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AHHOTaUMA

MexayHapogHoe npodeccnoHasbHOe pa3BuUTUE CTyAEeH-
TOB My3bIKa/IbHbIX CMEeLMaNbHOCTEN TECHO CBA3AHO C
YPOBHEM BAAfEHUA aHIIMACKMM  A3BIKOM, KOTOpPbIA
HanpPsAMYIo BAUAET Ha UX JOCTYN K 3apyDOeKHbIM HOTHBIM U
Hay4HbIM U34aHMAM, @ TaKXKe HAa BO3MOXKHOCTM y4acTua B
MEKAYHAPOAHbIX AKaLEeMUYECKMX M KOHLLEPTHbIX Mpo-
rpammax. B cBA3n ¢ aTUM BO3pacTaeT UHTepec K npenosa-
BaHWIO aHI/IMIACKOTO fA3blKa ANA cneumanbHbIxX Lenein (ESP)
B MYy3blKa/ibHbIX By3ax. HECMOTpA Ha 3HauMTe/IbHOE KO/n-
yecTBO paboT nNo nNpodeccMoHabHO OPUEHTUPOBAHHOMY
06YYEHNIO MHOCTPAHHOMY A3bIKY U MOAY/IbHOMY MPOEKTU-
POBaHMIO KYpPCOB, CUCTEMHOE 06beguHEHNE MOAY/IbHOMO
M TeMaTUYeCKOro Noaxo40B NPUMEHUTE/IbHO K Npenosa-
BAHWIO AHT/IUIACKOrO A3bIKA CTYAEHTAM My3blKa/ibHbIX Cre-
UMaNbHOCTEN OCTAETCA HEeAOCTAaTOYHO Pa3paboTaHHbIM,
4YTO M onpegenseT OTNPABHYH TOYKY HACTOALLEro ucce-
JoBaHuA. B cTaTbe npegnaraetca TeopeTuyeckan moaenb
MOZy/NbHO-TemaTu4eckoi yyebHoin nporpammbl no ESP,
oTBevatoLLein npodeccnoHanbHbIM NoTpebHocTAM 0byya-
OLUMXCS MY3bIKa/IbHbIX HanpaBaeHUi. PaboTa HOCUT Teo-
peTUYEeCcKMin xapaKTep W ONMPaeTca Ha MeToAbl aHaIn3a 1
CPaBHEHUA Hay4yHOW NMTepaTypbl, CMCTEMaTU3aUMK AaH-
HbIX, 0600LLEHNA Pe3yNbTaToOB U MOAENNPOBAHUA Y4eb-
HOrO N/IaHa; SMNMPUYECKME MaTepUanbl MPUBIEKALOTCA B
KayecTBe BTOPUYHbBIX AaHHbIX HA OCHOBE paHee onyb6uKo-
BaHHbIX Pe3y/bTaToB aHaaM3a noTpebHocTelt. KoHuenTy-
aNnbHasa 6asa Mofenu BKAKOYAET MATb ONOPHbLIX 3/1eMeH-
TOB: KOMNETEHTHOCTHbIA MOAX0A4, MOAY/bHbIN NOAXOA,
nNpodeccMoHanbHy0  HaMpPaB/JIEHHOCTb, METOZO0/0TMIO
aHann3a notpebHOCTEN U MoAEeNb NPeAMETHO-A3bIKOBOIO
WHTerpupoBaHHoro obyyeHuna (CLIL). CpaBHUTENbHbIN
aHanu3 onbiTa BennvkobputaHum, UcnaHum n Poccun Bbi-
ABU/ YCTONUYMBBIE MEXKCTPAHOBbIE 3aKOHOMEPHOCTU: YCT-
HaA peyb 1 BOCNPUATHE HA C/IYX HEM3MEHHO OKa3blBaOTCA
Hanbonee TPyAHbIMW ANA CTYAEHTOB-MY3bIKaHTOB HaBbl-
KaMW; COXPAHAETCA BbICOKUI CNPOC Ha CNeLManbHyo NeK-
CUKY W 3afaHuA, MoAenupytowme peasbHble UCMOHU-
Te/IbCKMEe CUTyaLuK; YACTO 3a4a4HbIN MappyT 6e3 Tema-
TUYECKOW opraHusaumm BefeT K npobenam B A3bIKOBOM
cucTeme, Toraa Kak MHTerpauma A3bIKOBOro maTepuana c
MY3bIKa/IbHbIM COAEP}KaHMEM 3aMETHO MOBbILLIAET MOTU-
BALMIO M yCneBaemocTb. POCCUINCKan NpaKTMKa pasBuBa-
eTCcA B CXOAHOM HanpasieHWUU, HO NPEUMYLLECTBEHHO
OnNMpaeTca Ha KOMMNETEHTHOCTHBIN NOAX0A, U PEAKO BKO-
YyaeT pa3BepHyTbI aHa/nM3 peanbHbiX 06pa30BaTe/IbHbIX
noTpebHocTeln 06yYatoLLMXCA My3bIKabHbIX CNeLnanbHO-
cTeit. TeopeTnyeckas 3HaYMMOCTb paboTbl cocTomT B 060C-
HOBaHWM MOAY/bHO-TEMATUYECKOM MOZENN KaK UHCTPY-
MEHTa, COXpPaHAILLEro NpodeccnoHanbHy0 Hanpas/eH-
HocTb 6e3 yuwepba gnAa cucteMHocTM A3blka. MpakTuye-
CKaf LLeHHOCTb MOAe/IM 3aKNH0YAETCA B €e NPUMEHUMOCTU
npu pa3paboTKe KypcoB aHIMICKOro fA3blKa A8 My3bl-
KasIbHbIX CNeLuanbHoOCTeN, Npy oTbope TeMaTUUECKUX MO-
Aynew 1 npu LeneHanpaBAeHHOM YCUAEHUM TPEHUPOBKM
YCTHOW peyn 1 ayamMpoBaHuA.

Kniouesble cnoBa

MOZy/NIbHO-TemMaTUYecKan yyebHaa mporpamma, aHrauin-
CKWI A3bIK ANA cneumanbHbix wenei (ESP), npenogasaHue
QHI/ZIMACKOTO A3bIKa CTYAEHTaM My3blKasibHbIX CreLmab-
HOCTEW, aHaNn3 NoTPebHOCTEN, NPeAMETHO-A3bIKOBOE UH-
TerpuposaHHoe obydyeHue (CLIL), TemaTnyeckunii moaynb,
YCTHaA KOMMYHUKaLMA, BOCMPUATUE peUn Ha CayX

bnaropgapHocTu

CraTba noAarotoBneHa npu GMHaHCOBOW noaaepKke Kn-
TaliCKOro coBeTa Mo CTUNEHAUAM AN MHOCTPAHHbIX CTy-
nexTos (CSC).
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Abstract

The international career development of music majors is
closely related to their English proficiency, which directly
affects their access to foreign scores and academic liter-
ature, as well as their opportunities for international ac-
ademic exchange and performance practice. Conse-
quently, English for Specific Purposes (ESP) instruction
tailored to music students has attracted growing schol-
arly attention. Although considerable number of works
exists on professionally oriented foreign-language teach-
ing and modular curriculum design, few studies have sys-
tematically integrated modular and thematic principles
into ESP courses specifically for music majors, which de-
termines the starting point of this study. This paper pro-
poses a theoretical model of a modular-thematic ESP cur-
riculum that addresses the professional needs of music
learners. The study is theoretical in nature and relies on
literature analysis, systematic comparison, inductive gen-
eralization, and curriculum modeling, drawing on previ-
ously published needs-analysis findings as secondary em-
pirical support. Its conceptual framework is built upon
five pillars: the competence-based approach, the modu-
lar approach, professional orientation, needs-analysis
methodology, and Content and Language Integrated
Learning (CLIL). A comparative examination of practices
in the United Kingdom, Spain, and Russia reveals con-
sistent cross-contextual patterns: oral communication
and listening comprehension consistently prove to be the
most difficult skills for music students; the demand for
specialized vocabulary and authentic performance-based
tasks persists across all settings; a purely task-driven
pathway, lacking thematic organization, tends to leave
gaps in the language system, whereas embedding lan-
guage materials in musical content significantly enhances
learner motivation and achievement. Domestic Russian
practice aligns with this general direction but relies more
heavily on the competence-based framework and has
seldom conducted systematic analysis of music learners’
needs. The theoretical significance of this study lies in
demonstrating that the modular-thematic model pre-
serves professional relevance without sacrificing linguis-
tic systematicity. Its practical value is reflected in its ap-
plicability to ESP course development for music majors,
selection of thematic modules, and targeted improve-
ment of oral and listening skills training.

Key words

modular-thematic curriculum; English for Specific Pur-
poses (ESP); teaching English to music majors; needs
analysis; Content and Language Integrated Learning
(CLIL); thematic module; oral communication; listening
comprehension
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Beenenmne / Introduction

In today’s globalized music industry, English proficiency has evolved from a supple-
mentary asset into a fundamental prerequisite for professional entry. Whether consulting
editorial notes in foreign scores, participating in international masterclasses and academic
conferences, or engaging in transnational touring and competition correspondence, musi-
cians are required to use English in authentic professional contexts for information retrieval,
opinion articulation, and interpersonal collaboration. Yet traditional higher music educa-
tion has long prioritized performance or vocal skills, relegating foreign language instruction
to the status of general education—largely disconnected from disciplinary practice. This
misalignment creates significant linguistic barriers for graduates entering the international
stage and has consequently heightened scholarly and pedagogical interest in the value of
English for Specific Purposes (ESP) within music curricula.

Although ESP, Content and Language Integrated Learning (CLIL), and Task-Based
Language Teaching (TBLT) have all received extensive theoretical attention, their applica-
tion to music education confronts a central tension: a purely task-driven pathway tends to
fragment linguistic knowledge, failing to ensure systematic coverage of grammar and lexis,
whereas a purely structure-driven approach remains detached from performance practice,
undermining learner motivation and transferability. While considerable work has been
done on modular curriculum design — particularly in the Russian tradition of module-rating
systems and in Western European needs-analysis frameworks — few studies have systemat-
ically integrated modular flexibility, thematic coherence, and the authentic communicative
demands of music performance into a single operationalized curriculum framework. It is
precisely this gap that constitutes the point of departure for the present study.

The paper proposes a theoretical model of a modular-thematic ESP curriculum de-
signed for undergraduate or graduate music majors. The model rests on continuous needs
analysis as its diagnostic foundation, employs CLIL as its content-integration mechanism,
and adopts modular structuring as its curricular architecture, aiming to address systemati-
cally the most persistent challenges for music learners —namely, oral expression and aural
comprehension —while preserving the integrity of the language system. It must be empha-
sized that this study is theoretical in nature; its primary contribution lies in offering a testa-
ble curriculum blueprint rather than a classroom-validated final product. The model draws
upon the task-gradation logic of the British ESP tradition, the content-driven principle of
Spanish CLIL practice, and the emphasis on learner autonomy and rating-based monitoring
found in Russian modular pedagogy.

English for Specific Purposes emerged as an independent scholarly and methodological
field in the second half of the twentieth century. T. Hutchinson and A. Waters established the
foundational principle of ESP: instruction must proceed from the learner's actual needs rather
than from an abstract language norm [1]. T. Dudley-Evans and M. ]J. St John proposed a mul-
tidisciplinary interpretation of ESP and demonstrated the considerable heterogeneity of its
applied branches — ranging from business communication to the language of narrow profes-
sions [2]. The music specialty occupies a distinctive place among these: here, language serves
live performance and scholarly activity rather than abstract communicative situations.

Russian scholarship has approached professionally oriented foreign-language teaching of
music students from several research standpoints, whereas foreign methodology has accumu-
lated a well-developed toolkit for needs analysis and techniques for integrating language con-
tent with subject matter. Despite the abundance of work in each of these areas, the combination
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of modular and thematic principles as applied to the tasks of teaching English to music students
remains virtually unexplored. This gap constitutes the subject of the present study.

The purpose of the work is to propose a theoretical model of a curriculum that meets
the professional needs of prospective music students, unites the modular and thematic prin-
ciples of course construction, and is verifiable through correlation with domestic and for-
eign experience. The relevance of the topic is determined by the gap between the well-de-
veloped technique of modular curriculum design and the rarity of its application to the mu-
sic specialty with regard to the students' actual communicative needs.

The practical significance of the study lies in the fact that the proposed model can be used
in developing English courses for music specialties, in selecting thematic modules, and in im-
proving work on oral speech and listening comprehension. The structure of the article reflects
this design: a review of domestic and foreign literature precedes the description of the method-
ological basis, followed by the presentation of the author's model and its substantiation.

O0630p nureparypsl / Literature review

The Russian development of modular foreign-language instruction comprises several
mutually complementary strands. It is logical to begin with studies devoted directly to the
professional training of music students. As early as the late 1990s, O. G. Polyakov described
the characteristic difficulties of teaching English to music and choreography students, link-
ing them to the professional tasks of the learners [3]. A decade later, Yu. V. Blagov substan-
tiated the expediency of an integrated study of foreign language, literature, and the history
of foreign music within the training of prospective music students and music teachers. The
author's principal conclusion is that language is acquired not in isolation from the specialty
but through its content [4].

In parallel, a strand devoted specifically to the modular organization of the language
course took shape. N. S. Dolmatova revealed its basic principles: a flexible program struc-
ture makes it possible to correlate assignments with the level of language proficiency, to
differentiate basic, sufficient, and advanced levels of training, and to shift the center of grav-
ity of the educational process toward guided independent work by the learner [5]. S. A.
Morozova, N. V. Mironova, and M. N. Lopinova specified the didactic potential of the mod-
ule, drawing on the interpretations of P. A. Yutsyavichene and M. A. Choshanov. According
to the working definition they developed, a module is a learning unit with its own target
setting, content material, methodological guidance, and system of control or self-control. In
their design, a thematic module in English successively includes entry testing, vocabulary
practice, listening and viewing of material, independent work, and exit testing; the entire
chain culminates in a measurable learning outcome [6]. A generalized view of this technol-
ogy was presented by I. A. Barilenko: her analysis of the prospects of modular instruction
shows that clear structuring of material and reliance on a consciously perceived perspective
strengthen motivation and make the educational trajectory genuinely individualized [7].

G. I. Mikhailova examined the module as an autonomous course or a separate part
thereof, allowing free combination with other learning units. Among the merits of such an or-
ganization, the author lists flexibility, mobility, individualization of content, and mandatory
rating-based assessment of performance. The researcher's observations draw, among other
things, on the experience of technical universities, where the modular system is applied in the
discipline "Foreign Language" in the training of engineers and where the mechanics of the spe-
cialized module have demonstrated stability across learners with varying starting levels [8].
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The work most closely related to musical issues proved to be that of E. M. Melnikova: the mod-
ular-rating technology she proposed directly links the language training of prospective music
teachers with the content of the specialty and, besides the language outcome itself, develops
creativity — the capacity for unconventional solutions, which is especially significant for per-
formance activity [9]. A similar line is continued by R.I. Bachieva, L. V. Olifirenko, and A. Z.
Bachiev: in their interpretation, the university English module combines content-related, pro-
cedural, and technological components, while rating-based assessment covers all types of learn-
ing activity and stimulates student autonomy [10].

Russian research is not limited to formulating the concept of the module — it also de-
scribes the mechanics of its practical implementation. Within this tradition, a student's for-
eign-language communicative competence is formed through an integrative model combin-
ing systemic, competency-based, and communicatively oriented approaches. The course con-
tent is structured across three levels of language proficiency — basic, sufficient, and advanced
— while a specific student's actual level is clarified through entry and exit testing and adjusted
as skills genuinely develop. The learning modules are, in turn, aligned with specialized disci-
plines, which precludes a gap between language training and the specialty. The experience of
North-Eastern Federal University, described by S. N. Monastyryova and V. V. Kugunurov,
shows that the transition to intensive-modular instruction requires communicative support:
it is precisely this support that removes the language barrier for students of non-linguistic
tields and shifts the emphasis toward speech practice in pairs and groups [11].

The reduction of classroom hours, accompanied by an increase in the share of inde-
pendent work, prompts domestic methodologists to devote particular attention to its organ-
ization. In the tradition described here, independent work is not reduced to a student's in-
dividual efforts undertaken at their own discretion but is built as a system of learning ac-
tions guided by the instructor, gradually becoming the principal form of language acquisi-
tion. It is precisely through this work that the student learns to acquire knowledge inde-
pendently, sustain cognitive interest, and relate the language being studied to a future pro-
fession. This orientation directly resonates with the conditions of music specialties, where
classroom time is objectively limited and the share of independent preparation is tradition-
ally high. Open educational modular multimedia systems address the same task: as N. D.
Pashkovskaya, I. A. Kireeva, and E. A. Razumovskaya note, authentic digital modules ex-
pand access to specialized materials and make it possible to build an individual trajectory
in extracurricular work [12]. The effectiveness of such an organization has also been con-
firmed on the material of professionally oriented courses: O. L. Mokhova and co-authors
established that modular ESP programs, combined with diagnostic and formative assess-
ment, noticeably level out groups heterogeneous in preparation and raise the results of less-
prepared students [13].

Foreign studies outline the theoretical boundaries of ESP and provide tools for course
design. H. Basturkmen, in her 2006 monograph, systematized the conceptual foundations
and models for constructing language programs for specific purposes [14], and in her 2010
publication translated these propositions into the practical plane of course development
[15]. P. C. Robinson, summarizing ESP practice at an earlier stage, placed particular empha-
sis on the role of analyzing the initial learning situation [16]. J. Day and M. Krzanowski
offered a methodologically transparent introduction to designing a course for specific pur-
poses [17]. J. C. Richards included ESP among the key issues of language education and
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examined it in connection with program design [18]. R. Dashtestani and N. Stojkovi¢ sum-
marized the experience of applying technology in ESP and showed that digital tools sub-
stantially expand learners' access to specialized instructional materials [19].

A number of foreign works are devoted to the practical difficulties of teaching and the
specifics of professional demand. L. Iswati and A. Triastuti, working with material from
non-language faculties, described typical problems in implementing ESP courses and noted
a shortage of specially trained instructors [20]. O. I. Mohamed and co-authors conducted a
needs analysis of medical students and confirmed that the selection of content must be de-
termined by the demands of the specific profession [21]. A. Du compared the positions of
students and instructors regarding an ESP course and revealed significant discrepancies in
their assessment of priorities [22]. Z. M. Gaffas investigated learners' perceptions of the con-
tribution of general and specific-purpose language to their professional development and
established that they rate the specialized component considerably higher [23].

The works listed differ substantially in genre and empirical basis, yet converge on a
fundamental conclusion: the viability of a course for specific purposes is determined by the
accuracy with which the demands of a particular audience are identified. Vocabulary, the
list of skills to be developed, and the forms of assessment are derived from the profile of the
specialty rather than set in advance. For music education, this conclusion is particularly im-
portant, since the set of professional communicative situations here differs fundamentally
from that of engineering or medicine.

Most closely related to the topic of the present study is the branch devoted to needs
analysis specifically for music students. B. Gashi and F. Gashi posed the direct question of
the structure of a future program and the priority of communicative skills in the perfor-
mance environment at the undergraduate level [24]. P. D. Hapsari, in a journal article, de-
scribed the language needs of music-department students and substantiated reliance on
project work [25], and in an extended study of the same year linked needs analysis to song-
writing as a supporting methodological technique [26]. M. K. Buakhampan, using material
from Thai music students of the local Lanna tradition, showed how specific the composition
of in-demand skills is within a particular performance environment [27]. A. Fidianingsih
distinguished between target needs and learning needs: target needs encompass necessities,
lacks, and wants, while learning needs describe the preferred mode of material presentation
and forms of assessment [28].

A comparison of these studies reveals a stable profile of the music audience's needs.
Music students consistently identify oral communication and listening comprehension of
foreign speech as the most difficult skills, whereas reading specialized texts poses consider-
ably less difficulty for them. The demand for performance terminology and for work with
authentic professional situations proves stable regardless of the country of study. Differ-
ences between the studies concern mainly the format of material presentation: in some cases
preference is given to project work, in others to song lyrics or scenarios of concert-related
communication.

The thematic and task-based organization of a program has also been studied outside
music education. N. M. S. Gunu, using the example of primary schools in remote areas,
identified difficulties in implementing a thematic program and confirmed that the outcome
depends on teacher qualification and the availability of instructional materials [29]. J. An-
derson proposed the TATE model as a conceptual framework for course design, built on a
"context - analysis - practice" scheme: comprehension of a spoken or written text precedes
the analysis of a language phenomenon and its subsequent practice, ranging from controlled
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exercises to freer speech production [30]. For music specialties, this logic is organic: a spe-
cialized text — whether a commentary on a score, a performer's interview, or an annotation
to arecording — serves as a natural starting point for a thematic module.

The thematic organization is also important in that it ensures the content coherence of
the course. Individual tasks, however successful, lose their methodological value if not
united by a through-line theme: it is precisely this theme that holds vocabulary, grammar,
and speech skills together within a single professional current. In the context of music spe-
cialties, such through-line themes may include preparing for a competition, analyzing a re-
cording, reading a research article about a work, or corresponding with a foreign ensemble.
Each theme unfolds into an independent module and concludes with a concrete outcome
that is clear to the student.

Foreign methodology has accumulated several stable models of such a program, dif-
fering markedly by national tradition. The British line gravitates toward a task-based core,
in which the sequence of tasks is derived from needs analysis and arranged in order of in-
creasing difficulty; its vulnerable point is insufficient attention to vocabulary and grammar
at the initial stages, which necessitated a thematic superstructure. Spanish practice proceeds
from the integration of subject content and language: musical material itself becomes the
basis for speech practice, while motivation is sustained by the specialized subject matter.
Despite their differences, both traditions rely on the same professional material and on a
prior analysis of the audience's needs.

The British approach to course construction is embodied in the TATE model, described
by J. Anderson in the pages of the British publication ELT Journal, issued by Oxford Univer-
sity Press. The researcher analyzes R. Ellis's modular program and points to two of its short-
comings. The first: an exercise within a course with pre-established linguistic content retains
elements of meaningful communication, which fosters the incidental acquisition of other lin-
guistic units; consequently, the task-oriented component needs to be allotted a more substan-
tial part of the program. The second shortcoming: in Ellis's model, discussion of work on lex-
ical material is kept to a minimum at all stages, especially the initial ones, whereas the pur-
poseful study of words remains an effective way of expanding vocabulary [31].

Russian research complements this picture from the standpoint of the technique of
modular assembly. Specialized foreign-language modules are constructed as an ordered
chain: entry testing, accumulation and practice of vocabulary, listening to and viewing ma-
terial, independent work, and exit testing with a measurable outcome. This sequence can be
transferred to music specialties virtually without modification, provided it is filled with per-
formance-related content.

The literature review also reveals a substantial gap. Foreign works rarely carry needs
analysis through to a specific music audience and almost never combine it with the modular
technique of course design. Domestic studies, by contrast, demonstrate a high degree of
command of modular organization but pay insufficient attention to a detailed description
of performers' actual needs. The combination of these two methodological strengths forms
the research niche occupied by the proposed model.

Mertononornueckas 6a3a nccaemosanms / Methodological base of the research

This work is theoretical in nature, and its methodological basis consists of scholarly
research methods. The leading among these are the analysis and comparison of scholarly
publications, the systematization of scattered data, the generalization of research findings,
and the modeling of a curriculum. Empirical material is drawn upon as a secondary source:
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the basis for the conclusions is previously published needs-analysis results rather than data
from the author's own research conducted directly in the educational process.

The conceptual framework of the study rests on five theoretical research methods:

1. The competency-based approach determines the target orientation of the course,
setting the benchmarks for the formation of foreign-language communicative competence
in a professional context.

2. The modular approach supplements this orientation with the principles of flexibility
and mobility of the program structure, as well as an orientation toward guided independent
work by the learner.

3. Professional orientation is realized through the direct correlation of language train-
ing with the content of the music specialty.

4. Needs-analysis methodology ensures the implementation of the ESP line.
M. H. Long substantiated an understanding of needs analysis as an obligatory and contin-
uous foundation of course design, fundamentally distinct from a one-off diagnostic survey
[32]. D. Nunan, in turn, defined this procedure as the collection of objective information
about the learner and subjective assessments of the tasks facing them, and placed it at the
center of any syllabus design [33]. To systematize the professional needs of music students,
the scheme of E. Harmandaoglu Baz is applied, structured into seven thematic categories:
learner profile and goals, beliefs about language learning, learning environment, extracur-
ricular activity, program, and measurement and evaluation of outcomes [34].

5. The Content and Language Integrated Learning (CLIL) model serves as the thematic
foundation of the course. L. Bellés-Calvera showed that a foreign language is most effec-
tively acquired through specialized musical content rather than in isolation from it [35].

The Spanish line of research draws on the work of L. Bellés-Calvera, conducted at a state
secondary school in the Valencian Community (Spain), where Content and Language Inte-
grated Learning had already been practiced in history, geography, technology, and econom-
ics classes; musical content was incorporated into English lessons for first-year secondary stu-
dents [36]. Two groups had classes three times a week for 50 minutes; five lessons were allot-
ted for completing the work, after which a final questionnaire was distributed [37]. The classes
involved 44 schoolchildren aged 12-14, divided into two groups of 22; 36 of them completed
the assignments and the questionnaire [38]. The instructional materials included ten tasks
based on video recordings, internet resources, and textbooks, oriented primarily toward oral
communication, as well as a final questionnaire of eleven questions [39].

The results of the pedagogical activity were recorded against a set of criteria. The final
group performances showed a satisfactory level; teamwork was recorded in seven groups
out of eight, and most learners received positive grades, although in a number of cases pro-
nunciation defects hindered communication, which, in the author's view, indicates the need
to increase the volume of speech exercises [40]. Students in both groups rated the use of
English in music classes positively; more than half of the respondents expressed a desire to
study subjects in English, with 60% of those surveyed naming music as such a subject [41].
The study's summary emphasizes that such lessons are perceived by schoolchildren as eas-
ier compared with traditional ones [42]. When interacting with the teacher and with one
another, most students switched to Spanish out of fear of making grammatical and phonetic
errors [43]; 94% of participants noted that they enjoyed working in English, although some
feared failing the exam if they chose such a program [44].
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The conceptual framework is rounded out by the idea of a task-based curriculum.
R. Ellis established that a task-only route does not provide systematic coverage of all lin-
guistic phenomena, which makes a thematic superstructure over this framework methodo-
logically necessary [45]. At the same time, the researcher acknowledges the complexity of
the grammatical system and the shortage of instructional time for its comprehensive prac-
tice. He allows for the inclusion of an initial explicit component for teaching vocabulary;
systematic work on grammar belongs to the period when the learner has developed a suffi-
ciently extensive vocabulary. The structural element in his program is introduced later, after
a basic level of language proficiency has been reached, and is intended to eliminate residual
difficulties associated with particular grammatical constructions [46]. These clarifications
demonstrate that a purely task-based approach without a thematic and lexical superstruc-
ture leaves certain gaps in the language system.

Pe3ynbraThl ncciieqoBanmsi / Research results

The proposed modular-thematic program constitutes a coherent model in which the
technique of modular assembly is combined with the thematic organization of material and
subordinated to the professional needs of music students. A module is understood here as
a purposeful functional unit of the course: a complete unit with its own target setting, in-
structional material, methodological guidance, and built-in assessment. The content module
breaks down into a thematic and a target-oriented one, while the thematic module is built
around a specialized storyline and is subdivided into language blocks — speaking, listen-
ing, and reading. The architecture of the course is assembled from such complete units
strung together on professional subject matter.

The model upholds several requirements, each of which is realized in concrete solutions:

1. Starting from needs analysis. The selection of themes and tasks proceeds from the
actual demands of the music specialty, and the analysis itself is understood as a continuous
component of course design rather than a one-time procedure. Thematic modules are built
around performance practice, work with foreign sources, and professional communication.

2. Priority of oral speech and listening comprehension. These skills are more difficult
for music students than others, so each thematic module allots them a separate language
block grounded in real performance situations.

3. Linking language to musical content. Language material is not acquired for its own
sake but as a means of talking about the specialty; a specialized text — a score commentary,
a performer's interview, a recording annotation — serves as the module's point of departure.

4. A thematic superstructure over the task-based core. Tasks with a closed, compre-
hension-based outcome precede tasks with an open, productive output, and the thematic
and lexical layer closes the gaps left by a purely task-based route.

5. Rating-based assessment. A points-based evaluation makes progress transparent for
both student and instructor; the final grade can be assigned on the basis of accumulated
points without an exam, and a student takes the exam only for the sake of a higher grade.

To show how the model works in practice, let me describe the unfolding of a single
thematic module. It opens with entry testing, which measures the starting level and orients
the student toward the theme. Next comes the accumulation of specialized vocabulary on
the material of an actual performance storyline, followed by a listening block featuring re-
cordings of rehearsals, master classes, and interviews, after which comes oral practice in the
form of a role-play or a discussion of interpretation. The module concludes with exit testing,
the result of which is converted into points and determines the transition to the next theme.
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Within the block, tasks are arranged in increasing difficulty: from recognition and repro-
duction to independent utterance.

Let us examine the specific tasks proposed within the thematic module. Each has a
working title and its own procedure:

1. "Score Preface." Students analyze and translate introductory articles to sheet music
editions, editorial notes, and commentaries on the score. The outcome of the work is an oral
account of the author's intent and of disputed editorial decisions.

2. "Performer's Glossary." Each student compiles a bilingual dictionary of terms for
their instrument, including English designations of tempo, dynamics, articulation marks,
and playing techniques. The glossary is expanded throughout the module.

3. "Composer's Remark." The group reads and orally translates the composer's instruc-
tions in Italian, German, and English, then explains how these markings affect the interpre-
tation of the work.

4. "Conductor's Dictation." Students listen to the instructions of a conductor or foreign
pedagogue from an audio recording of a rehearsal; the student writes them down and orally
conveys their content.

5. "Master Class Notes." A fragment of a renowned performer's open lesson is played,
after which a brief summary of the key recommendations is compiled in English.

6. "Program Presentation." The student presents their own concert program before an
audience, accompanying each piece with a brief annotation on its concept and character.

7."Recording Annotation." An English-language text is prepared for a recording insert
or concert program booklet, describing the work and the performing ensemble.

8. "Audition and Competition." Situations of an audition, a competition performance,
and a rehearsal are role-played, with roles assigned as a jury member, an accompanist, and
a soloist.

9. "Press Interview." A conversation with a foreign journalist about repertoire, perfor-
mance preferences, and the music student's creative path is simulated.

10. "Festival Application." A business letter is composed to a foreign festival, competi-
tion, or ensemble with an application to participate and a request for performance condi-
tions.

11. "Competitor's Portfolio." The student prepares a performer's résumé and a cover
letter for an international competition following the format accepted abroad.

12. "Registration Form." A participant questionnaire and registration form for a foreign
creative school or summer course is filled out.

13. "Research Article on a Work." A research paper on a specific composition is read
and discussed, with an analysis of its argumentation and conclusions.

14. "Performance Review." A summary is made of a foreign-language review of a con-
cert or recording, highlighting evaluative vocabulary and critical remarks.

15. "Composer Portrait." An oral report on the biography and style of a composer is
prepared based on English-language sources.

16. "Tour Negotiations." A telephone or video dialogue with a concert agent is role-
played, concerning the organization of a touring performance and its terms.

Each of the listed task types is tied to an actual professional task and therefore sustains
motivation even in a student with a weak starting level.

The model is deliberately constructed to be verifiable: each of its requirements can be
correlated with observable data from international and Russian practice and adjusted as
necessary. This distinguishes it from a speculative scheme and allows it to be transferred to
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specific fields of training — instrumental, vocal, conducting — by changing only the the-
matic content of the modules while preserving the overall architecture.

Flexibility remains a fundamental property of the entire construction. Modules can be
rearranged, combined, and split to fit a specific program without disrupting the logic of the
course. The pace of progression is adjusted to the group, and parallel tracks for different
levels make it possible to work with a heterogeneous cohort without loss for strong students
and without overload for weak ones. A spiral return to previously covered material within
a new theme reinforces vocabulary and speech skills without mechanical repetition.

Intensified work on oral speech and listening comprehension permeates all modules
rather than being set apart in a separate course. A music student is constantly listening: to a
conductor's analysis, an accompanist's remarks, recordings of performances — and this
habit of auditory analysis becomes a support for language training. Tasks involving antici-
pation, restoring missing information, and retelling what has been heard develop the capac-
ity to reconstruct meaning, which is usually more developed in music students than in stu-
dents of other fields. Speaking is practiced in genres close to the profession: presenting a
program, commenting on an interpretation, answering a jury's questions.

Assessment within the model is multi-staged. Entry testing establishes a baseline, on-
going measurements within the blocks track the accumulation of vocabulary and speech
skills, and exit testing sums up the theme. Points from each stage accumulate into a rating,
on the basis of which a student may;, if desired, be exempted from the exam. Anyone seeking
a higher grade or who has not accumulated enough points undergoes final certification, the
result of which accurately reflects their actual level of language proficiency.

The selection of tasks draws on the properties of music students that we have examined,
and each property receives a methodological response. The speech culture of music students
is usually higher than that of students in the natural sciences, so the program includes exer-
cises in literary style of speech and work with poetry and prose. Music students, above all
singers and conductors, are characterized by artistry and a need for self-expression — hence
role-plays as a mainstay of oral practice. Heightened sensitivity and impressionability require
the instructor to organize the work clearly and provide careful feedback. Perception among
music students proceeds from intonation, phrasing, and the rhythm of speech; emotion and
the character of what is said are primary for them, and the instructor must therefore command
a rich intonational register and varied tempos and timbres of speech. Well-developed intui-
tion allows music students to reconstruct the meaning of an unfamiliar utterance, which jus-
tifies tasks involving anticipation of foreign-language material.

The content of the program is differentiated across three levels of language profi-
ciency — basic, sufficient, and advanced. The level of mastery of a module is established
through entry and exit testing and may change in line with actual skill growth. Such grada-
tion makes it possible to work with groups heterogeneous in preparation and to build indi-
vidual trajectories within a single course.

The reduction in classroom hours and the growing share of independent work make
its organization a pivotal question of course design. Learning autonomy in the model is not
a set of disparate efforts undertaken by the student at their own discretion, but a system of
actions guided by the instructor, which is now becoming the principal form of language
acquisition. Its task is to teach the student to acquire knowledge, sustain cognitive interest,
and apply language to professional tasks. Independent work meets several requirements:
the student carries it out without the instructor's direct involvement, draws on interest in
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the future specialty, deepens language proficiency, gains independence in solving learning
tasks, and discovers new information connected with the profession.

The relationship between instructor and student changes within this model. The center
of gravity shifts from conveying ready-made information to organizing cognitive work, and
the learner takes on responsibility for the outcome. The points system makes this outcome
measurable at every step: the student sees which block has been mastered and which re-
quires a return. The cumulative nature of the assessment relieves the excessive tension of a
final exam and encourages steady work throughout the entire semester.

Bringing these heterogeneous observations together into a single model has produced
several stable guiding principles that the program upholds simultaneously: course design be-
gins with needs analysis and the selection of professionally significant themes; the thematic unit
serves as the load-bearing structure of the program and is subdivided into language blocks;
authentic specialized material links the linguistic and subject-matter sides of the course; oral
speech and listening comprehension receive intensified training as the most vulnerable skills;
and rating-based assessment ensures the transparency of the student's progress.

3akrouenne / Conclusion

The analysis has shown that the objectives of teaching English for professional purposes
to music students allow for the fusion of the modular and thematic principles. Adjacent disci-
plines have been the subject of much research, but this particular area has long remained un-
derdeveloped. The proposed concept bridges the gap between the demands of the specialty
profile and the coherent organization of language material.

A comparison of foreign practice revealed patterns independent of sample size or learner
preparation. Oral speech and listening comprehension are the most difficult to master. Across
all the contexts studied, there is demand for professional terminology and exercises that recre-
ate real performance situations. A course based solely on tasks, without thematic support,
leaves gaps in the language system; a harmonious combination of language content with mu-
sical context spurs interest and improves outcomes.

The Russian methodological school is moving along the same lines, relying on the com-
petency-based approach and a modular-rating system for training prospective music teachers.
In Russian publications, descriptions of instruction organized around actual performance rep-
ertoire are rare — this is where a field opens up for merging Russian modular methodology
with foreign experience.

The concept is not tied to a single type of educational institution. Its logic is workable in a
conservatory, in the music department of a pedagogical university, and in an institution of sec-
ondary vocational education: the scheme of construction and assessment remains constant,
while the thematic content of the blocks is adapted to the field of training.

The result of the study is a theoretical foundation for a modular-thematic program, which
we interpret as a methodological model. Its validity is established through verification against
empirical data accumulated in foreign and domestic pedagogical practice. This program en-
sures the professional orientation of the course, preserves the systemic integrity of the language
content, and fixes a measurable sequence of learning operations that is unambiguous for the
instructor. The methodological guidelines include: constructing the educational process in cor-
relation with the professional tasks of the music specialization; integrating language and spe-
cialized components into a single structure; intensifying speech activity and listening compre-
hension; and enrichment.
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Further development of the topic presupposes empirical testing of the model in specific
fields of music training, as well as refining the composition of thematic modules in relation to
various instrumental and vocal specialties.

It should be acknowledged that the proposed model remains theoretical and has not yet
been empirically validated in a live classroom setting. The task types and module structures,
while logically derived from the reviewed needs analyses and cross-contextual comparisons,
may require contextual adaptation for different instrumental or vocal specializations and for
learners at varying proficiency levels. Consequently, the primary contribution of this study is a
testable curriculum blueprint rather than a proven instructional solution. Future empirical
work should involve pilot implementation, mixed-methods evaluation, and iterative refine-
ment of the thematic modules in collaboration with practicing music educators.
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