreign language in its applicable 
form. They do not learn the foreign language for the sake of language learning but rather for attaining 
content purposes. This enables students to overcome any language barriers and gain more content 
knowledge. Thus, students start to perform at the higher level of thinking, so they become able to 
analyse, criticize and evaluate the content under study. In other terms, CLIL develops students’ 
cognitive abilities, for it involves them in tasks that require problem solving, critical and creative 
thinking and decision making. As to students’ language abilities, CLIL encourages students to fluently 
communicate in the foreign language by engaging them in cooperative work. It also employs 
differentiated instruction, incorporates technology and creates stress-free learning environment, the 
thing which increases students’ self-confident and motivates them to participate actively in the 
learning process. In a nutshell, CLIL promotes the acquisition of 21st century skills and leads students 
to be autonomous learners. 

Based on the above-mentioned discussion, it becomes crucial to implement CLIL in school and 
university classes. The present study is one of the very few studies that were carried out in Lebanon, 
especially at the university level. Thus, it is highly beneficial to inspect the potentiality of CLIL 
approach in Lebanese university classes. 

5. The purpose of the study 

The present study aims to examine the use of CLIL approach in teaching the content of 
‘Developmental Psychology’ course using English as a language of instruction and its effect on 
university students’ academic achievement and self-efficacy. It also investigates students’ attitudes 
towards CLIL implementation in learning the course. 

In order to achieve the research purpose, three research questions were formulated: 

Q1: Does CLIL instructional approach enhance university students’ academic achievement? 

Q2: Does CLIL instructional approach boost university students’ self-efficacy? 

Q3: Do university students develop positive attitudes towards CLIL instructional approach? 
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6. Method 

6.1. Participants 

The participants are 21 Lebanese students enrolled in the Department of Math and Sciences—
Faculty of Pedagogy, Branch One—at the Lebanese University. They are first year university students 
and major in teaching Math for elementary classes. They study English as a first foreign language and 
their level of English ranges between pre-intermediate, intermediate and advanced. 

6.2. Instrumentation 

The instruments of the present study comprised a set of achievement tests, two five Likert scale 
questionnaires (1 indicating ‘strongly disagree’, 2 indicating ‘disagree’, 3 indicating ‘I don’t know’, 3 
indicating ‘agree’ and 5 indicating ‘strongly agree’) and a reflection log. The achievement tests were 
devised and assessed by two professors in the Lebanese University; their scores were calculated on 
content (60%) and language (40%). One questionnaire, the General Self-Efficacy Scale (Schwarzer & 
Jerusalem, 2010), was administered to the participants before and after the CLIL intervention; it 
consisted of 10 items that measure self-efficacy of the participants. The second questionnaire was 
administered to the participants after the CLIL intervention and at the end of the semester; it 
consisted of 30 items that inspect the beliefs and attitudes of the participants towards the CLIL 
intervention. As to the reflection logs, each participant wrote a reflection log to express his/her 
beliefs, feelings and attitudes towards CLIL intervention and to describe his/her learning experience 
with CLIL implementation. 

6.3. Materials 

The foremost materials in the current study were the CLIL lessons that consist of the content of the 
‘Development Psychology’ course. The ‘Development Psychology’ course is a four-credit course taught 
in English throughout 40 instructional periods. The objectives of the course were to: 

• introduce the student teachers to the concept and principles of development and how it is 
influenced by hereditary and environmental factors, 

• identify the individual developmental stages according to different theories of development (with 
an emphasis on childhood and adolescence stages) and 

• relate the different aspects of development to the different stages of development (cognitive, 
physical, emotional, social…). 

 

With respect to the learning outcomes of the course, student teachers were expected to:  

• indicate the aspects and needs per each developmental stage, 
• identify the factors influencing development and respect the individual differences among the 

students, 
• understand the interconnection among the aspects of development and their impact on each other, 
• reason the child’s behavioral problems and help in resolving them and 
• guide the parents in understanding their children needs according to the developmental stages. 
 

To attain the course objectives and learning outcomes, student teachers studied the following 
references (Bee, 2000; Feldman, 2015; Moris & Maisto, 2008; Ormrod, 2011; Salvin, 2009; Santrock, 
2011; Shunck, 2012). 

Additional materials were online resources (YouTube videos, websites, online dictionaries…) that 
contribute to clarifying some terminology, expressions and concepts pertaining to the course content. 
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6.4. Study hypotheses 

The present research study explored the following hypotheses: 

H1: CLIL instructional approach enhances university students’ academic achievement. 

H2: CLIL instructional approach boosts university students’ self-efficacy. 

H3: University students develop positive attitudes towards CLIL instructional approach. 

6.5. Procedure 

The data collection procedure of the present study comprises three phases: pre-CLIL intervention 
phase, the CLIL intervention phase and the post-CLIL intervention phase. 

During the pre-CLIL intervention phase, the instructor explained to the learners what CLIL means, 
how it is implemented, and why it is beneficial. Afterwards, she administered the self-efficacy 
questionnaire and the pre-achievement test to all the participants. Throughout the CLIL intervention 
phase, the instructor clarified basic terminology of the course content by referring the participants to 
online resources. She sometimes made certain linguistic modifications to simplify the course content, 
help the learners to understand content related concepts and keep them interested in learning. She, 
also, used differentiated instruction that suit the language level of each learner and meet his linguistic 
and intellectual needs. Moreover, the instructor was so keen to create authentic, communicative and 
meaningful learning environment that actively engage learners in the learning process. She divided 
the course content into chunks, set the participants into mixed ability groups, engaged them in 
interactive and collaborative activities and tasks to better understand the course content, and then 
asked them to share what they understood with other groups through oral discussions, power 
point/oral presentations or gallery walk of poster display. During this phase, the participants received 
linguistic or content support from each other or from the instructor, and their performance was 
assessed by a series of achievement tests that comprise analysis and problem solving that demanded 
from the participants to think critically and be somehow creative. As to the post-CLIL intervention 
phase, the instructor administered to all the participants the self-efficacy questionnaire again, another 
questionnaire that examined the participants’ beliefs and attitudes towards the CLIL intervention, and 
the post-achievement test. She also asked each participant to write a reflection log to comment on 
the CLIL learning experience and to express her/his beliefs and attitude towards it. 

7. Results 

The first hypothesis was analysed by means of quantitative and qualitative data collected from a set 
of achievement tests and reflection logs. With regards to quantitative data in Table 1, descriptive 
statistics revealed that there is a difference in means between pre-test scores [M = 62.71; Standard 
deviation (SD) = 12.23]and post-test ones (M = 76.10; SD = 7.28). Along the same line, Table 2 
indicates that the difference in means is significant with P (t(20) = −5.74, df = 20) < 0.05. Therefore, it 
can be concluded that CLIL implementation has considerably improved the academic achievement of 
the participants. 

Table 1. Descriptive statistics of  
pre-test–post-test scores of achievement tests 

 N M SD 

Pair Pre-test 21 62.71 12.23 
Post-test exp 21 76.10 7.28 

M: Mean; SD: Standard deviation. 
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Table 2. Paired samples test of pre-test–post-test scores of achievement tests experimental 

 Paired differences t df Sig. (2-tailed) 
95% Confidence interval of the difference 

Lower Upper 

Pair Pre-test 
Post-test exp 

−18.24 −8.52 −5.74 20 0.00 

 

As to qualitative data, the participants’ reflection logs verified the quantitative findings. A lot of 
participants confirmed that CLIL enabled them to acquire content terminology and expressions. They 
clarified that reading references in English pertaining to their course motivate them to learn new 
vocabulary words and structures. Some participants stated that CLIL helped them to understand and 
learn the course content despite the fact that their linguistic competence is below average; they 
explained that the use of digital resources as YouTube videos, websites, dictionaries and blogs related 
to the content of the course allowed each one of them to learn according to his/her pace. Such 
resources, also, make them more exposed to the foreign language and consequently this enhances 
their lexical and syntactic competence. The majority of students underscored the usefulness of the 
interactive and collaborative activities in providing an opportunity to communicate with others in 
English, explain intricate concepts and terms, and provide linguistic and content support to each 
other; hence, they become able to express their thoughts more fluently and accurately in class 
discussions and tests. Few participants highly valued the CLIL approach as it addressed them as high 
achievers; they explicated that they felt cognitively satisfied when they were asked to think critically 
and express opinions. 

Table 3. Descriptive statistics and paired samples test of students’ self-efficacy 

 N M SD t df Sig. (2-tailed) 

Pair 1 Q1B 21 2.52 1.05 −2.540 20 0.02 
Q1A 21 4.08 0.62 

Pair 2 Q2B 21 3.35 1.15 −3.078 20 0.00 
Q2A 21 1.83 0.52 

Pair 3 Q3B 21 2.63 1.04 −3.202 20 0.00 
Q3A 21 1.91 0.50 

Pair 4 Q4B 21 4.58 0.71 −3.907 20 0.00 
Q4A 21 4.05 0.50 

Pair 5 Q5B 21 4.10 0.90 −5.433 20 0.00 
Q5A 21 1.91 0.50 

Pair 6 Q6B 21 4.20 0.96 −4.481 20 0.00 
Q6A 21 1.90 0.50 

Pair 7 Q7B 21 3.05 1.44 −4.074 20 0.00 
Q7A 21 2.05 0.50 

Pair 8 Q8B 21 4.03 0.90 −3.839 20 0.00 
Q8A 21 1.91 0.61 

Pair 9 Q9B 21 3.30 1.23 −1.441 20 0.16 
Q9A 21 4.05 0.65 

Pair 10 Q10B 21 2.90 1.17 −4.076 20 0.00 
Q10A 21 4.14 0.53 

 

Table 3 shows the results of the descriptive statistics and paired samples t-test of the 
questionnaires administered to students before CLIL implementation (time 1) and after it (time 2). As 
displayed in Table 3, there is a difference in the mean values of all pairs between time 1 (M = 2.52, SD 
= 1.05; M = 3.35, SD = 1.15 ; M = 2.63, SD = 1.04; M = 4.58, SD = 0.71; M = 4.10, SD = 0.90; M = 4.20, 
SD = 0.96; M = 3.05, SD = 1.44; M = 4.03, SD = 0.90; M = 3.30, SD = 1.23; M = 2.90; SD = 1.17) and time 
2 (M = 4.08, SD = 0.62; M = 1.83, SD = 0.52; M = 1.91, SD = 0.50 ; M = 4.05, SD = 0.50; M = 1.91, SD = 
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0.50; M = 1.90, SD = 0.50; M = 2.05, SD = 0.50; M = 1.91, SD = 0.61; M = 4.05, SD = 0.65; M = 4.14,  
SD = 0.53). The table also shows that the difference in the mean values is significant in pairs 1  
(p = 0.02), 2 (p = 0.00), 3 (p = 0.00), 4 (p = 0.00), 5 (p = 0.00), 6 (p = 0.00), 7 (p = 0.00), 8 (p = 0.00), and 
10 (p = 0.00).  

According to the results, participants believed that after the CLIL intervention, they become more 
able to find several solutions when they are confronted with a problematic learning situation; also, 
CLIL enabled them to manage and solve problems if they exert enough work and deal efficiently with 
bewildering circumstances; in addition, it made them encounter complications if they invest the 
necessary effort and feel calm when meeting difficulties; plus, it’s easy for participants to stick to their 
aims and accomplish their goals after experiencing CLIL; furthermore, students believed that CLIL 
enabled them to handle unforeseen situations and whatever comes in their way due to their 
resourcefulness, and when someone opposes them, they can find the means and ways to get what 
they want. Thus, findings revealed in Figure 1 ascertain that CLIL implementation boosted the self-
efficacy of the participants and these were cross validated by qualitative data collected from 
participants’ reflection logs. For instance, some learners conveyed their satisfaction in CLIL 
implementation, for it made them trust their learning abilities and become more confident to interact 
and communicate in English with their peers. A lot of students stated that CLIL collaborative activities, 
authentic tasks and digital resources allowed them to perform in a stress-free learning environment 
and overcome content and language difficulties. 

 
Figure 1. Learners’ self-report measure of self-efficacy 

 

A 30-item questionnaire was administered to the participants to determine their beliefs and 
attitudes towards the CLIL experience in studying ‘Development Psychology’ course. The 
questionnaire items were examined and analysed; 14 items (Q2, Q3, Q5, Q7, Q8, Q14, Q15, Q17, Q19, 
Q21, Q22, Q23, Q25 and Q29) were written in a negative form and the others were stated in an 
affirmative form. As Figure 2 shows, the majority of participants liked the instructor’s approach in this 
course; they improved mainly in the language because they got used to studying the course in English 
and learning the course in English allowed them to access further information on it through various 
search engines; they became able to take notes about the course in English; they tried to understand 
what they have read or read without translating it word-for-word into Arabic and their vocabulary was 
enriched while studying the course in English; they also became able to think about the course 
content and understand it in English. Few participants (19% agree; 0% disagree) felt embarrassed 
when they expressed their ideas in English, and 29% of the participants think that their grade in the 
course is affected by their level of English. More than half of the participants disagreed that they 
found it difficult to articulate their thoughts in English, felt nervous when they have to speak in English 
and thought that their weakness in English hindered their understanding of the course content. They 
also disagreed that they would get through more materials if the course content were in Arabic, would 
prefer the course to be taught in Arabic, and would be less afraid of the exams if they had exams in 
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Arabic. Around two thirds of the participants enjoyed learning a lot of content terminology in English, 
felt comfortable when they made the exams in English and had enough opportunities to communicate 
in English and became better in grammar and sentence structure during the CLIL lesson. Finally, 53% 
of the participants exerted more effort to study this course because it was taught in English and 47% 
of them took more time in studying this course than other courses because the content was in English. 
Hence, the findings of the data analysis of the 30 question items indicated that the participants 
expressed positive attitude towards the use of CLIL method. These findings were verified by the 
participants’ reflection logs. Indeed, almost all the participants pointed out that CLIL method 
facilitated content and language learning and motivated them to express their ideas in English and to 
deliver oral presentations without being afraid. A lot of them pinpointed the role of CLIL interactive 
and collaborative activities in creating an unperturbed and enjoyable learning environment. Some of 
them stated that they have no more feel apprehensive when they make an exam in English. Few 
participants wrote that the strategies used in CLIL lessons allowed them to self-regulate their learning 
at the end of the course. However, one participant stated that CLIL lessons made her feel tense 
because her low level in English prevented her from understanding the content well and from sharing 
ideas with others during the lesson. Another one was annoyed because she preferred to work alone 
and to receive direct instruction from her professor. 

 
Figure 2. Learners’ beliefs and attitudes towards CLIL learning experience 

8. Discussion 

Quantitative and qualitative data analyses of the achievement tests, two questionnaires and 
reflection logs proved the following three alternative hypotheses: 

H1: CLIL instructional approach enhances university students’ academic achievement. 

H2: CLIL instructional approach boosts university students’ self-efficacy. 

H3: University students develop positive attitudes towards CLIL instructional approach.  

In regard to the first hypothesis, findings revealed that CLIL enhanced the academic performance of 
the students. This conforms to previous line of research. For instance, Koch and Bunder (2006) stated 
that CLIL could lead to a more profound content comprehension because of deeper information 
processing. Bonnet (2004) pointed out that CLIL could help students acquire intricate scientific 
concepts since using the second language as the language of instruction in a content course prevents 
students from mixing up daily concepts with scientific concepts related to the same term. Sylven 
(2004) carried out a longitudinal study on 363 students in upper secondary classes in Sweden where 
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English is taught as a foreign language. The results of the study revealed that CLIL students 
significantly outperformed regular students with respect to incidental vocabulary acquisition. Another 
study was conducted by Dafouz and Camacho-Minano (2016) to examine the effect of English-
Medium Instruction on student academic performance in a Spanish university. The research involved 
experimental and control groups with a total of 383 students. The experimental group studied 
Financial Accounting I course in English and the control group studied it in Spanish. Results indicated 
no statistical differences in academic performance across groups and that the use of English as the 
language of instruction did not lower students’ final scores in achievement tests. This means that 
English as a language of instruction did not impede Spanish students’ comprehension of business 
content. 

With respect to the second hypothesis, findings showed that CLIL instructional approach boosts 
university students’ self-efficacy. These findings can be interpreted in light of Bandura’s social 
cognitive theory (Bandura, 1986). According to the social cognitive theory, a learner’s self-efficacy is 
influenced by the joint interaction among the following three factors: environment, behaviour and 
personal aspects including physiological, cognitive and affective ones. This is validated by a series of 
studies (Cakir & Alici, 2009) which reveal that both internal and external factors such as learners’ 
interest, successful experiences, peers’ successful performance, knowledge in the content area, 
positive feedback from others and social and cultural context all boost learners’ self-efficacy beliefs. 

As to the third hypothesis, findings signified that university students develop positive attitudes 
towards CLIL instructional approach. The findings of the present study along with some previous 
studies indicate that students’ positive attitude towards the implementation of CLIL verified the 
theoretical merits attributed to CLIL. Indeed, CLIL implementation offers authentic materials and 
interactive tasks accomplished by collaborative efforts among peers and language assistance from 
instructors and digital resources in a relatively anxiety-free environment. Such learning situation 
induced students to adopt constructive views towards CLIL. However, in some research studies, 
students’ attitudes were in accordance with many factors such as students’ language proficiency level, 
teacher’s mastery of CLIL application and the level of difficulty of the content course. 

9. Implications 

The research study should be conducted at a larger scale; it should comprise participants from 
other departments and faculties in the Lebanese University as well as participants from private 
universities. It is, also, advisable that CLIL approach be implemented in many content courses so that 
students can augment their knowledge in various content areas and develop their language 
proficiency levels. Since research literature highlighted the correlation between motivation and the 
foreign language proficiency level of students and instructors on one hand and optimal benefits of CLIL 
approach on the other hand, language and content instructors should be enrolled in workshops that 
train them on devising interesting materials and practicing interactive methods for CLIL 
implementation and boost their foreign language skills. Last but not least, investigating the views of 
language and content university instructors can be illuminating for improving CLIL implementation. 

10. Conclusion 

In a nutshell, implementing CLIL approach in language and content university courses produces 
significant learning outcomes. CLIL students were able to better understand the content in the foreign 
language and improve their academic achievement in content subjects. Moreover, the majority of CLIL 
students viewed the CLIL experience positively and believed that they are able to perform well during 
the CLIL implementation phase. However, the CLIL experience entails several challenging factors that 
are decisive to its success. In order to implement CLIL properly, teachers and instructors have to 
receive adequate training on how to apply it. Another factor is the role of motivation in CLIL classes. In 
fact, content and language materials have to be motivating and match the students’ proficiency levels 
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in a foreign language. In addition, CLIL students have to be active learners through engaging them in 
authentic, meaningful and interactive tasks and activities. Any disregard to one of these factors would 
impede the success of the CLIL implementation. 
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