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Introduction

Teresa Morell & Ksenia VolchenkoVa

Globalization has had a tremendous impact on tertiary education all over the world, 
prompting many universities in non-native English-speaking countries to adapt English 
as their language of instruction.  English Medium Instruction (EMI) first appeared as a 
strategy to respond to the challenge of internationalization, but it has become an effec-
tive tool for the transformation of institutions of higher education into multilingual con-
texts. Originally, EMI was defined as “The use of the English language to teach academic 
subjects (other than English itself) in countries or jurisdictions where the first language 
of the majority of the population is not English” (Macaro et al. 2018, 37). However, the 
pivotal role of students in the education process and introducing the notion of learning 
into the EMI phenomenon has promoted the use of the term English Medium Educa-
tion (EME). Furthermore, the multilingual view of teaching and learning in internation-
al contexts has led Dafouz & Smit (2020) to the coining of English-medium education 
in multilingual university settings (or EMEMUS). 

The rapid implementation of EMI in institutions of higher education has been 
brought about due to a number of reasons. Among these motives are to develop glob-
al skills in the home student body and increase their employability, to gain access to 
cutting-edge knowledge and increase global competitiveness, to raise the international 
profile, to increase income from education services, to enhance student and lecturer 
mobility, to improve English proficiency, to reflect developments in English language 
teaching (ELT) and to raise the quality of tertiary education (Macaro et al. 2018; Ruiz 
de Zarobe & Lyster 2018).

The introduction of EMI in a university is a complex process and the challenges 
that arise embrace all the groups of stakeholders, namely, university administration, 
academic staff and students. One of the key administrative issues is that few universities 
pay sufficient attention to EMI staff training. The studies of current practice have high-
lighted a need for a more rigorous approach to EMI teachers’ linguistic and pedagogical 
training (Dearden 2015) and a need for more awareness on behalf of the administration 
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to develop such training courses. A university administration’s acknowledgement 
of the need for training their staff and students to face the new EMI classroom 
scenarios is only the top of the iceberg. Resistance to improve professional skills 
to meet the requirements of internationalization is a bigger issue. The resistance 
to change current practice can be explained by the fact that an EMI course is a 
time-consuming issue and the academic staff needs support from the universi-
ty administration in the form of comprehensive language policies, EMI training 
courses, and incentive schemes.

Moreover, the implementation of EMI should naturally lead to a change of 
methodology, as the mastering of EMI strategies may facilitate the challenges 
raised by insufficient language proficiency. Student-centered lecturing is in fact 
a much more important factor in the success of a lecture than the lecturer’s lan-
guage competence (Klaassen 2001). Students are better able to understand a lec-
ture with higher degrees of interaction and with a more conscious combined use 
of verbal and non-verbal modes of communication (Morell 2018; 2020; Morell et 
al. 2020). EMI teachers should even reconstrue their personal and professional 
identities by shifting the focus from language issues to those of identity and ide-
ology (Dafouz & Smit 2020). 

Thus, the demand for EMI teacher training is huge universally (Gustafsson 
2018; Lasagabaster & Doiz 2018) with both academics and students on EMI 
courses complaining that the teaching staff lack expertise in the areas of English 
language proficiency, including English for Specific Purposes (ESP), English for 
Academic Purposes (EAP), pedagogical skills, EMI-specific micro-skills and in-
tercultural awareness. As a consequence of the need to better prepare lecturers 
to face the challenges of EMI, educators and researchers have shown a growing 
interest evidenced by the recent upsurge of publications, such as Dafouz & Smit 
(2020) and Sánchez-Pérez (2020) (both of these books are reviewed in this is-
sue), a specialized journal, i.e., The Journal of English Medium Instruction, and a 
number of conferences. 

In the 6th Integration of Content and Language in Higher Education (ICLHE) 
Conference we, Teresa Morell of the University of Alicante (Spain) and Ksenia 
Volchenkova of the South Ural State University (Russia), the co-editors of this 
special issue met. The ICLHE is the association for expertise, networking and 
resources in the integration of content and language in higher education with 
the aim to promote exchange of opinions and research concerning the interface 
between content and language in higher education. This 6th ICLHE Conference 
“Multilingualism and Multimodality in Higher Education’’ was held from Oc-
tober 15 to 18, 2019 in Castellon, Spain and hosted by Universitat de Jaume I. 
It addressed how focused language instruction can be utilized as a foundation 
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for disciplinary content learning, with specific consideration to the multimodal 
nature of languages and of today’s teaching and learning practices. At this event 
we shared our research and experience on EMI training course design and imple-
mentation, and from our reflections we came to the conclusion that case studies 
of EMI teacher training and EMI course design have been insufficiently covered 
in the literature on EMI and need to be comprehensively studied. Consequently, 
soon after the conference we set out to propose this special issue of the Alicante 
Journal of English Studies on EMI teacher training in Higher Education.

Through this special issue we hope to begin to fill the gap of the much-need-
ed research to support institutional authorities to implement effective EMI teach-
er training programs and to offer some research based advice on how to prepare 
lecturers to cope with the challenges of EMI. The present volume consists of 
eight articles that range from the more general to the more specific views of EMI. 
The first article deals with institutional internationalization, the next three focus 
on EMI lecturers’ perspectives, the following three describe teacher professional 
development programs and the last explores EMI teacher trainers’ perceptions. 
Each of these contributions are summarized in the following paragraphs. 

Emma Dafouz’s article, “Repositioning English-Medium Instruction in a Broader 
International Agenda: Insights from a Survey on Teacher Professional Develop-
ment”, aims to align EMI more directly with the internationalization strategies 
of universities and with all its stakeholders. The study draws on a teacher pro-
fessional development (TPD) survey addressed to academic staff (n=2091) at 
the Universidad Complutense de Madrid (UCM) in Spain. Among the lecturers’ 
perceived needs was internationalization of teaching/learning and research for 
which they asked for English language courses with an ESP/EAP perspective and 
courses in other languages. In addition, lecturers asked for Spanish to be used as 
a language for internationalization.  Dafouz suggests that TPD for EMI or English 
medium education (EME) needs to be viewed beyond English-only training and 
that a more international, multilingual and multicultural vision of teaching and 
learning should be adopted.

 
Esther Nieto Moreno de Diezmas and Alicia Fernández Barrera in “Main Chal-
lenges of EMI at the UCLM: Teachers’ Perceptions on Language Proficiency, 
Training and Incentives” address lecturers’ motivation, fears and stance towards 
the EMI plan at the Universidad de Castilla-La Mancha (UCLM), Spain. Findings 
from 20 semi-structured interviews with three separate groups of lecturers: (i) 
EMI practitioners, (ii) lecturers interested in EMI, and (iii) lecturers from the 
Department of Modern Languages revealed that a number of difficulties have 
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hampered a more rapid growth of their institution’s EMI implementation. These 
drawbacks are mainly related to incentives for lecturers to join the bilingual pro-
gram, anxieties about their language proficiency, the perceived inadequacy of 
teacher training, teacher recruitment and commitment in the program. The au-
thors point to the need to establish a Language/Multilingual Policy Plan that 
includes a comprehensive EMI teaching plan and guidelines related to teacher 
recruitment and commitment.

Vicent Beltrán-Palanques’ contribution “EMI Lecturers’ Training Needs: Towards 
the Construction of a Measurement Instrument” focuses on the design and im-
plementation of a questionnaire to explore the needs of EMI lecturers. He reports 
on the adequacy of the survey instrument and on the preliminary results derived 
from its administration to a group of EMI lecturers at the Universitat de Jaume I 
(UJI) in Castellon, Spain. The results  provide some insights into a variety of as-
pects that could be addressed in EMI training courses, namely: 1) communication 
and language use, with special emphasis on interactional and discourse strategies 
and diction; 2) pedagogy, including scaffolding techniques, techniques to pro-
mote interaction and microteaching sessions; 3) material design with special at-
tention paid to the designing of multimedia and digital resources as well as tasks, 
assignments and activities; and 4) multilingualism and multiculturalism, focusing 
particularly on the roles of English, internationalisation at home and intercultural 
communication. In addition, surveyed EMI lecturers’ unfamiliarity with the ben-
efits of multimodal discourse provides further evidence of the need to raise EMI 
lecturers’ awareness of multimodal competence in EMI training courses.

Ana Mª Piquer Píriz and Irene Castellano’s study entitled “Lecturers’ training 
needs in EMI programmes: Beyond language competence” explores the training 
needs of 27 EMI lecturers at Universidad de Extremadura (UEx) Spain in relation 
to the five main dimensions identified by Pérez-Cañado (2020), specifically: 1) 
linguistic competence (2) methodology and classroom management (3) resources 
and materials (4) training needs, and (5) feedback based on participants’ EMI ex-
perience. The data, which was collected through semi-structured interviews and a 
questionnaire, revealed that the lecturers involved in the teaching of disciplinary 
contents through English at the UEx are mostly experienced teachers with a good 
command of English. They claim to concentrate their efforts on the contents they 
teach but, at the same time, show some sensitivity to the concept of  Integrated 
Content language in Higher Education (ICLHE), that is, to language. Their re-
ported needs are mostly related to further training in classroom discourse and 
developing their EMI pedagogical competence. Despite rating their experience as 
very positive and enriching, they also make clear that it is demanding and time 
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consuming and, thus, they call for more institutional support and recognition. 
In Elena Borsetto and Ada Bier’s article, “Building on International Good Practic-
es and Experimenting with Different Teaching Methods to Address Local Training 
Needs: “The Academic Lecturing Experience”, the design, evaluation and evolution 
of the EMI professional development program at the Università Ca’Foscari di 
Venezia in Italy is presented. In the authors’ words, “The purpose of the Aca-
demic Lecturing programme is to help participants try their hand at new teaching 
methods and new technologies as a means of making lessons more interactive, 
thus increasing their accessibility and making them more effective, and to help 
participants to improve their strategic use of English within their disciplinary 
field”. Course participants’ feedback has been used not only to improve and 
adapt training to lecturers’ needs, but also to support the claim that transfor-
mation in teacher education can be brought about by integrating the two main 
dimensions of language and of teaching methodology with a third element, the 
use of technologies. 

Francisco Rubio-Cuenca and María Dolores Perea-Barberá of the Universidad de 
Cadiz (UCA) Spain in their contribution, “Monitoring EMI Teachers to Assess their 
Progress in University Bilingual Programs, show that monitoring sessions (MS) 
may serve as a valid tool for assessing the impact of in-service training on bilin-
gual teaching. These MS, or collaborative interviews, aim to gather EMI teachers’ 
perceptions and beliefs and to provide them with feedback on their classroom 
practice. This data is then used to improve future language development and meth-
odology programs. The results show that teachers have experienced remarkable 
progress by incorporating language awareness into their practice as EMI teach-
ers, thus contributing to improve the language level of both their students and 
themselves. Furthermore, the implementation of specific didactic strategies help to 
make the learning process more dynamic, participatory, stimulating and creative.

Carmen Maiz-Arevalo and Elena Orduna Nocito of the UCM in “Developing 
Intercultural Communicative Competence: A Cornerstone in EMI in-service 
Training Programmes in Higher Education” analyze a specific in-service train-
ing module intended to develop the intercultural communicative competence 
(ICC) of a group of 21 Spanish lecturers working at two public universities. 
Results from questionnaire responses and self-reflection reports show that prior 
to training participants were willing to learn but unaware of the importance of 
ICC. However, after being trained they realize that EMI goes beyond language 
and that the intercultural component is highly significant in the internationali-
zation of HE. Consequently, ICC should be given more presence in EMI training 
courses and  language policies.
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Ksenia Volchenkova and Elizaveta Kravtsova in their paper “EMI Lecturer 
Trainers: Reflections on the Implementation of EMI Lecturer Training Course” 
address the shortcomings and prevailing challenges for EMI teacher trainers 
in designing and implementing an EMI training course. The study draws on 
semi-structured interviews of eight EMI trainers from three Russian universities: 
South Ural State University (SUSU) in Chelyabinsk, Chelyabinsk State Medical 
Academy of Federal Agency of Health Care and Social Development (ChelSMA) 
in Chelyabinsk, and the Institute of Information Technologies, Mechanics and 
Optics (ITMO) in Saint Petersburg. EMI trainers claimed that the key challenges 
they faced were lecturers’ low English language proficiency, insufficient knowl-
edge of EMI pedagogy and strategies, lack of self-reflection and feedback and re-
sistance to active learning techniques. The main misconceptions of EMI trainees 
that make EMI training more challenging are their doubts that interaction with 
and between students can provide a better understanding of lecture content, and 
the belief that EMI lecturers do not need any innovative pedagogical techniques 
since they are all experienced teachers. The authors suggest considering these 
challenges while designing EMI training courses.
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Abstract:
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countries are shifting to English-medium instruction 
(EMI) to attract international students and staff, develop 
global skills in the home student body and increase 
employability (Dafouz and Smit 2020). Against this 
background, the purpose of this article is to argue for the 
need to reposition EMI teacher professional development 
(TPD) in a broader engagement portfolio, one that aligns 
more directly with the internationalization strategies 
of universities and that incorporates all the agencies 
involved. Adopting an applied linguistic angle, this 
study focused specifically on the Strategic Action Plan 
for TPD implemented between 2016-2019 at a large 
Spanish university. Methodologically, the study drew 
on an intra-university survey addressed to academic 
staff (n=2091) as a needs-analysis to tap into lecturers’ 
views of internationalization and EMI. The results will 
be useful for universities wishing to develop EMI TPD 
initiatives from an international perspective. The study 
closes with a reflection on the implications for the 
stakeholders involved, from university management, to 
academic staff, EMI educational developers and English 
language specialists.
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1. Introduction

Since the turn of the millennium, the internationalization of higher education 
(hereafter IoHE) has shifted from being a peripheral phenomenon to one that is 
central, and from dealing mainly with student mobility and exchange programmes 
to being equated with high-quality education and innovation (Knight and De Wit 
2018). As a result, universities worldwide have engaged in various strategies to 
internationalize their campuses. One such strategy concerns the use of English 
as a medium of instruction (EMI) in university settings where national languages 
were traditionally used (Smit and Dafouz 2012). The aim behind this thinking is 
twofold: first, attracting international students and staff, and second, developing 
global skills in the home student body, and increasing their employability (Dafouz 
and Smit 2020; Egron-Polak and Hudson 2010). Quantitatively, global reports 
on higher education institutions (HEIs), such as those of the OECD, show that 
numbers of international students have grown steadily over the recent years. In 
2015 the figure amounted to 33 million or 5.6% of all HE students in the OECD 
countries (OECD 2017,286–287). This phenomenon, combined with the widely 
growing demand for English language learning documented by surveys from the 
International Association of Universities (IAU) (see for example, Egron-Polak and 
Hudson 2010), point to the increasingly important role EMI is playing in non-
dominant English-speaking settings (Morell et al. 2014).

However, the fast growth of EMI across the world, has not been accompanied 
by the provision of teacher professional development (hereafter TPD) programmes. 
A study across 22 HEIs in Europe revealed that 30% of the surveyed universities 
believed that TPD for EMI was not needed at their institutions, and over 70% 
of TPD courses that were offered focused mainly on language skills, meaning 
that less than half of the HEIs (49%) surveyed provide their EMI teaching staff 
with training concerning pedagogical issues (see O’Dowd 2018). Studies such 
as this reveal the widespread assumption, at least in the early years of EMI 
implementation, that proficiency in English was enough for lecturers to teach 
in an EMI setting. Nevertheless, research has shown that in addition to English 
proficiency, lecturers need to develop a specific ‘set of skills and competences 
[…] to teach internationalised curricula in classrooms characterised by a 
diversity of students’ linguistic and cultural backgrounds’ (Lauridsen 2017, 25). 
While the nature of these skills and competences is largely contingent on what 
type of IoHE is implemented (see section 2) and the particular context of the 
HEI, the principles proposed by Hudzik (2011, 2015) in his comprehensive 
internationalization (CI) framework, along with those by Leask (2015, 96-103) 
on internationalization of the curriculum, provide a valuable departure point for 
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examination. Furthermore, and given the applied linguistic focus of this paper, 
recent sociolinguistic and ecolinguistic conceptualizations of present-day HEIs 
and their resulting multilingual teaching and learning practices are, clearly, of 
great importance (see for example, Soler and Gallego-Balsà 2019; Dafouz and 
Smit 2016, 2020; Kuteeva et al. 2020), especially as language issues are often 
invisible (Saarinen and Nikula 2013), to the point that language ‘is not in and of 
itself a constitutive factor of internationalization’ (Lauridsen 2017, 28).

Against this background, the purpose of this article is to argue for the need 
to reposition EMI within a broader engagement portfolio, one that aligns more 
directly with the overall internationalization strategies of HEIs and thus goes 
beyond English language instruction. Such an approach will enable EMI TPD 
programmes to incorporate the different agencies involved in the multi-level 
process of internationalization (Maassen and Musselin 2009), from content 
lecturers and language specialists to administrative staff, educational developers 
and university management (see Dafouz 2018; Dafouz and Smit 2020, chapter 
5), and, at the same time, provide coherence between these various levels of 
organization (Cotzart et al. 2015).

To this end, the Universidad Complutense de Madrid will be used as a case 
in point to describe how an online intra-university survey, addressed to the 
whole academic community (n=2091), served as a preliminary needs analysis 
to identify, in 2016, lecturers’ views with regard to TPD in general, and EMI and 
internationalization in particular.

Structurally, this article will firstly describe the complementary theoretical 
frameworks used in this study. Secondly, it will explain the university context 
where the research was carried out, and the setting up of the TPD Strategic 
Action Plan. Thirdly, it will display the results drawn from the online survey 
both from a quantitative and a qualitative perspective, paying special attention 
to lecturers’ personal comments on internationalization and English in HE. 
Fourthly, these comments will serve to illustrate how lecturers’ views helped to 
inform the development of several TPD courses in the area of internationalization 
and EMI. Finally, the study will close with the opportunities and challenges that 
the repositioning of EMI from a broader international agenda presented for the 
university under scrutiny.

2. Theoretical underpinnings

One significant difficulty in discussing internationalization stems from the 
many different terms employed to label the phenomenon, and which, although 
often used interchangeably, in fact refer to different realities. Traditionally, 
internationalization abroad is regarded as the most typical example, with student 
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and staff mobility as its defining feature. The second term, internationalization 
at home (IaH) aims to develop global and intercultural skills in home students 
and often uses EMI as a way to achieve this (De Wit et al. 2015, 49–50). Finally, 
internationalization of the curriculum (IoC) has sought to integrate international 
and intercultural dimensions into the formal and informal curriculum of all 
students within domestic learning environments (Beelen and Jones 2015).

The label comprehensive internationalization (CI) encompasses all three 
terms above as it is defined as a ‘commitment, confirmed through action, to 
infuse international and comparative perspectives throughout the teaching, 
research, and service missions of higher education’ (Hudzik 2011, 6). Such 
a broad understanding shapes the institutional ethos and values of the entire 
higher education enterprise and, therefore, it is essential that it is embraced 
by institutional leadership, governance, faculty, students, and all academic 
service and support units. In other words, CI is an institutional imperative, 
not simply a ‘desirable possibility’ (Hudzik 2015, 6). The purpose of loosely 
adapting the CI heuristic to this study is to recognize a diversity of approaches to 
internationalization, while, at the same time, allowing each institution to choose 
its own path and its particular contribution consistent with its missions, student 
population, TPD programmes, resources, and values.

Six interconnected target areas have been identified as necessary to achieve 
comprehensive internationalization (figure 1)1.

FiGuRe 1. Framework for comprehensive internationalization

Due to space limitations, this study will concentrate on only one of the target 
areas, namely Faculty policies and practices given that faculty is directly aligned 
with TPD, and that lectures are the primary drivers of any teaching and research. 
Lecturers, moreover, play a pivotal role in campus internationalization and thus 
it is vital to ensure that they have opportunities to develop international skills 

1 This model is adapted from https://www.acenet.edu/Research-Insights/Pages/
Internationalization/CIGE-Model-for-Comprehensive-Internationalization.aspx

https://www.acenet.edu/Research-Insights/Pages/Internationalization/CIGE-Model-for-Comprehensive-Internationalization.aspx
https://www.acenet.edu/Research-Insights/Pages/Internationalization/CIGE-Model-for-Comprehensive-Internationalization.aspx
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and competences and can also incorporate international perspectives into their 
teaching (Leask 2015).

In addition to a CI perspective, the study adopts a sociolinguistic and 
ecolinguistic framework (Creese and Martin 2003) to EMI, one that examines 
in a holistic and comprehensive manner how English-Medium Instruction, 
(or Education, EME) ‘is a dynamic, complex and highly situated phenomenon 
which comes in different shapes and forms’ (Dafouz and Smit 2020, 11). In 
short, an EME approach regards present-day HEIs as ‘sites where bilingual and 
multilingual education, whether official or unofficial, partial or comprehensive, 
pedagogically explicit or implicit, may be represented’ (Dafouz and Smit 2016, 
399). These theoretical principles will be revisited in more detail in the Findings 
and Discussion section.

3. The Context: Universidad Complutense de Madrid

With over five centuries of history, Universidad Complutense de Madrid (UCM) 
is a large, state-run, research-intensive university with nearly 80,000 students, 
around 6,000 lecturers and 3,000 administration staff. At UCM, student mobility 
has always been actively promoted. In 2017-18, for instance, the number of 
outgoing UCM students was over 1,500, and incoming students surpassed 
1,6002, making this institution one of the top destinations for international 
students in Europe.

Although officially endorsed across the whole university in the form of the 
‘Plan for Curricular Internationalization’ since 2016, internationalization at 
home (IaH) has been adopted more rapidly by some schools than others. Four 
pioneering schools (i.e., Economics and Business Administration, Education, 
Computer Science and Psychology) started offering degrees in English in the 
early 2000s under the Bologna Plan. Other schools have gradually followed 
suit, namely Social Work, Sociology, History, Physics and Medicine. The 
‘Plan for Curricular Internationalization’, approved by the Governing Council 
in 2016, endorses a series of measures to support teaching and learning in a 
more international fashion. The Plan is structured along three axes: foreign 
language (English) accreditation/certification for lecturers, TPD and incentives, 
all of which fall into the ‘Faculty Policies and Practices’ target area of the CI 
framework. Briefly, the Plan requires a B2 (CEFR) English proficiency level for 
students enrolling in ‘bilingual’, or EMI, degrees and C1 (CEFR) for lecturers 
teaching on these programmes. Second, the Plan provides TPD programmes that 
are open to, but not compulsory for all UCM teachers. Third, incentives are 

2 Data from the UCM International Relations Office yearly report (2017-18).
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offered in the form of a bonus scheme with reduction in teaching hours to enable 
lecturers to prepare, develop or adapt materials in English.

Unlike other countries where there are national initiatives and TPD 
is mandatory for all university lecturers, such as the ‘Teaching Excellence 
Framework’ used in the UK or the ‘University Teaching Qualifications’3 in the 
Netherlands, in Spain, no pedagogical qualifications are, to date, needed to 
teach in HE. It is precisely to fill this gap that the UCM implemented in parallel 
to internationalization measures, the Strategic Action Plan (or SAP), known as 
‘Plan Integral de Formación del Profesorado’4 (Comprehensive Teacher Training 
Plan) in 2016. The next section will go back in time to explain briefly how this 
comprehensive TPD was initially devised.

4. The Teacher Professional Development Survey

In 2016, an intra-university survey was conducted (November-December 
2016) amongst all the academic staff at UCM (5705 teachers) to ascertain the 
training needs that lecturers identified in their teaching practice. The survey was 
coordinated by the ‘Unit for Continuous Professional Development’ (Centro de 
Formación Permanente) within the SAP.

In order to design the survey, a working group was set up comprising ten 
representatives from different areas, namely education, linguistics, computer 
sciences, online learning, professional growth, documentation and psychology 
of learning. After several meetings and discussions, seven main areas were 
identified by the working group as being strategic for the first stage of the TPD 
plan. These were: I. Online teaching/learning and research; II. Research; III. 
Internationalization of teaching/learning and research; IV. Documentation; V. 
Management, professional development and growth; VI. Pedagogical tools and 
strategies; and VII. Cross-curricular skills and strategies.

Generally speaking, these seven areas aimed to improve the quality of 
teaching and learning through the acquisition of relevant skills, competencies 
and innovative methodologies. Area number III, Internationalization of teaching/
learning and research, mainly addressed the skills and competences that lecturers 
deemed necessary for their teaching in international and intercultural settings 
(e.g., communicative oral skills to use in the classroom, academic writing for 

3 https://www.ucas.com/undergraduate/what-and-where-study/choosing-course/teaching-
excellence-framework-tef-what-you-need-know 

https://learnacademy.vu.nl/nl/opleidingen-cursussen/university_teaching_qualification/index.
aspx

4 See https://cfp.ucm.es/formacionprofesorado/
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publishing in English, conference presentation skills, intercultural competence 
building, internationalization of the syllabi, etc.).

The survey contained 50 items, which included demographic data (e.g., 
participants’ sex, age, discipline, school or department, type of contract) and 
other relevant information, such as previous experience in TPD programmes, 
preferred timetable to attend TPD courses, or the importance given to this type 
of training. Additionally, lecturers were asked to rank these seven areas in order 
of importance on a Likert scale (from 1, not important, to 4, very important) and 
to provide further comments if they wished. These open comments proved to be 
of great interest to the working group in terms of informing the development of 
several TPD courses (see section 5.2).

5. Teacher Professional Development Survey: Findings and Discussion

In order to display the findings in an organised manner, from more general 
to more particular, this section will address, first, the TPD survey, offering an 
overview of the UCM through considering the quantitative data; second, it 
will focus on lecturer comments examining, more particularly, their views on 
the roles of English, Spanish and other foreign languages in the process of 
internationalization; and third, it will explain briefly how these comments were 
used to inform the development of TPD courses for internationalization at UCM.

5.1. Teacher Professional Development survey: Quantitative data

Of the UCM target audience addressed through the online survey (5705 academic 
staff), 2091 responses were received (response rate: 36.6), 46% of which were 
from male lecturers and 54% from females. By age group, the largest group with 
35% were those aged between 31 and 45 years old, followed closely by those in 
the 46-55 group (32%), 29% of lecturers being over 56 years old, and only 4% 
under 30. This result shows that, in general terms, interest in TPD was shared by 
UCM lecturers of all ages, although a little higher in the 31-45 year-old age group.

Regarding type of contract, most of the respondents were grouped under the 
four main types found in the Spanish system: part-time lecturer employed by 
the university (Asociado 20.4%), full-time lecturer employed by university (21% 
Contratado Doctor), full-time lecturer employed by state as a civil servant (TU 
33.2%) and full professor (9.8% Catedrático). The remaining 15.6% comprises 
other posts such as visiting professors and emeritus professors. In this case, the 
data shows that civil servant teachers (TU) responded in a higher number to the 
questionnaire, a finding that suggests that such lecturers seek to improve their 
teaching skills once professionally established in the university. In a study on 
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lecturers’ identities in EMI teaching contexts, Dafouz (2018, 545) found that 
many lecturers see the change to English-language teaching as an ‘opportunity to 
enhance their linguistic, as well as their social and economic capital, providing 
for a more promising future.’

By knowledge areas, 31% of respondents belonged to the Social Sciences and 
Law, 25% to the Health Sciences, 20% to the Natural Sciences, 19% to Arts and 
Humanities, and 5% to Architecture and Engineering. These percentages largely 
align with the overall number of lectures in each knowledge area at UCM.

FiGuRe 2. Lecturer participation by knowledge area
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By schools, the school of Philology had the highest number of respondents 
with 147, followed by the school of Medicine with 141, Economics with 137 
and Education with 128. Without going into detail, as this would fall beyond 
the scope of this paper, lecturers from each of the 26 schools that comprise the 
UCM took part.

At the time of the survey (November-December 2016), the area of 
Internationalization of teaching/ learning and research was ranked the highest, 
at 2.87 on the 4-point Likert scale, followed very closely by Online teaching/
learning and research which scored 2.86. While the reasons for this high 
interest in internationalization were not overtly revealed in the survey, it could 
be argued that it was because this area had not been covered previously in any 
TPD programme at UCM and was therefore perceived as more necessary by the 
surveyed lecturers. Furthermore, as mentioned above a number of schools had 
already initiated EMI degrees and were in need of institutional support and 
deemed internationalization a priority area of teacher training.
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FiGuRe 3. Lecturer ranking of TPD areas

5.2. Lecturers’ comments on the Teacher Professional Development Programme

As stated earlier, the survey included a section for open comments, where 
respondents were invited to include further observations. This section collected 
over 800 comments5 (n=813), which ranged from appreciation of the university 
offering TPD courses, to suggestions for specific components to be added to 
certain courses or areas, as the following examples illustrate:

(1) Lo importante es que haya formación desde la UCM, que hace varios años 
desapareció (621) [The important thing is that there is training from the UCM, 
which disappeared several years ago].

(2) Considero que la formación y promoción del profesorado es muy importante 
para conseguir una enseñanza de calidad en una sociedad tan competitiva 
como la actual. La Universidad debe cuidar a sus profesores y nosotros debemos 
cuidar de nuestra Universidad (697). [I believe that the training and promotion of 
teachers is very important to achieve quality teaching in a society as competitive 
as the current one. The University must take care of its teachers and we must 
take care of our University].

5 Lecturer comments have not been edited and are thus faithful to the original. The number 
at the end of the quote refers to their order in the survey. Translations into English are by 
the author of the article and have prioritised resemblance to the Spanish version.
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(3) Creo que los cambios socioculturales y en la propia carrera docente e 
investigadora requieren una adaptación institucional inmediata. Considero que 
uno de los pilares de la transformación es la formación del profesorado y 
el PAS, pero ha de ir acompañado de un mayor apoyo institucional en todos 
los ámbitos (docente, investigador, de gestión y clínico) (704). [I believe that 
sociocultural changes in the career of teaching and research itself require an 
immediate institutional adaptation. I consider that one of the pillars of the 
transformation is the training of teachers and administrative staff, but it must 
be accompanied by greater institutional support in all areas (teaching, research, 
management and clinical)].

Focusing on the concrete area of internationalization, of these 813 comments, 
72 explicitly mentioned the word ‘English’ (‘inglés’), 45 referred to ‘languages’ 
more generally, (‘idiomas/lenguas’) and 15 mentioned ‘Spanish’ (‘español’). 
While most comments related to English and other languages appeared in the 
area of Internationalization (a total of 53), references to the use of English for 
research and professional purposes (Area II. Research) were also frequent, as the 
examples below illustrate:

(4) Es fundamental que haya formación en cómo escribir y publicar en revistas 
de impacto en inglés (34). [It is essential that there is training on how to write 
and publish in English high-impact journals].

(5) La escritura científica en inglés es un must (52). [Scientific writing in English 
is a must].

(6) Necesitamos cursos de elaboración y redacción en inglés de proyectos de 
investigación competitivos internacionales y europeos, etc (373). [We need 
courses on how to plan and write up international and European research-
funded projects, etc. in English.]

Three major themes emerged from the lecturers’ comments related to 
internationalization: the need for English language provision, a request for foreign 
languages other than English to be used for internationalization, and the valuable 
role of the Spanish language in education and in international communication.

Focusing on the first group of comments, the need for English provision 
is mentioned explicitly in 26 responses (49% of the responses in the section 
devoted to Internationalization). This reference to English includes both the 
need for general English courses (or English as a Foreign Language/EFL), which 
accounts for 32% of the comments, but more particularly for English for Specific 
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Purposes (ESP) and Academic Purposes (EAP), which make up 68% of the 
responses. While such a demand for English provision amongst lecturers is not 
new (see for example, Lasagabaster, 2018) its explicitness in the survey may be 
linked, as stated earlier, to the university’s 2016 language policy which required 
a C1 (CEFR) level for all lecturers engaged in EMI programmes. The policy also 
stipulates that lecturers need to be officially certified through standardized exams 
(e.g. Cambridge Examinations, TOEFL or CertAcles). Against this backdrop, 
some comments expressed the view that such exams be offered free of cost to all, 
and not only to those lecturers engaged in EMI, as these quotations show:

(7) A ver si es cierto que podamos de una vez asistir a cursos de inglés de forma 
gratuita y en horarios racionales!! (363). [Let’s see if it is true that we can attend 
English courses for free and at reasonable times!]

(8) En general, [respaldo] cualquier iniciativa que permita al profesorado que 
aun (sic) no lo tenga alcanzar el nivel C1 [de inglés en] un entorno amigable y 
de forma compatible con sus obligaciones diarias (372). [In general, [I endorse] 
any initiative that allows teachers who have not yet reached a C1 [in English] to 
achieve it a friendly environment compatible with their daily obligations].

Regarding the types of English provision requested, whether general EFL or ESP/
EAP, differences in lecturer responses seem to depend on the knowledge areas 
they come from. Academics from the Natural Sciences, where very specialised 
and technical vocabularies are used, usually showed more interest in ESP 
courses than those from the Social Sciences. Kuteeva and Airey (2014) argue that 
general language policies within HEIs may not adequately take into account the 
knowledge area differences that are found in (English) language use. They also 
suggest that disciplines (e.g. biology, economics, history, etc) vary substantially 
in the academic value attributed to English and to disciplinary literacy practices 
in general. Similar results have been found in other EMI settings. Pecorari et al. 
(2011, 66), for instance, reported that in Denmark EMI teachers ‘sometimes could 
not find the words they needed’. In Spain, lecturers self-reported a significant 
reduction in their vocabulary in English. This is of particular concern for teachers 
in the Humanities as for them ‘the form is as important as the message’ (Doiz et al. 
2019, 157). Some differences between disciplines can be seen in these comments:

(9) Como toda mi investigación se realiza en inglés es indispensable que sepamos 
escribir artículos de impacto en inglés sin necesidad de pagar a traductores 
(403). [As all my research is carried out in English, it is essential that we know how 
to write articles with impact in English without having to pay translators].



Emma Dafouz26

Alicante Journal of English Studies, Issue 34, 2021, pages 15-38

(10) El PDI de Química no tenemos ninguna formación en educación. Solo en 
conocimientos. Se nos forma y evalúa para investigar, no para enseñar. Además, 
siendo el inglés una herramienta de trabajo fundamental e imprescindible en 
nuestra área, no recibimos ninguna formación en ese sentido, solo lo que corre 
por nuestra cuenta. Otros colectivos que pienso que lo necesitan menos, sí 
reciben cursos de inglés. En nuestro caso se nos da por hecho que sabemos 
inglés (708). [Chemistry lecturers do not have any training in education. Only 
in subject-specific knowledge. We are trained and evaluated to do research, not 
to teach. Furthermore, despite English being a fundamental and essential tool 
in our area, we do not receive any training in this regard, we have to look for it 
ourselves. Other groups that I think need it less, do receive English courses. In 
our case, it is taken for granted that we know English].

Comment (10) from a chemistry lecturer is extremely interesting for three main 
reasons: first, because it foregrounds the importance of having pedagogical 
competence to teach content subjects —a view which is very often not shared by 
all HE professionals; second, because it views English as a fundamental working 
tool in the discipline of chemistry; and third, because it points to the (false) 
underlying belief that all lecturers in the sciences are naturally competent in 
English.

By and large, what these multifaceted roles of English (i.e., EFL, ESP, EAP) 
suggest is that TPD for EMI needs to take into consideration the particular needs, 
skills and competencies of lecturers depending on their specific discipline but 
also their own beliefs regarding the role(s) of English in those fields (Dafouz and 
Smit 2017; Sawir 2011, 51).

The second theme that emerged from the survey (18 instances, 33% of 
responses) is related to the request for foreign languages (other than English) in 
lecturers’ teaching and research practices. The languages explicitly mentioned 
by respondents were, in order of frequency, French, German, Italian, Arabic and 
Chinese.

(11) Frances alemán e italiano son idiomas que en función del área de 
conocimiento estarían antes del Inglés (381). [French, German and Italian are 
languages that depending on the area of knowledge would be more important 
than English].
(12) Promoción de otras lenguas extranjeras: francés, italiano... (658). [Fostering 
the use of other foreign languages: French, Italian, etc.].

While most of these comments (n=13) came from the school of Philology where 
these other languages are taught, there were 5 responses from two different UCM 
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schools: two from the school of Law where French is viewed as a necessary 
tool, most likely because of its traditional role as language of diplomacy, along 
with the current existence of the double international degree in Law (Spanish-
French) offered in conjunction with the Université de la Sorbonne in France. 
The three other responses referred to Chinese and came from the school of 
Tourism and Trade where a large number of Chinese students are enrolled in the 
undergraduate degrees:

(13) Sería bueno tener ciertos conocimientos de chino para entender lo básico 
(432). [It would be nice to have some knowledge of Chinese to understand the 
basics].

What these comments generally suggest is that, in addition to English, some 
lecturers believe that other languages are also needed in the TPD courses offered 
in order to adapt to the new global and multilingual realities of HEIs (Kuteeva et 
al. 2020). Such a multilingual approach was indeed at the core of the European 
Union, when it officially devised a 2+1 linguistic landscape where all European 
citizens should master their L1 + two other languages. Nonetheless, at this point, 
the range of programmes in languages other than English is extremely limited 
across European Universities, and, in this respect the UCM is no exception. At 
the University of the Basque Country, for instance, there is consistently a higher 
demand for English than for either French or German, with only a small number 
of students and ‘only one subject is taught [in German]’ (Lasagabaster 2015, 
92). While some initiatives to offer Double International Degrees in languages 
other than English (e.g., German, French or Italian) are in place, these double 
degrees do not, however, really depend on the foreign language competence of 
the home lecturers involved, but rather on that of the outbound students as they 
receive instruction in the host country’s national language (L1) once there. In 
other words, one could argue that while a multilingual stance may be spreading 
slowly across the student population of the European continent, it is still not 
extensive at the lecturer level. Despite the current and general absence of TPD 
programmes in other foreign languages, what is quite noticeable is the presence 
of some multilingual practices in the classroom, namely, reading published 
material in different languages or encouraging the use of students’ multilingual 
repertoires (Kuteeva et al. 2020; Palfreyman and van der Walt 2017). Given these 
practices, it may be the case that in a not too distant future a new generation of 
lecturers may approach their teaching and learning with a greater appreciation 
of multilingual repertoires and practices in accordance with the diverse student 
profiles that populate our 21st century classrooms (Dafouz et al. 2016; Doiz et al. 
2019; Rubio-Cuenca and Moore 2018).
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In addition, the integration of languages other than English in the 
internationalization strategy of universities needs to be considered more 
systematically. In this regard, identifying the specific roles played by other 
languages in certain knowledge areas, disciplines or professional practices (e.g., 
German in Philosophy, French in Diplomacy and Law, or Chinese in Trade and 
Commerce) could be a first step towards going beyond an English-only approach. 
Adopting such an ecolinguistic and multilingual paradigm examines ‘the 
relationship of languages to each other and the society in which these languages 
exist’ (Creese and Martin 2003, 161). This socio-political and critical stance, 
as argued in section 2, needs to be displayed clearly in the Faculty policies and 
practices and in the resulting TPD programmes designed.

The third theme that emerged from the lecturer comments (9 comments, 
16.2%) concerned the role of Spanish. Observations under this heading revolve 
around the importance of using Spanish in the IoHE:

(14) ¿Por qué no se habla de internacionalización en español? somos la 
segunda lengua en el mundo ¿por qué no se potencia nuestra lengua en los 
ámbitos científicos y qué pasa con las humanidades? (362). [Why don’t people 
speak about internationalization in Spanish? We are the second language in the 
world. Why is our language not promoted in scientific fields and what about the 
humanities?]

Other comments highlighted the need to defend the use of Spanish as a language 
of scientific research and of education in the Spanish university system, as the 
quote below summarises:

(15) Me encantaría que todos manejásemos mejor el castellano y reivindiquemos 
su uso como lenguaje científico internacional. Si no lo reivindicamos nosotros 
quienes lo van a hacer ¿los ingleses? (393). [I would love for all of us to have a 
better command of Spanish and to vindicate its use as an international scientific 
language. If we don’t call for this, who will? The English?].

What testimonies 14 and 15 clearly show is the need for EMI programmes 
in internationalization to take into account the roles of global languages in 
education while at the same time preserving the local and national language(s) 
in the locality. This ‘glocal’ view needs to be recognised by all the stakeholders 
involved, and especially those working in EMI and international settings (see 
Dafouz and Smit 2020; Soler and Gallego-Balsá 2019). In the case of the UCM, 
English and Spanish coexist as languages of instruction in line with the national 
Strategy for the Internationalization of Spanish Universities (2015-2020), 
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whereby bilingual education (English-Spanish) is favoured over English-only 
education (see MECD 2014, 23). Fear of L1 academic attrition, as revealed 
in examples 14 and 15 above, has been reported in many university settings, 
especially in countries with minoritized languages where the predominance of 
English in education is even more widespread than in Spain (see for example, 
Airey at al. 2015 with respect to the Nordic countries).

This concern over the Englishization of HE (see Lanvers and Hultgren 
2018) is indeed warranted and therefore needs to be addressed explicitly in TPD 
courses. Moreover, such resistance also ought to be overtly discussed in terms of 
the other target areas of CI, namely, ‘Leadership and Staff’ and ‘Curriculum, Co-
curriculum and Learning Outcomes’ (see model for CI in section 2). If this is not 
done, the plausible tensions amongst participants will widen the gap between 
the supporters and opponents of internationalization and may put the whole 
mission at risk – a tension that is visible in the quote below:

(16) No hay nada que distinga la docencia en ingles (sic) de la docencia en español, 
salvo el conocimiento de la lengua. Los docentes que necesiten esta formación es 
mejor que impartan en español. La cuestion (sic) es si la universidad española 
tiene alguna responsabilidad en preservar el idioma español, y parece que cada 
vez la respuesta es mas (sic) unanimemente que no. Sorprendente. (398).
[There is nothing that distinguishes teaching in English from teaching in 
Spanish, except knowledge of the language. Teachers who need this training are 
better off teaching in Spanish. The question is whether Spanish universities have 
any responsibility to preserve the Spanish language, and it seems that each time 
the answer is more unanimously ‘no’. Surprising].

This comment puts forward the assumption that the only difference between EMI 
and Spanish-medium instruction is the language used. From this perspective, it is 
simply a matter of changing the code. Nonetheless, this take ignores several essential 
differences. On the one hand, it does not take into account the diverse (inter)
cultural differences that exist in the current student population in our classrooms. 
On the other, it overlooks the pedagogical and/or educational and curricular 
adaptations that need to take place when using students’ L2 as the language of 
instruction. Similarly, it does not consider the adjustments and even limitations 
that teachers themselves need to confront when teaching in a language that is not 
their L1. Such monolingual and monocultural views are undoubtedly connected to 
an institution’s experience of international settings as well as to lecturers’ personal 
beliefs and acquaintance of internationalization (see for example, Dafouz et al. 
2016). Therefore, as this study has illustrated, teachers’ views need to be carefully 
examined when implementing changes as systemic as EMI is.
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5.3. Lecturer Comments and their Impact on the Development of TPD Courses for 
Internationalization

As mentioned at the onset of this paper, the comments and requests that our 
lecturers made in the online survey were used to inform the development of 
the TPD courses offered in 2017-19. Focusing on Area III (Internationalization 
of teaching/learning and Research), several measures were implemented. With 
regard to English language certification, the UCM set up an agreement with the 
university’s Language Centre (‘Idiomas Complutense’) so that lecturers could 
register for the CertAcles exams and sit them at the university itself. These exams 
are accredited by the Association of Language Centres in Higher Education 
(ACLES) and, in addition to being more affordable than many other certifications, 
CertAcles exams are recognized by Regional Education Departments as well as the 
Spanish Conference of University Rectors (CRUE). Although some lecturers have 
asked to not have to pay the examination fees themselves, at the time of writing, 
this has not been yet approved by the UCM. However, the measure has been 
discussed repeatedly at management level, as a prospective means to support 
faculty in the process of the internationalization of teaching and research.

Within English language provision, two specific courses have been offered on 
a yearly basis since 2017 to support lecturers’ academic and professional skills 
in English (EAP). The first course known as ‘English for academic writing and 
publishing’ is intended to assist lecturers, both in the EMI strands and beyond, 
in the publication of their research in internationally ranked journals and books. 
With a C1 level required from participants, there has been a high demand for 
this course since its inception from lecturers from all disciplines at the UCM. 
More particularly, the course has also been attended by PhD candidates in the 
process of writing their thesis and/or publishing research articles. The second 
course, ‘Presenting conference papers in English’ aims to prepare staff in the 
delivery of papers at national and international conferences where English is the 
language of communication. Special attention is placed on the pronunciation 
of technical terms and of high frequency items in academic English (see also 
Doiz et al. 2019, 166), and also on the interpersonal skills needed to discuss, 
negotiate and socialise in conference scenarios. In addition, since 2016 a course 
entitled ‘Communication strategies for teaching and learning in the international 
classroom’ (or INTER-COM), has also been run for teaching staff to help them 
develop content knowledge pedagogy and appropriate communicative skills for 
the classroom. This course aims to raise language awareness amongst lecturers, 
and reflect upon the use of several classroom discourse strategies such as 
different types of questions, the use of paraphrasing or repetition in L2 settings 
or the pace to be used in these settings (see Jensen and Thøgersen 2011, for 
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similar strategies in the Swedish setting). The INTER-COM course also takes into 
account possible differences in language use across disciplines and lecturer’s 
own perceptions of these differences.

With regard to the presence of other foreign languages for internationalization, 
the TPD programme designed a course in Spanish on ‘Developing intercultural 
competence in international settings’ targeted at all UCM lecturers, whether 
engaged in EMI or not. Its purpose is to equip lecturers with the skills to interact 
with learners from different educational, cultural and social settings. In the 
case of UCM, where the numbers of Chinese students were as high as 3,000 
in the academic years 2014-2019, this course usually attracts lecturers from 
the school of Trade and Commerce and Economics. The course deals mainly 
with ways to familiarize faculty with the educational culture of Chinese students 
and also to enhance their classroom participation. In addition, a course on the 
‘Internationalization of the Curriculum’ was offered both to management and 
staff in January 2019. The idea behind this course was to reflect on intercultural 
student learning outcomes and how these outcomes need to be purposefully 
integrated into the internationalized curricula (Leask 2015) and in assessment 
(see more in Sánchez-García and Dafouz 2020, 29). The general idea behind 
this course is to engage university management (deans and vice-deans, heads of 
department, etc.) in the process of CI so that a true international and multilingual 
ethos permeates the whole UCM, bottom-up and top-down.

Finally, regarding the presence and use of Spanish in education, an ongoing 
collaboration with the Complutense Centre for the Teaching of Spanish, (Centro 
Complutense para la Enseñanza del Español or CCEE) was initiated in 2017. The 
CCEE is the institution responsible for offering Spanish language provision as well 
as for providing Spanish language accreditation exams (both SIELE6 and UCM 
certificates) to all international students at the UCM. In this respect, CCEE set 
up specific courses for international students with levels below a B2 in Spanish. 
This measure has allowed international students to obtain official certification 
that will enable them to follow degrees in Spanish more easily and thus make 
the most of their international experience. At the same time, this policy tries to 
encourage international students’ enrolment not only in EMI degrees but also in 
non-EMI strands (i.e., Spanish). This would increase the use of Spanish amongst 
our international students, favouring the use of Spanish as a lingua franca in 
education (Kelly 2017). While these measures are indeed to be welcome, as 
they truly epitomise internationalization, they demand careful planning too and, 
above all, strong collaboration and coordination between all the stakeholders and 
organizational units involved. In other words, this means that different academic 

6 Servicio Internacional de Evaluación de la Lengua Española
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and administrative units or structures within the university, which generally did 
not work together now need to cooperate more closely (see Cotzart at al. 2015; 
Haines 2017).

5.4. Repositioning EMI from an Internationalization Perspective: Opportunities 
and Challenges

The information yielded from the online intra-university survey distributed in 
2016 at UCM has helped to situate EMI lecturer professional development in 
a broader international perspective. A number of opportunities and challenges 
have stemmed from this repositioning.

First, and focussing on the opportunities, the TPD courses developed 
for internationalization have engaged a much wider set of stakeholders, 
organizational units and university hierarchies than would have been expected 
if only an English-language perspective had been adopted. An example of this is 
the aforementioned course ‘Developing Intercultural Competence’ where both 
administrative staff from the International Relations Offices and academic staff 
from Sociology, Education, English studies and Chinese studies collaborated in 
an interdisciplinary manner to include topics and skills that would be useful to 
UCM professionals. In the same vein, academic staff from two different degrees, 
Economics and English studies, have cooperated in the design of materials to 
be used in the Business Studies degree in English. Likewise, different university 
hierarchies at the macro-, meso- and micro-level of policy, such as deans, vice-
deans, heads of department and lecturers, have participated actively in a number 
of TPD courses (e.g., ‘Internationalization of the Curriculum’), reflecting the 
multi-level experience that internationalization truly is (Maassen and Musselin 
2009, 10). This systemic view contrasts with other ad hoc EMI programmes 
linked solely to general English language courses and, consequently, often based 
specifically in language centres or language units, where their overall impact and 
visibility is likely to be lower and the number of stakeholders involved is fewer 
too (see for example, Lauridsen 2017; Dafouz et al. 2020).

Second, by adopting a more holistic and multilingual view of teaching 
and learning in international settings, EMI TPD have aligned beyond English 
monolingual practices and included broader bi/multilingual and intercultural 
practices. It is precisely because of this multilingual and intercultural view, as 
suggested elsewhere (Dafouz and Smit 2016, 2020), that the label English-
medium education in multilingual university settings (or EMEMUS) can describe 
more accurately the complex and multilingual nature of the EMI phenomenon.

Third, by examining content lecturers’ needs for TPD, and internationalization 
more generally, from different knowledge areas and disciplines, we are able to tap 
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into their beliefs about language and education and identify lecturers’ perceived 
needs with regard to (English) language training. In other words, EMI TPD 
programmes that are designed from a bottom-up perspective, where lecturers 
have been consulted, can become truly transformative in the long term. While 
these transformative experiences can obviously not be drawn from the survey 
data examined here, research has documented that gradual changes can take 
place in classroom teaching and learning when stakeholders’ views are taken into 
consideration in the design of TPD programmes (e.g., Haines 2017).

Fourth, by recognizing and empowering the participation of specialized 
teacher trainers or educational developers who are experts in the development of 
international skills and competencies (Dafouz et al. 2020), EMI TPD courses are 
deemed valuable and necessary for 21st century educators. Moreover, by counting 
on in-house educational developers, rather than outsourced professionals, real 
organizational change within the HEI can actually take place and be sustainable 
over time (Bradford and Brown 2018). In-house EMI professionals ‘give due 
recognition to local vernacular modes of learning and teaching’ (Dafouz 2018, 
550) and are aware of the institutional policies and practices in place.

This repositioning of EMI, nonetheless, also poses significant challenges to 
HEIs. As stated above, a systemic change like this requires the integration of 
different university organizational units and consequently careful coordination 
across university structures. While such coordination is indeed possible, 
partnerships between different agencies require strong leadership and long-
term commitment. In the case of UCM, and possibly of the Spanish education 
system as a whole, university governance (at the macro- and meso-level) is 
elected on a four-yearly basis and therefore the maintenance of any Strategic 
Action Plan is often at risk when there is a change in management (Pérez-
Encinas et al. 2017).

Moreover, internal communication in any large institution (such as the 
UCM) needs to be efficient. Explaining and implementing substantial changes as 
the ones brought by internationalization has been a challenging process. This has 
been especially noticeable in those schools where there has been a certain degree 
of resistance to introduce English as a language of instruction for fear of Spanish 
losing ground as medium of instruction (see section 5.2). This difficulty has also 
been found across knowledge areas where the internationalization of education 
is deemed less relevant, or where it is already perceived as an accomplished goal 
(as in the example of the chemistry lecturer).

All in all, while the repositioning of a particular strategy such as EMI within 
a broader Comprehensive Teacher Training Plan can make EMI more robust 
and sustainable, this in itself is not enough. As stated throughout this article, 
a comprehensive view of internationalization needs to be adopted across the 
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whole of campus life, together with the careful design and implementation of 
EMI courses so that stakeholders can develop the skills, the competencies and 
the knowledge needed to put these strategies into practice effectively.

6. Closing Remarks

This article set out to argue for a repositioning of EMI TPD programmes in a 
broader internationalization frame. To do so, the paper used a case study, the 
Universidad Complutense de Madrid, and the data derived from the online intra-
university survey addressed to academic staff in 2016.

The survey data showed that the design and implementation of TPD 
programmes was generally viewed as positive amongst the lecturers surveyed. 
In the case of the area of Internationalization of teaching/learning and research, 
lecturers ranked this area first in their list of perceived needs. While the reasons 
for this are not totally clear, the time at which the survey was conducted 
aligns with implementation of the university’s top-down ‘Plan for Curricular 
Internationalization’.

Regarding lecturer views, comments overall revealed that teachers asked 
for English language provision, particularly from an ESP/EAP perspective so 
that specific vocabulary and disciplinary differences regarding communicative 
practices be addressed in the TPD courses offered. Furthermore, some lecturers 
pointed to the inclusion of languages other than English (i.e. French, German, 
Italian) in the TPD courses, both to align with the role of these languages in the 
construction of knowledge in specific disciplines as well as to adapt to the new 
HE student population (e.g., increased numbers of Chinese or Arabic speaking 
students). Finally, lecturers also requested that Spanish be used as a language 
for internationalization and research in order to avoid possible domain loss and 
attrition in the L1.

By and large, what these views deem clear is that TPD for EMI needs to be 
viewed beyond English-only training and, that adopting a more international, 
multilingual and multicultural vision of teaching and learning is paramount 
in 21st century education (Dafouz and Smit 2020; Leask 2015; Hudzik 2011). 
Thus, by displaying a sociolinguistic and ecolinguistic understanding of 
internationalization and the roles of language in HE (Soler and Gallego-Balsá 
2019), the university will ensure that the TPD experience is a truly transformative 
one in the long run.

In sum, while there is no one-size fits all approach, this article contends 
that repositioning EMI TPD in a broader international agenda, can enable 
universities to view it in a much more relevant, transformative and sustainable 
light. Although the findings of this study are limited to one institution, it is 
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believed that the experiences described here can encourage other HEIs to infuse 
a true international and multilingual ethos in their EMI programmes.
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Abstract:

English-medium instruction (EMI) has become 
commonplace in Higher Education Institutions (HEIs) in 
Spain and in many other countries, being implemented 
as a strategy to increase the competitiveness and 
attractiveness of universities at the international level. 
The present article investigates the stances of lecturers 
involved in various internationalization programmes 
in regard to the challenges that EMI inception and 
implementation entails, such as language and content 
integration, English proficiency of teachers and 
students, teachers’ drives, teacher training needs and 
institutional support, among other issues. To gain a 
more comprehensive insight into the development of 
EMI, data were collected by means of semi-structured 
interviews with three separate groups of lecturers: 
(i) EMI practitioners, (ii) lecturers interested in EMI 
and (iii) lecturers from the Department of Modern 
Languages, experts in second language acquisition (SLA) 
and bilingual education. The results showed that the 
implementation of EMI at the University of Castilla-
La Mancha (UCLM) is still in its infancy and there are 
several areas for improvement such as (i) the approval 
of a multilingual language policy that includes a specific 
and legally-binding protocol for lecturer recruitment and 
commitment in the programme, and (ii) the design of 
a more comprehensive teacher training plan offering 
accreditation to enter EMI and supporting effective 
implementation by means of in-service courses.

Keywords: EMI; bilingual education; Higher Education; 
internationalization; teacher training.
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1. Introduction 

Pressed by global demands to make Higher Education Institutions (HEIs) 
internationally competitive, English-Medium Instruction (EMI) programmes have 
increased dramatically since 2001 (Wächter and Maiworm 2014) in European 
Universities, thus spreading “the use of the English language to teach academic 
subjects (other than English itself) in countries or jurisdictions where the first 
language of the majority of the population is not English” (Macaro et al. 2018, 37).   

The popularity of EMI in Europe mostly stems from the recommendations 
included in the internationalization agenda of the Bologna Declaration (1999), 
where the teaching of university courses in English is promoted as an essential 
means to increase the international competitiveness and excellence of European 
Universities. In this vein, instruction in English at HEIs is considered to be a 
catalyst for a vast number of benefits linked to internationalization and excellence—
including internationalization at home and internationalization of the curriculum 
(Leask 2015)—such as attracting international students and staff, increasing 
graduate employability, the expansion of international research networks and the 
university’s international reputation, improving foreign language proficiency and 
the development of intercultural competences, among others. 

In contrast to the exponential growth of EMI in most European countries, 
Spain has been “a relative latecomer to this trend” (González-Alvárez 2020, 11). 
Spanish HEIs have had to face the challenge of transforming teaching practices, 
in a country with a long tradition of teaching and learning in the first language 
(L1), and a “precarious language teaching and learning situation” (Sánchez 
Pérez and Salaberri Ramiro 2017, 142). As a consequence, internationalization/
multilingual plans have been urgently drawn up to facilitate the implementation 
of bilingual degrees where English is used as the medium of instruction for 
subject-specific contents. 

This is an unprecedentedly challenging task, and some universities are 
struggling to enhance and extend the number and range of bilingual Bachelor’s 
and Master’s degree programmes they offer. This is particularly the case for the 
University of Castilla-La Mancha (UCLM, Spain). Although a set of strategies 
are currently being implemented to increase the number of courses taught in 
English, only bilingual programmes for two Bachelor’s and five Master’s degrees 
are currently offered.

The main aim of this study is to carefully look into the main obstacles 
and difficulties that lecturers at UCLM have to face at two separate stages: (i) 
when considering their participation in the bilingual programme, and (ii) once 
they have started teaching their courses in English. The challenges EMI entails 
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are multifaceted and pertain not only to teacher training—that is, providing 
lecturers with opportunities to improve their language proficiency and learn 
appropriate teaching methodologies—but also to bilingual teacher recruitment, 
language accreditation and teacher incentives. This study is potentially useful for 
regional university administrators and makes a contribution to identifying areas 
of improvement related to the implementation of EMI programmes. 

This paper is organised in six sections. After framing the study against 
the backdrop of previous research on the major issues with regard to EMI 
programme implementation for lecturers and HEIs (Section 2), the objectives and 
research questions are stated (Section 3). The article will then go on to explain 
the research methodology employed, including the context of the study and a 
description of the main internationalization programmes at the UCLM (Section 
4). The next sections are devoted to presenting and discussing the most important 
results (Section 5), and the main conclusions of the investigation along with a 
reflection on recommendations for future areas of improvement (Section 6).
 
2. Background 

Universities throughout the world are promoting the implementation of EMI 
courses as a way to extend their global presence and improve their positions in 
university rankings, against the backdrop of a highly competitive market. While 
the benefits for HEIs are, thus, quite self-evident, it is necessary to gain more 
insight into the reasons and motivations which drive lecturers to leave their 
comfort zone and teach in another language. In this vein, to fully understand the 
conjoint effort lecturers and universities have to make to successfully implement 
EMI, it is necessary to look into the main challenges practitioners have to face, 
and the role HEIs play in organizing and supporting the whole process. 

2.1. Challenges for EMI lecturers 

Undoubtedly, teaching in English “makes the learning process more arduous and 
demanding” (Doiz and Lasagabaster 2018, 659), and requires an additional effort 
for non-native English-speaking lecturers in terms of the elaboration of classroom 
materials, the preparation of lessons, and the creation and implementation of 
assessment tools, not to mention the “personal investment” (Doiz and Lasagabaster 
2018) and time commitment necessary to keep their English proficiency up-to-
date (reading, watching films in English, stays abroad, etc.). 

Similarly, lecturers are confronted with a new teaching scenario, one 
in which they have the handicap of their own incomplete command of the 
language of instruction. In this vein, the study conducted by Doiz et al. (2019) 
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concluded that lecturers attributed to teaching in a foreign language a number 
of negative consequences, such as a decrease in the degree of detail and depth 
of their explanations, a reduction in their communicative skills to paraphrase 
and make the message clear, and a significant reduction in the vocabulary they 
use—a shortcoming also detected in previous studies (Bolton and Kuteeva 
2012; Pecorari et al. 2011). 

As a consequence, EMI lecturers feel more tense and stressed, need to 
concentrate harder during their classes, and experience feelings of insecurity and 
disempowerment (Doiz and Lasagabaster 2018). Teachers observe that teaching in 
English reduces their capacity to improvise and their spontaneity, thereby negatively 
affecting the emotional links and good rapport they are used to establishing with 
their students when teaching in their mother tongue (Doiz et al. 2019). 

2.2. Challenges in EMI programme design

English instruction involves significant costs for lecturers compared to 
teaching in their mother tongue. Therefore, if HEIs want to extend the 
number of EMI courses they offer, they cannot rely exclusively on lecturers’ 
intrinsic motivation—such as improving their own language competence and 
professional development opportunities, among others (Dafouz 2018)—and 
instead need to incorporate in their internationalization plans a system of 
incentives that is attractive enough to stimulate lecturers’ participation. In this 
respect, O’Dowd (2018, 6) recommends developing “specific language policy 
documents and programmes”, and Drljača and Vodopija-Krstanovič (2015, 
43) consider that “financial support, workload modification, and language 
assistance” are essential prerequisites that institutions should provide to EMI 
lecturers. Gröblinger (2017) adds further needs to be addressed to the list, 
such as proof-reading of materials in English created by lecturers, supervised 
feedback, language training, and methodology courses. 

To meet all these challenges, the design of a successful EMI programme 
requires the coordinate response of various university bodies, such as Vice-
Rectorates, Faculties, Departments, and Language Centres. Although the 
Vice-Rectorate for International Relations is the primary entity responsible for 
launching internationalization plans including EMI, the implementation of 
English as a medium of instruction affects the Vice-Rectorate for Teaching Staff, 
which has to provide accredited lecturers, and guarantee them remaining in 
the programme, and also the Vice-Rectorates for Teaching, and for Finance and 
Planning. The fact that EMI is at the intersection of the competencies of these 
institutions—and therefore its smooth functioning relies on the contributions 
of all of them—is not an unproblematic area (González-Alvárez 2020, 15). The 
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lack of coordination between the different university bodies involved in EMI 
could lead to “fragmentation in the provision” and necessitate “renewed focus 
at policy level” (Dafouz et al. 2019, 1).

To complicate the scene even more, the agents responsible for EMI, also called 
EDs (Educational Developers), vary enormously from university to university in 
terms of backgrounds and areas of expertise, which affects their perspectives on 
the role of languages (Dafouz et al. 2019). This diversity in terms of the insight 
of EDs exerts an influence on the design of teacher training programmes, which 
may range from paying attention only to improving the language proficiency of 
lecturers to including training in more varied language awareness issues and 
providing pedagogical guidelines. 

It cannot be denied that a sufficient command of English is a prerequisite 
to teach subject-specific contents in that language. Unfortunately, official 
reports and recommendations consistently identify the low level of English of 
the university community as a weakness for EMI implementation (e.g., Ministry 
of Education, Culture and Sport, 2014), thereby pointing to improving English 
language proficiency as one of the most urgent needs (Bazo et al. 2017). 

Nevertheless, it is paramount to note that language needs for EMI are 
not restricted to merely improving the general level of English of lecturers. 
Airey (2011), for example, argues that lecturers should bear in mind they 
need to transmit and teach the so called “disciplinary literacy” to allow their 
students “to appropriately participate in the communicative practices of a 
discipline” (Airey 2011, 3). Lecturers therefore have to consider what students’ 
language needs are to perform in three main contexts: society, the workplace, 
and the academy (Airey 2020), and have a sufficient command of technical, 
formal and informal language to adapt to different communicative situations, 
inside and outside the classroom. Macaro (2019), in turn, underscores the 
complex role of language in EMI, and suggests it would be beneficial for 
lecturers, to develop their applied linguistic competences. In fact, there are 
“communicative issues that already exist in monolingual L1 settings” (Airey 
2020, 343), which all the more should be considered when teaching in a 
foreign language. Accordingly, some kind of tailored applied linguistic training 
would be useful for lecturers to deal with EMI challenges (Macaro 2019), 
particularly in terms of the analysis of language demands and establishing 
language goals for students. 

However, and despite these recommendations, “the awareness of language 
issues among programme designers and teachers is not […] strong” (Schmidt-
Unterberger 2018, 2). The complex role of language is not only often disregarded 
in many teacher training programmes, but, in addition, some EMI lecturers 
consider that it is not their responsibility to teach language (Airey 2012) 
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indicating that “the shift from L1 to EMI is reduced to a change in the vehicle of 
communication” (Cots 2013, 117). At this point the controversial issue of the 
integration of content and language learning in HEIs arises. 

While Content and Language Integrated learning (CLIL) has been widely 
embraced in primary and secondary school settings, university lecturers are 
typically reluctant to include language goals in their lessons (Doiz et al. 2019), 
since they consider “content is king” (Airey 2020, 343), and they also have a 
“lack of training in language teaching” (Cots 2013, 117). It has to be taken 
into consideration that CLIL has been considered the most suitable approach to 
meet the European ideal of plurilingual competence for European Union (EU) 
citizens (Dearden 2014) objectified in the mother tongue + 2 languages strategy. 
Thus, “the main rationale behind CLIL provisions is to improve proficiency in 
second languages” (Nieto Moreno de Diezmas 2020, 384), while the overriding 
goal for EMI programmes in tertiary education is to contribute to meeting the 
internationalization goals of universities (Doiz and Lasagabaster 2020), and not 
specifically to attain language learning goals. 

Exploring the connotations of CLIL, which is linked to language learning in 
bilingual programmes at non-university levels, it is necessary to adopt a specific 
approach for EMI in HE, and the acronym ICLHE (Integrating Content and 
Language in Higher Education) seems to be gaining momentum in recent years. 
ICLHE is also based on the concept of integration of content and language, and 
therefore includes in its methodology language awareness principles and applied 
linguistic strategies, contextualised in the specific needs of HE. Nonetheless, 
ICLHE acknowledges teaching in English is not the same as teaching in the 
mother tongue and includes methodological challenges beyond the shift of the 
language for instruction. To train lecturers in methodological approaches for EMI 
is not only crucial for successful bilingual practice (Cots 2013), but is also a 
demand made by EMI lecturers themselves (Sánchez Pérez and Salaberri Ramiro 
2017), who often feel unsupported by their university (Dafouz et al. 2019) and 
that they have to build up their instructional practice “basically in a ‘trial and 
error’ fashion” (Farrell 2019, 1). 

All in all, the challenges that EMI lecturers have to confront are multiple and 
complex, and, against this backdrop, it is not surprising that many universities, 
such as the UCLM, struggle to find enough lecturers interested in participating 
in EMI programmes. Similarly, HEIs have to deal with considerable number of 
challenges, such as to define their EMI plans, establish incentives and procedures 
for teacher recruitment, and create a pre-service and in-service teacher training 
(i.e. prior to their involvement in the EMI programme and during the development 
of EMI courses) aimed at providing lecturers with linguistic and methodological 
competences for HE EMI classrooms. 
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 3.  Main Objectives of the Study and Research Questions

As mentioned before, the focus of this investigation is on understanding the 
difficulties lecturers and HEIs encounter in extending the number of bilingual 
Bachelor’s and Master’s degrees they offer. The study is set at the UCLM and 
aims to identify the causes for the low number of bilingual courses offered there 
by delving into lecturers’ motivations, fears and stances towards the EMI plan of 
their institution. 

The research questions this study addresses are as follows: i) What motivates 
lecturers to participate in the EMI programme? ii) What are the main challenges 
lecturers have to face in order to implement EMI? iii) What are the strengths 
and weaknesses of the EMI plan at the UCLM according to lecturers? iv) What 
suggestions do lecturers have to improve the EMI plan at the UCLM? 

To gain a more comprehensive insight into the development and prospects 
of EMI at the UCLM, data was collected, via semi-structured interviews, not only 
with respect to the views of lecturers already delivering their subjects in English, 
but also the insights of lecturers interested in EMI, and SLA experts.

4. Methodology 

4.1. Research context

This study was undertaken at the UCLM, a young multicampus university 
located in central Spain with faculties on six separate campuses. The UCLM 
offers around one hundred and seventy-five degrees, including Bachelor’s, 
Master’s, and Doctoral degrees, with around thirty thousand students, and 
two thousand two hundred lecturers. 

Having to compete among other national and international universities, 
the Vice-Rectorate of International Relations endeavours to meet global ranking 
standards and to promote staff and student mobility, with the aim of making 
UCLM more attractive to prospective students and lecturers, and making students 
more employable in the future job market. Within this framework, expanding the 
number of EMI courses and implementing bilingual degrees are two of the most 
complex challenges, taken into account that to date, as mentioned earlier, there 
are only two bilingual Bachelor’s degrees and five bilingual Master’s degrees.

As a result, it is true that English instruction is in its early days at the UCLM, 
and unlike other Spanish universities with more developed EMI programmes, 
there is not a published protocol or a specific linguistic policy plan related 
to the implementation of English as a language of instruction. However, 
the Vice-Rectorate of International Relations of the UCLM established a set 
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of requirements and support measure in the process of creating the current 
bilingual Bachelor’s and Master’s degrees.

The EMI initiative at the UCLM intends to offer bilingual branches within 
their existing degrees, parallel to the current non-bilingual studies. This way, 
students who choose a particular degree could voluntarily enroll either in the 
bilingual modality (where it is offered) or in the ordinary L1 version.

Degrees can be designated as bilingual when it is guaranteed that at least 
40% of the credits of their study plan are taught in English, and consequently the 
use of EMI cannot be an initiative undertaken by an isolated lecturer, but rather 
has to be integrated in the context of a bilingual degree. To teach on a bilingual 
degree, the language requirement for lecturers is to have at least a B2 level of the 
Common European Framework of Reference for languages (CEFR). A wide range 
of exams provided by both public and private institutions are recognised, and 
the Centre for Languages of the UCLM also provides training and accreditation 
to this end. In the event that lecturers have the communication competence 
required but they do not possess official certifications, the Department of 
Modern Languages can validate lecturers’ language level after examining evidence 
presented by the candidate, such as articles written in English, participation in 
international conferences and research, and teaching stays abroad. 

In sum, the access of lecturers to EMI is not very demanding in terms of 
language proficiency, bearing in mind that the tendency in bilingual education, 
both for HEIs and non-university centres, is for teachers to hold a qualification 
at C1 of the CEFR. Likewise, at UCLM, lecturers are not required to commit to 
teaching their subject in English for a specified period. This can be interpreted 
as a way to facilitate the recruitment of staff to teach in English. Similarly, there 
is no mandatory EMI course that lecturers need to complete before starting to 
teach through English, which implies teachers are not provided with pedagogical 
guidelines when they start implementing EMI. As for in-service training, some 
English language courses are offered via the Centre for Languages of the UCLM, 
mostly based on improving general English language proficiency, whereas 
methodological issues are effectively disregarded.

When starting to implement new bilingual degrees, the UCLM offered the 
support of a native-English-speaking language assistant to revise the teaching 
materials produced by EMI lecturers, as well as to resolve pronunciation, 
vocabulary and grammar issues when they were preparing their lectures. 
Furthermore, the challenge EMI lecturers face in terms of lesson preparation, 
elaboration of teaching materials and marking tests and projects is recognised 
with a one-third reduction in their overall teaching load. 

Given that the number of bilingual degrees is insufficient to increase its 
attractiveness for incoming mobility, the UCLM is currently implementing an 
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additional strategy: cataloguing English Friendly subjects. On a yearly basis, 
lecturers can add the subjects they teach to this catalogue if they commit to: 
(i) providing some of the course materials in English, (ii) using English in oral 
and written communications with international students, and (iii) conducting 
the exams and projects of international students in English. In this way, English 
Friendly subjects, although they are not taught in English, might be considered 
to be a suitable option for international students, thereby contributing to 
improving the international offer. Additionally, the English Friendly programme 
could act as a stimulus for lecturers to practice and improve their English 
proficiency, since they have to use English with their international students. 
As a matter of fact, most teachers of English Friendly subjects possess a B2 
qualification or have a similar level of English, and while they are interested 
in EMI, they cannot implement it because they are teaching in non-bilingual 
degrees which do not have enough teachers with the required language expertise 
who are willing to launch a bilingual branch.

4.2. Qualitative Research Data Collection 

This study uses qualitative research methods and empirical data collection with 
a total of twenty participants. Interview extracts have been examined through 
an ethnographic lens (Copland and Creese 2015) with the aim of exploring, 
interpreting and analysing different stakeholders’ perspectives towards EMI. 
In this regard, ethnographies in qualitative research “allow us to see how 
language practices are connected to the very real conditions of people’s lives, 
to discover how and why language matters to people in their own terms, and to 
watch processes unfold over time” (Heller 2008, 250). Although this approach 
has traditionally focused on language use, for the purpose of this article, the 
ethnographic approach is adopted in terms of methodological tools for data 
collection (i.e. interviews and interviewers’ notes). The aim is to critically reflect 
upon emerging issues in localised EMI contexts as well as to describe in detail 
everyday life events that would make sense in relation to the institutionalization 
of EMI taking into account stakeholders’ perspectives.

For this study, ethnographic data include informal discussions, EMI teaching 
material and institutional artifacts about the implementation of EMI at the 
UCLM, as well as a corpus of audiotaped semi-structured interviews with EMI 
practitioners, English Friendly lecturers, and EMI/CLIL researchers/SLA lecturers 
from different areas of expertise, schools and UCLM campuses. Interviews were 
conducted in Spanish; however, for the purpose of this article, extracts have been 
directly translated into English.
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The interviews were conducted in small groups where participants had 
similar professional backgrounds and teaching profiles (see Table 1): i) 
EMI practitioners (EMIP, hereafter) in various fields (Computer and Civil 
Engineering, Psychology, Mathematics, Geography, Physics and Pharmacy); ii) 
lecturers interested in English instruction but who had no EMI experience 
(English Friendly lecturers; henceforth, EFRL); and iii) SLA specialists and 
EMI/CLIL researchers from the Department of Modern Languages (DML), 
including experts in language accreditation (Centre for Languages), all 
belonging to different schools and campuses. These semi-structured interviews 
were conducted with a total of twenty participants during the second term 
(March-April 2020). The table below provides more detailed information about 
the participants’ backgrounds and the campus where they are located in order 
to obtain a broader perspective as a whole regional institution. For the purpose 
of this article, all participants have been coded (i.e., as P1, P2, and so on), as 
have the different campuses (C1, C2, etc.) in order to maintain participants’ 
anonymity.

tAbLe 1. Participants’ professional background

PARTICIPANTS
(P)

TEACHING PROFILE AREA OF EXPERTISE CAMPUS
(C)

i) EMI practitioners (EMIP)

P1 Computer Engineering Bilingual Degree C1
P2 Computer Engineering Bilingual Degree C1

P3 Civil Engineering Bilingual Final  
Master’s projects

C1

ii) English Friendly Lecturers (EFRL)

P4 Psychology English Friendly C1
P5 Psychology English Friendly C2
P6 Mathematics English Friendly C2
P7 Mathematics English Friendly C1
P8 Geography English Friendly C1
P9 Physics English Friendly C2
P10 Pharmacy English Friendly C3

iii) Department of Modern Languages (DML)
P11 SLA Centre for L. C1
P12 SLA Centre for L. C1
P13 SLA Arts & Humanities C1
P14 Researcher in Bilingual  Education Faculty of Educ. C1
P15 Researcher in Bilingual Education Faculty of Educ. C1
P16 Researcher in Bilingual Education Faculty of Educ. C1
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P17 Researcher in Bilingual Education Faculty of Educ. C1
P18 Researcher in Bilingual Education Faculty of Educ. C1
P19 Researcher in Bilingual Education Centre for L./ Faculty 

of Educ.
C2

P20 Researcher in Bilingual Education Faculty of Educ. C2

Interviews were conducted in line with our research questions (see Section 3), 
which addressed lecturers’ motivation, fears and stance towards the EMI plan at 
the UCLM. In this regard, data collection has been crucial for the achievement of 
the main goal of this project as stakeholders’ discourses about EMI have provided 
insightful accounts of how it is being implemented in real contexts and what the 
implications are for future areas of improvement.

5. Results and discussion

For the purpose of this paper, the data discussed have been examined according 
to the most dominant discourses emerging in the interviews regarding the ways 
in which EMI is being approached in very specific domains. As such, the aim was 
to explore the existing challenges and viable areas for improvement from different 
teachers’ perspectives. Specifically, this data analysis focuses on the following key 
issues: 1) motivations and benefits; 2) language proficiency; 3) methodology and 
teacher training; and 4) teacher provision and commitment.

5.1. Motivations and benefits

“I don’t want to be left behind.” (P8)

Given that several internationalization initiatives such as EMI programmes are 
in vogue at most Spanish universities these days, it is perhaps not surprising 
that the idea of not being “left behind” was acknowledged by one EMIP and all 
EFRL interviewees (P3, P4, P5, P6, P7, P8, P9, and P10). Against this backdrop, 
the existing number of EMI plans at the UCLM has raised awareness within 
lecturers, thus becoming more engaged with the EMI initiative. As a matter of 
fact, according to some EMIPs, these programmes have become “a really good 
bet for our university” (P1) in terms of prestige in world university rankings.

However, there is no gain without pain, and both EMIPs and EFRLs consider 
that EMI demands more time to prepare lectures and correct student tasks (P2, 
P6, P8). This extra effort is acknowledged in the EMI programme of the UCLM 
with, as mentioned earlier, a reduction in teaching load of a third, which might 
seem to be a highly appealing incentive. From a more critical stance, EMIPs P1 
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and P2 argued that this significant portion of teaching reduction might not in fact 
correspond to the amount of work that lecturers actually had to do, while EFRLs P3 
and P4 complained that this reduction in teaching hours was detrimental to their 
professional career, making it more difficult to be promoted to Senior Lecturer or 
Full Professor, which requires a higher number of teaching hours to be accredited.

“I want to learn more and better English.” (P2)

Despite the possible downside for promotion, some EFRLs highlighted the 
importance of improving their language level as one of the main incentives to 
participate in the programme (P4, P5, P9, and P10). In this regard, P2 particularly 
emphasised the potential expansion of their vocabulary to manage classroom 
discussions. The fact of having to communicate and interact in English, as well as 
to deal with content-related issues and specific terminology, led many lecturers 
to sign up for English courses in language schools or at the UCLM’s own Centre 
for Languages with the aim of obtaining official accreditation. In P5’s words, “it 
[EMI] implies professional development and personal motivation”.

“Bilingual students get better academic results and the advantage is that it [the 
bilingual group] is a small group, which makes them come together and the 
average level is higher.” (P2)

According to EMIPs (P1 and P2) teaching bilingual groups guarantees more 
committed students, which makes teachers’ work easier and more motivating. The 
bilingual class is more “select” because learning in English involves an additional 
challenge that students voluntarily accept when they enroll on EMI courses. In 
the interview, P1 categorised these students as “little Spartans”, highlighting the 
extra effort they have to make while being immersed in a bilingual degree such 
as Computer Engineering.

Another significant motivation for EMIPs is that bilingual groups tend to be 
less crowded because the number of the bilingual students is reduced compared 
to non-bilingual branches, which reduces teachers’ workload, favours cohesion 
among students and the achievement of higher average academic results. As a 
matter of fact, some EMIPs (P1 and P2) confessed that their bilingual students 
are in general by far more mature, more intellectually demanding and much 
more engaged in becoming excellent future engineers than their non-bilingual 
peers. In contrast, (P1 and P2) explained non-bilingual students are generally 
less committed to hard work. Consequently, the learning pace and classroom 
management within these bilingual groups play an important role in lecturers’ 
personal motivations towards English-medium instruction.
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“It promotes a positive image of our university.” (P2)

Zooming out to the faculty/school level, EMI programmes currently carry a 
symbolic value of prestige, thus attracting an increasingly higher number of 
students than in previous years. According to these EMIPs, internationalization 
initiatives such as EMI programmes promote a positive image of the school at 
both international and national levels (P1 and P2). Nevertheless, according to 
some of the interviewees, the possible stress caused by learning in a foreign 
language at HEIs may initially detract from its potential attractiveness. Despite 
that, students facing EMI programmes also have the opportunity to overcome 
their fears and “break out of their comfort zone” (P2).

“It [EMI] increases the number of international students and enables the local 
students to learn languages.” (P19)

Taking into account that most primary and secondary schools in the region 
have already implemented bilingual education programmes, implementing EMI 
modules at the UCLM would guarantee the continuity of language learning as 
part of the students’ training in more specific fields of knowledge. According to 
some SLA experts from the DML, not only does EMI enhance the establishment 
of international networks due to the increasing number of Erasmus students 
attracted by EMI programmes, but it also positively benefits local students in 
terms of language learning (“internationalization at home”).

From the point of view of EMIPs, the effects of the implementation of EMI at 
the UCLM may lead to international quality accreditations that would result in 
higher scores in competitive rankings. Additionally, a wider range of EMI courses 
would be useful not only to attain international purposes but also to comply with 
the aforementioned “internationalization at home”, as SLA experts stated in the 
interview (P19 and P20), which would also promote language learning for local 
and regional students.

5.2. Language proficiency

“There are two types of lecturers: those who have lost their fear of English and 
those who haven’t.” (P6)

At the UCLM lecturers seem to have varying perceptions regarding the necessary 
language awareness and language proficiency required for lecturers to access EMI 
programmes. This is why it is crucial to integrate the three perspectives adopted 
in this study: EMIPs, EFRLs, and SLA experts.



Esther Nieto Moreno de Diezmas & Alicia Fernández Barrera52

Alicante Journal of English Studies, Issue 34, 2021, pages 39-61

In terms of language mastery, the challenges that EMI programmes entail 
provoke fear, anxiety and uncertainty among EFRLs. According to P3, “it 
is necessary to take fear out of people”. It seems that lecturers are beginning 
to lose these negative feelings towards the English language thanks to the 
implementation of such EMI plans.

On the one hand, EFRLs find the language issue both a challenge and an 
obstacle. In most cases, personal investment in language learning entails an extra 
emotional cost, which drives lecturers to increasing feelings of insecurity and 
disempowerment. Although most EFRLs are officially accredited (B1 or B2), 
many claimed that they lacked specific content language. They therefore felt that 
they would need training before starting EMI in terms of material preparation 
and proof-reading and in-service feedback on their practice by an EMI expert 
(P3). In this regard, the English Friendly initiative is likely to be “the first step to 
gradually implement subjects in English” (P6), thus supporting lecturers to lose 
their fear of the English language.

“It is not important to make phonetic mistakes.” (P1)

On the other hand, whereas EFRLs are aware of their language limitations, EMIPs 
do not consider that the language issue is a fundamental obstacle for instruction 
through English. EMIPs often openly acknowledged that their command of 
the language of instruction “is not perfect English” (P1) because they are not 
language experts. Consequently, “it is accepted to make mistakes and correct 
them” (P2), meaning that subject expert lecturers in EMI are generally not 
particularly concerned about making pronunciation or grammar mistakes in 
their oral communication. Their objective is not to teach English; “We are not 
language teachers” (P1) and “students do not wish to learn English” (P1) either, 
but only to be able to understand the content delivered in English. According 
to these EMIPs, what is important is to be able to communicate in an effective 
way using disciplinary discourse. This shared conception of what being an EMI 
lecturer entails in terms of language expertise puts having a native-like command 
of English into a second place in terms of teaching practice.

However, EMIPs are worried in terms of accuracy when dealing with written 
language, where errors are less ephemeral. They consider it crucial to have their 
teaching materials revised and corrected by a native-English speaking language 
assistant. Similarly, they explicitly stated that they expect high levels of accuracy 
from their students in written tasks. As a result, a focus on form is more typical 
in written material, whereas a focus on meaning is the main strategy for oral 
explanations and interactions.
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“I don’t know how to transmit the same empathy in English as I do in Spanish.” 
(P2)

P1 and P2 declared they have made a great investment in obtaining the English 
language official accreditation. After a three-year-period devoted to learning 
English on different courses, P1 said they felt more self-confident when 
delivering their lectures. Taking a more critical stance, these EMIPs are well aware 
of the fact that a lack of fluency and poor command of the language affects not 
only their teaching performance, but also the emotional connection with their 
students. As they stated in the interview, they tend to rely on disruptive discourse 
strategies such as using humour (i.e. telling jokes) in their Spanish lectures to 
create empathy with their students. In contrast, P2 barely uses such techniques 
in English due to their English level. In this way, EMI reduces their spontaneity, 
and their emotional links with students (Doiz et al. 2019).

“Students do not feel they have a high enough level of English.” (P8)

Whereas EMIPs claimed that students’ comprehension problems derived 
from content-related issues rather than insufficient language proficiency, the 
experience of EFRLs differs significantly. According to them, one of the most 
dominant obstacles to implementing bilingual degrees in their faculties was the 
low English level of students. According to P9, only around 5%-7% of the total 
number of their students can deal with instruction in English and the majority 
“are not motivated to learn in English.” Similarly, P5 declared that “students find 
it difficult to read academic texts even in Spanish.” In both cases (P9 and P5), 
their attempts to start including some of the content materials in English were 
considered fruitless given their students’ poor language skills and low motivation 
towards English language learning.

5.3. Methodology and teacher training

“It is not all about translating the whole subject into English; it is important to 
adapt the methodology and, to do so, training is needed.” (P7)

One of the most controversial issues that emerged in the interviews was the 
lack of teacher training and methodology to adequately deliver EMI lectures. 
According to Doiz and Lasagabaster (2018), using English (as a second language) 
for instruction involves a more demanding learning process, and EFRLs 
unanimously shared the same opinion about the pedagogical needs that EMI 
entails and the importance of teacher training actions.
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On the one hand, P7 stated that the most complex part of teaching in 
English is not material preparation but how to use materials and to assess 
content knowledge; “it is important to change the methodology and that is 
why we need training”, they claimed. On the other hand, P3 suggested that it 
would be good to have a supervisor with previous EMI experience to train novice 
lecturers during their first year as EMI staff. These EMI supervisors would provide 
beginners with feedback about their teaching materials and suggest pedagogical 
strategies to use in the classroom, which may well function as a reflective practice 
process. By contrast, EFRLs (P8 and P7) claimed that implementing EMI in their 
subjects (Geography and Mathematics) would imply restructuring their subjects 
completely, for which they would need to change the methodology used, and to 
receive continuous training including personalised tutorials.

“It would be a real mess to teach in English.” (P10)

In addition, EFRLs consider that teaching their subject in English would be 
unfeasible in terms of student-teacher ratio and linguistic training. According to 
P10, the main requirements to facilitate teaching through English are reducing 
the number of students per group and being provided with an English expert 
assistant who can help “to practise pronunciation.” In this regard, these EFRLs 
find native-English-speaking language assistants a very useful resource in the 
classroom. Interestingly, in terms of oral language accuracy, EFRLs’ insecurities 
contrast with EMIPs’ self-confidence regardless of the language limitations or 
competence that each person has. In addition, EFRLs complained that, apart 
from methodology training (both with respect to techniques, resources and 
materials), what they also need is their school administration’s approval and 
support to assist and guide them in successfully implementing EMI programmes.

“There is no difference between the Spanish and the English model.” (P1)

Unlike EFRLs, EMIPs’ conception about using English for instruction considers 
that it does not differ much from the traditional methodology used in mainstream 
courses. The two of the EMI lecturers interviewed claimed that “there are no 
special changes regarding the natural process taking place when dealing with 
the task of teaching a new subject” (P1). In fact, according to them, teaching 
preparation and academic results are no different in EMI and non-EMI classes.

More often than not these lecturers say they use English resources to prepare 
their teaching material in the field of Computer Engineering. Paradoxically, 
in the bilingual subjects, they may have to translate into English information 
previously translated from English into Spanish. As a consequence, “EMI 
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becomes something natural” (P1) and requires much less effort on the part of 
both lecturers and students, who are used to working in English. 

“The initial effort to prepare content subjects is huge, but later it is only necessary 
to update the materials or make new tests.” (P2)

When asked about the difficulties of teaching content through English, EMIPs 
confessed that the only problems that may arise are content-related ones, in which 
case Spanish is used to clarify confusing concepts. In this regard, translanguaging 
is used as a scaffolding strategy, and reveals a degree of methodological awareness 
on the part of these lecturers in terms of the challenges of EMI.

Showing a critical stance towards their own teaching practice in terms of 
methodology, P2 emphasised that the courses they received at the Centre for 
Languages of the UCLM helped them linguistically only in general terms and 
lacked a pedagogical dimension. In this regard, as language schools and the 
UCLM’s Centre for Languages were the only resources for teacher training, the 
relevant bodies within the UCLM decided to provide lecturers with native-English-
speaker language assistants as a support for novice EMI teachers, particularly to 
help with the preparation of materials and the pronunciation of key language.

“Language assistants have not been a useful tool.” (P1)

Despite being supported by native-English-speaking language assistants, EMI 
lecturers did not consider this resource essential for their teaching practice: 
“English is secondary, so native assistants do not work; it would be necessary 
to train them” (P1). On the contrary, P2 assessed this resource positively in the 
first two years after they started their EMI lectures, since their materials were 
thoroughly checked by the language assistant taking into account language-
related issues. However, as the interviewee stated, “from the third year onwards, 
the materials had very few changes” (P2), which led to the language assistant 
providing conversation sessions with students. What they both emphasised 
in the interview is that, although they consider themselves proficient enough 
in the second language, their English lacks classroom management discourse 
and subject-specific language. In this regard, P2 talked about the need for a 
link between three dimensions: content, language, and methodology. As an 
alternative to this proposal, P3 highlighted the importance of suitable training 
being provided by both the Department of Modern Languages and SLA experts in 
order to motivate teaching staff to engage in an EMI training programme. In the 
same vein, lecturers from the Department of Modern Languages emphasised the 
paramount importance of implementing methodological changes to effectively 
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teach and learn in a foreign language, and the evaluation process in EMI 
programmes was one of their particular concerns. They unanimously highlighted 
the importance of establishing specific criteria for both language and content.

In light of all the needs that both EMIPs and EFRLs asserted in the interviews, 
it was agreed that an EMI training action plan should be developed with the 
collaboration of the Centre for Languages and experts in bilingual education. 
This plan would therefore align with the global demands on internationalization 
programmes at HEIs and suit the current needs at the UCLM in terms of 
pedagogical support and specific language training.

5.4. Teacher provision and commitment

“There is a lack of permanent teaching staff at the beginning of the academic 
year and you cannot commit yourself.” (P7)

Along with the multiple challenges detected in terms of incentives, language and 
methodological issues, teacher provision emerged as a major concern. The lack 
of employment stability is detrimental to an effective EMI implementation, and 
“it would be necessary to count on really committed lecturers” (P11).

According to P7, the most effective measure to start implementing EMI in their 
faculty is to increase the number of teaching staff within the university in order 
to, on the one hand, reduce the ratio of students in classes—dividing a cohort of 
students on a course into two or more smaller groups—and, on the other, to allow 
EMI lecturers to commit themselves to the EMI programme well before the start of 
term in order to give them time to prepare their teaching. For these EFRLs, there 
was a strong feeling that “there is no support from the UCLM” (P8).

Most participants also agreed that what EMI implementation needs so as to be 
fully successful at the UCLM is commitment and engagement on the part of both the 
institution itself—providing a consistent framework with standardised guidelines—
and the staff involved. In addition, these lecturers also called for recognition from 
the university and national agencies, including improving employment conditions 
for these teachers. Due to the paucity of institutional policies regulating the 
implementation of EMI at the UCLM, participants shared their concerns about 
teacher provision and, more specifically, the duration of a lecturer’s commitment 
to EMI. According to P1 and P2, based on their previous experience, since EMI 
lecturers are not obliged to teach within the programme for any specified time and 
can withdraw at any time, the continuity of these programmes therefore depends 
on lecturers’ personal and professional engagement with the “EMI cause”. As a 
consequence, the lack of a proper legal framework defining EMI implementation 
at the UCLM would, in their opinion, eventually put these programmes at risk.
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These actions, along with the support of the different schools at UCLM 
including restructuring measures, would mean a further step towards improving 
the quality of the current internationalization attempts and help the UCLM in its 
quest to obtain higher ranking.

6. Conclusions and Pedagogical Recommendations

This study attempted to uncover lecturers’ perspectives on the overriding 
challenges EMI entails, within the context of the UCLM. Participants’ insights 
shed light on various aspects of EMI that could be of interest for policy makers, 
practitioners and researchers.

The development of EMI at the UCLM is still in its infancy, with only two 
bilingual Bachelor’s and five bilingual Master’s degrees. The results of the 
interviews conducted indicated a number of difficulties which have presumably 
hampered the more rapid growth of the bilingual approach. These drawbacks 
are mainly related to incentives for lecturers to join the bilingual programme, 
anxieties about their language proficiency, the perceived inadequacy of teacher 
training, teacher recruitment and commitment in the programme.

On the bright side, although institutional incentives are considered limited, 
and in spite of the personal investment EMI involves, lecturers feel EMI 
provides better teaching conditions in terms of access to students who are more 
motivated, have a more mature approach and are more proficient in their level of 
English. Interestingly, whereas subject lecturers interested in EMI (i.e., EFRLs) 
expressed multiple fears in regard to their training in language proficiency and 
methodological strategies, EMI practitioners felt more self-confident, particularly 
once their teaching materials had been revised by a native-English-speaker 
language assistant and they assume that their command of English is sufficient 
to communicate the contents of the subject being taught.

The first recommendation to be drawn from these results is that actions 
should be implemented to overcome the fears of lecturers who are interested 
in EMI, via a comprehensive teacher training plan. Indeed, this anxiety about 
having the language and pedagogic skills to make the transition into EMI 
appears to be the Achilles’ heel of the EMI programme at the UCLM. There are 
no training courses to accredit lecturers’ skills before starting to implement EMI 
and provide them with the necessary language and pedagogical tools. This fact 
negatively impacts the recruitment of potential EMI lecturers, as accreditation 
EMI courses might attract more teachers interested in this approach. The Centre 
for Languages of the UCLM provides general language courses, and even courses 
specifically designed for EMI, but its pedagogical input is incidental at best. This 
indicates that in-service teacher training is another area for improvement, in light 
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of the training needs highlighted by lecturers, who want specific EMI courses 
with training in technical language, classroom language, informal language and in 
bilingual teaching methodologies. Similarly, the implementation of a supervision 
plan, as suggested by some of the participants, could be an optimal solution 
provided that the supervisors are experts in language learning and in bilingual 
methodology, and not simply native English speakers.

In turn, EMI lecturer recruitment and commitment emerged as areas 
of concern for the success of the programme long term. There is a need for 
permanent teachers with a bilingual profile along with measures, which 
currently do not exist, to ensure they do not withdraw quickly or unexpectedly 
from EMI. Behind this lack of regulations, one of the main shortcomings to be 
overcome is the need to establish at the UCLM a Language/Multilingual Policy 
Plan which includes a specific protocol for EMI. This protocol should provide 
comprehensive guidelines related to teacher recruitment and commitment. 
Similarly, teaching EMI classes should be appropriately stimulated with effective 
incentives for teachers, as well as including an effective teacher training plan 
comprising an accreditation system to teach in English, and in-service support 
with a supervision scheme. This plan should be sufficiently promoted and 
disseminated via the university website and among the university community. 
In sum, all these multilingual actions along with the support of the various 
bodies of UCLM involved, along with restructuring measures, would be a great 
step towards improving the quality of current attempts of internationalization 
and UCLM obtaining a higher ranking.
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Abstract:

English-medium instruction (EMI) is a relatively new 
phenomenon that has come to the fore in most higher 
education institutions (Dafouz and Smit 2019). It is 
spreading in an unprecedented manner and increasingly 
gaining ground globally. At the micro-level, lecturers 
are key stakeholders since they are the driving force 
in implementing EMI in the classroom. EMI lecturing 
involves more than delivering content through English; 
it is a complex process that requires pedagogical and 
methodological attention (Cots 2013; Fortanet-Gómez 
2013; Morell 2018). Thus, to lecture successfully in EMI 
contexts, it is important to provide lecturers with specific 
training. Against this backdrop, the present study 
addresses EMI lecturers’ training needs, a relatively 
unexplored aspect (Fenton-Smith et al. 2017; Macaro 
2018; Beaumont 2020). This study reports on the 
adequacy of a survey to explore lecturers’ EMI training 
needs and on the preliminary results derived from its 
administration to a group of EMI lecturers at a Spanish 
university. Findings revealed the suitability of the 
survey items to identify EMI lecturers’ training needs. 
Specifically, the findings indicated that, in general, EMI 
training courses should deal mainly with communication 
and language use, and pedagogy.

Keywords: English-medium instruction, higher 
education, lecturers, EMI training needs
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1. Introduction

As a response to the internationalisation agenda of higher education (HE) 
institutions, most universities are increasingly implementing new educational 
programmes which, broadly speaking, has resulted in the implementation of 
English-medium programmes in non-Anglophone countries (Dearden 2015; 
Macaro 2018; Dafouz and Smit 2019). Different terms have been proposed for 
this phenomenon, such as ICLHE (Integrating Content and Language in Higher 
Education) (Fortanet-Gómez 2013), EMI (English-medium instruction) (Macaro 
2018), or EMEMUS (English-Medium Education in Multilingual University 
Settings, or EME for short) (Dafouz and Smit 2019). Throughout this article, the 
term EMI will be used and regarded—following Dearden and Macaro (2016)—as 
an umbrella term to refer to non-language academic subjects that are taught in 
English. As a worldwide phenomenon, the implementation of EMI in HE has 
contributed to posing new challenges at various levels: macro- (national policy), 
meso- (university policy) and micro- (students and lecturers) (Hult 2010). 
Considering this threefold level distinction, this work focuses on the micro-level, 
and more precisely on lecturers, who represent the main driving force behind the 
implementation of EMI.

Since EMI programmes first began in HE institutions a growing number of 
lecturers face the change from using their first language to using English and 
constructing EMI discourse in the classroom (Morell et al. 2020). However, 
lecturing through EMI involves more than carrying out content classes in English. 
The use of English to instruct academic content subjects implies a significant 
pedagogical and methodological shift that requires urgent research attention 
(Ball and Lindsay 2013; Cots 2013; Fortanet-Gómez 2013, 2020; Mancho-Barés 
and Arnó-Macià 2017; Dafouz 2018; Macaro 2018; Morell et al. 2020).

Against this backdrop, a major concern is the professional development of 
EMI lecturers, particularly through EMI training courses. That said, designing 
appropriate EMI training courses can be challenging and complex for trainers. To 
provide potential lecturers with effective EMI training, it is important to explore 
what their training needs are. However, little research has, to date, addressed this 
topic (Macaro et al. 2018).

2. Literature review

As EMI takes hold in an increasingly large number of HE institutions, lecturers, 
from diverse linguistic and cultural backgrounds, are faced with lecturing on 
their academic subject in English. In this respect, one could assume that the 
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main requirement to lecture in EMI classrooms would be lecturers’ language 
proficiency. While this may arguably be true, lecturers’ language proficiency 
should not be regarded as the only concern. Having a high level of English 
proficiency, even though required in some HE institutions (e.g., Dearden 2015), 
does not necessarily correspond with effective EMI lecturing. Indeed, lecturing in 
EMI programmes goes beyond language issues and involves a great shift in terms 
of teaching pedagogy and methodology (e.g., Ball and Lindsay 2013; Cots 2013; 
Fortanet-Gómez 2013, 2020; Mancho-Barés and Arnó-Macià 2017; Dafouz 
2018; Macaro 2018; Morell et al. 2020). Furthermore, EMI lecturing requires 
lecturers to construct meaningful communication in the target language (e.g., 
Yuan 2019) as well as to promote interactive lecturing to engage with students 
(Morell 2018; Morell et al. 2020). Predictably, the lack of both appropriate EMI 
support and opportunities for professional development may result in lecturers 
feeling ill-prepared to engage in this phenomenon (Yuan 2019), especially at an 
interactive level (Morell 2018; Morell et al. 2020).

Research has identified some aspects related to EMI training and professional 
development that require attention, including but not limited to language issues. 
For instance, Ball and Lindsay (2013) found that increasing language competence, 
especially pronunciation, was particularly relevant to EMI lecturing; however, 
pedagogical competence seemed to play a more important role. Similarly, Macaro 
et al. (2019) identified some EMI training needs such as interactional competence 
and other pedagogical skills that could also enable lecturers to communicative 
effectively in the classroom. Fenton-Smith et al.’s (2017) study of Taiwanese EMI 
professional development, revealed that lecturers seemed to show willingness to 
develop pedagogical and interactional competence (e.g., foster engagement and 
communication in the classroom). Beaumont (2020) explored teacher educators 
and lecturers’ views on what aspects should be covered in EMI training courses. 
The main aspects that it was felt should be included in such courses were 
pedagogical and language support, along with lecturers having opportunities to 
share knowledge and experience with peers and receive feedback on practice.

Although language issues may be important (linguistic competence), 
other competences are needed to operate in EMI classrooms. Interactional, 
pragmatic and multimodal competence are each crucial to construct effective 
EMI discourse as well as to interact with students (Morell 2018; Morell et al. 
2020), transmit knowledge and make meaning (Dafouz 2011). Indeed, EMI 
discourse is potentially rich in terms of interactional elements (Morell 2018; 
Morell et al. 2020), pragmatics and discipline-related aspects such as register 
and genre (Björkman 2011; Dafouz 2011). EMI discourse is also multimodal 
as it involves the orchestration of diverse communicative modes (e.g., Morell 
2018; Ruiz-Madrid and Fortanet-Gómez 2019; Morell et al. 2020). Moreover, 
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research has also highlighted the importance of developing lecturers’ pedagogical 
competence, or skills, (e.g., Lin 2016; Macaro et al. 2019) to engage with 
students, promote students’ active participation and jointly construct meaning 
with students (Lin 2016; Morell 2018; Morell et al. 2020). As such, dealing 
with interactional, pragmatic and multimodal competence is clearly important 
for EMI training courses.

As a response to these needs, applied linguists have started looking at how 
to provide lecturers with EMI training that favours best practices in lecturing 
(e.g., Fortanet-Gómez 2013, 2020; Morell 2018; Yuan 2019; Morell et al. 2020; 
Sánchez-Pérez 2020). In addition, English for Specific and Academic Purposes 
(ESP and EAP) practitioners have been called on to support EMI lecturer 
professional development, for example, as trainers (e.g., Mancho-Barés and Arnó-
Macià 2017; Morell 2018, 2020) or in terms of team teaching (e.g., Lasagabaster 
2018). In addition, several HE institutions have started developing EMI training 
programmes to provide lecturers with appropriate tools to communicate more 
effectively in the classroom (e.g., Fortanet-Gómez 2013, 2020; Fenton-Smith et 
al. 2017; Dafouz 2018; Yuan 2019; Morell 2020).

For example, Fortanet-Gómez (2020) proposes a research-informed 
teacher training programme for EMI at a Spanish university that focuses on 
classroom discourse (e.g., multimodality, genres), pedagogy and didactics  
(e.g., team teaching, assessment), and multilingualism and multiculturalism (e.g., 
internationalisation of the curriculum). Furthermore, the author suggests that 
coaching would be beneficial for novice lecturers as well as lecturers’ participation 
in exchange programmes. The importance of teaching methodology in EMI 
training courses is also emphasised by Fenton-Smith et al. (2017), who also argue 
for addressing interactional competence, different ways of providing students 
with support (e.g., scaffolding, multimodal resources, and translanguaging), and 
giving attention to students with diverse abilities and backgrounds. Drawing 
also on research outcomes, Beaumont (2020) suggests that EMI training should 
centre on the provision of pedagogical support (e.g., techniques for delivery of 
content) and language support (e.g., classroom discourse). The author adds that 
the inclusion of needs analysis and diagnostic assessment would be beneficial in 
developing effective training courses, while also praising the potential of creating 
spaces for peer support to enhance lecturers’ pedagogical and professional 
skills as well as personal growth. Finally, he also suggests the courses should 
be delivered by experienced and knowledgeable trainers who can address the 
specific requirements of lecturers. Yuan (2019) also presents a framework for 
EMI training consisting of promoting lecturers’ sense of ownership of English 
as a global language (e.g., emphasise the role of English in internationalised 
settings), developing effective classroom language (e.g., pedagogic language), as 
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well as fostering discipline-specific pedagogical competence within a community 
of practice. However, regardless of the efforts made to design specific EMI training 
programmes, it seems that the number of courses is still rather low (Lasagabaster 
2018) and those in existence tend to focus on improving language proficiency 
rather than pedagogy (Dafouz 2018).

Particularly relevant for the present study is the proposal made by Fortanet-
Gómez (2013, 2020). Drawing on Kurtán (2004), Fortanet-Gómez (2013, 2020) 
identifies three main dimensions of EMI training, namely: 1) communication 
and specific language use; 2) pedagogy and didactics; and 3) multilingualism 
and multiculturalism. The first dimension refers to subject-specific language use 
and classroom discourse. The second emphasises the idea that a combination 
of teaching methodologies is necessary to deliver content in EMI contexts. 
This supports the idea that EMI does not simply involve translating, as many 
content lecturers may erroneously believe, but rather it is a more complicated 
process requiring the development of specific pedagogical skills. Finally, the third 
dimension refers to the role of multilingual and multicultural spaces as well as 
the internationalised settings where EMI typically occurs.

EMI programmes should preferably be designed drawing on lecturers’ needs 
(Fenton-Smith et al. 2017; Beaumont 2020) and on the sociolinguistic context 
of the HE institution. Bearing in mind those aspects and assuming that lecturing 
in EMI contexts may involve methodological and pedagogical changes, this study 
seeks to examine:

(1) the usefulness of the items in a specially devised survey to explore EMI 
lecturer training needs
(2) what exactly EMI lecturers’ training needs are

3. Methodology

3.1. Settings and Participants

This preliminary study was conducted at Universitat Jaume I (Castelló, Spain) 
during the second term of the academic year 2019/2020 to explore EMI lecturers’ 
training needs.

The participants of the study were chosen following a purposive sampling 
technique. That is, the informants of the study were selected as they shared 
specific characteristics related to the domain of interest of the study. More 
specifically, all the participants of the study were in-service lecturers who were 
involved in EMI programmes at either undergraduate or postgraduate level.
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3.2. The Instrument

As for the specific research instrument used to collect data, an online survey 
powered by Qualtrics1 was developed to explore EMI lecturers’ views on EMI and 
EMI training needs. Four external lecturers from the field of Applied Linguistics 
reviewed the survey and provided feedback on its design, individual items and 
sections. The survey consisted of nine blocks with a total of 39 items (Figure 1).

FiGuRe 1. Survey flow
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1 https://www.qualtrics.com/ 

Due to space limitations and taking into account the scope of the issue, only 
4 blocks will be considered in this study: block 2—demographics—, block 
3—language proficiency and university language requirements—, block 7 
—EMI teacher training experience—and block 8—EMI teacher training needs,  
(see Table 1).

tAbLe 1. Blueprint of the survey

Focus area Item Answer type

Block 2: (Q1) Country you live in Open
Demographics (Q2) Gender Multiple-choice

(Q3) Age Open
(Q4) University you work for Open
(Q5) Academic rank Multiple-choice

1 https://www.qualtrics.com/

https://www.qualtrics.com/
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Focus area Item Answer type

(Q6) Area of knowledge
(Q7) Number of years teaching at university
(Q8) Number of years teaching in English at university 

Multiple-choice
Open
Open 

Block 3:
Language 
proficiency 
and university 
language 
requirements

(Q9) Indicate your certified level of English according 
to the Common European Framework of Reference for 
Languages
(Q10) Indicate your overall self-perceived level 
of English according to the Common European 
Framework of Reference for Languages
(Q11) Is it required to hold a certificate in English to 
teach subjects through EMI at your university?
(Q12) Indicate the required level 

Multiple-choice

Mult ip le -choice  

 
Dichotomous

Multiple-choice 

Block 7:
Previous 
experience

(Q26) Have you ever received EMI training at your 
university?
(Q27) How useful was the EMI teacher training you 
received at your university?
(Q28) Choose the most appropriate statement that 
defines the EMI training you received.
(Q29) Choose the one that suits you best.

Dichotomous

Likert

Multiple-choice

Multiple-choice 

Block 8:
Training needs 

(Q30) To what extent do you think EMI teacher 
training is important?
(Q31) To what extent do you think these aspects 
should be covered in EMI teacher training courses?
(Q32) From the list below, select the aspects you think 
should be covered in EMI training courses in terms of 
communication and language use.  
(Q33) From the list below, select the aspects you think 
should be covered in EMI training courses in terms of 
pedagogy.   
(Q34) From the list below, select the aspects you think 
should be covered in EMI training courses in terms of 
material design. 
(Q35) From the list below, select the aspects you think 
should be addressed in EMI training courses in terms 
of multilingualism and multiculturalism.
(Q36) Can you think of more aspects that should be 
covered in EMI training courses?

Likert

Likert

Multiple-choice

Multiple-choice

Multiple-choice

Multiple-choice

Open
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4. Findings

4.1. Demographics and Language Proficiency and Language Requirements (Bloc-
ks 2 and 3)

This section provides an overview of the participants in terms of demographics 
and language proficiency. The participants of the study were six Spanish 
university lecturers (2 female and 4 male, mean age=46.3) working in the fields 
of Engineering and Architecture (n=5) and Science (n=1). Their professional 
status was as follows: full professor (n=3), senior lecturer (n=1) and lecturer 
(n=2). The participants’ mean years working at university was 20.16 and the 
mean years involved in EMI was 6.5, one of them being a relative newcomer to 
EMI programmes (3 years).

Concerning language proficiency and university language requirements, the 
participants reported holding the following certified levels: C2 (n=2), C1 (n=2) 
and B2 (n=2) according to the Common European Framework of Reference 
for Languages (2001, 2018). When they were asked about their self-perceived 
proficiency level, results differed: four perceived themselves as C1 level (even 
though two held a B2 level) and two as C2 level (corresponding to the two 
participants holding a C2 qualification).

Regarding university requirements to lecture in EMI programmes, some 
discrepancy was found among the participants even though they belonged to the 
same HE institution. Only half the participants (n=3) indicated that there was a 
linguistic prerequisite to lecturing in EMI programmes, although they differed on 
whether the required level was C1 (n=2) or B2 (n=1). Although not relevant for 
this study, it seems some participants were not fully familiar with the university 
language policy.

4.2. EMI Teacher Training Experience and EMI Teacher Training Needs (Blocks 
7 and 8)

Moving on to EMI training, the domain of interest in this study, lecturers were 
asked to respond to a variety of items related to this aspect, spread across two 
different blocks: 7) EMI teacher training experience (Q26-Q29) and 8) EMI 
teacher training needs (Q30-Q36).

In the case of previous provision of EMI training (Q26), four lecturers had 
received EMI training, which they then rated on a four-point scale ranging from 
very useful to not very useful (Q27), indicating their view of the EMI training they 
had received. The results showed their opinions varied from very useful (n=2) to 
quite useful (n=1) and somewhat useful (n=1). These four lecturers were then 
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also asked about the orientation of the EMI courses they had undertaken (Q28); 
their responses indicated that the different courses they took were mostly based 
on language and teaching (n=3) although one lecturer said their course was 
mainly based on teaching.

While participants’ previous experience of EMI training differed slightly, it 
is worth noting that none said that their training was not useful. In fact, all the 
participants in the study, including those who had not received EMI training, 
expressed their interest in receiving EMI training (Q29). This is a positive 
outcome since, at least in this small sample, it seems the participants had an 
intrinsic interest in professional development and in developing their EMI skills 
in particular.

In addition to the responses of this subset of four about their experience of 
EMI training, the lecturers also responded to a variety of questions related to 
their training needs. Using a four-point scale ranging from very important to not 
very important (Q30), the lecturers indicated that they felt EMI training was very 
important (n=4) or quite important (n=2). This result was somewhat expected 
since all the participants had reported their willingness to become involved in 
EMI training courses (Q29). Using the same scale (Q31), the lecturers were 
asked to indicate to what extent the following categories were important in 
EMI training: 1) communication and language use; 2) pedagogy; 3) material 
design; and 4) multilingualism and multiculturalism. Table 2 shows the results 
concerning Q31.

tAbLe 2. How important these categories are in EMI training courses

Category
Very 

important
n 

Quite 
important

n

Somewhat 
important

n

Not very 
important

n

Total
n

Communication
and language use

5 1 0 0 6

Pedagogy 1 3 1 1 6
Material design 1 2 2 1 6
Multilingualism and 
multiculturalism

1 2 3 0 6

n=participants

As shown in Table 2, while both communication and language use and pedagogy 
were generally perceived by the lecturers as important topics to be dealt with 
in EMI training courses, they did not consider the remaining two categories 
as being so relevant. These general results should be viewed in relation to the 
outcomes of four other questions (Q32, Q33, Q34 and Q35). Each of these 
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questions itemised a list of aspects and respondents were asked to decide which 
were appropriate topics to be covered in each of the four categories. Table 3 
shows a summary of the results by category.

tAbLe 3. Topics to be dealt with in EMI training courses

Q32. Communication and language use n

Grammar 2
Diction (choice of words and phrases, and clarity of speech) 6
Specialised language related to the field (e.g., vocabulary, useful expressions) 3
Discourse strategies to organise and structure speech, for example, 
signposting (e.g., The topic of today’s lecture is..., then we’ll go on to … and 
finally I’ll…, to sum up...)

6

Interactional strategies to, for example, check understanding/comprehension 
(e.g., clear?, do you agree?, ask questions, etc.

5

Kinesic resources such as the use of gestures to explain concepts, emphasise 
parts of the discourse, facial expressions to provide positive feedback, head 
movements, eye contact, etc.

3

Paralanguage resources such as tone of voice, intonation, stress, pauses, etc. 3
Proxemics. How to manage personal space in the classroom (e.g., distance, 
closeness)

1

Q33. Pedagogy n

Techniques to promote interaction in the classroom 3

Ways of providing students with support for language learning 6

Ways of providing students with support for content learning 3

Teaching practice sessions (including observation and feedback) 5

Q34. Material design n

Syllabus design 1

Course material design (e.g., handouts, PDFs, booklets) 2

Multimedia/digital design (e.g., PowerPoint presentations, Prezi, Mentimeter, 
Pear Deck, Kahoot)

4

Task, assignment and activity design 4

Exam design 2

Q35. Multilingualism and multiculturalism n
Deal with students’ mixed linguistic and/or cultural background in the 
classroom

3

Use of multiple languages in the classroom 1
Promote intercultural and global perspectives in the content of the course 3
Develop students’ professional skills for globalised contexts 4
Make students aware of the role of English in professional contexts 4

n=participants
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In the case of communication and language use (Table 2, Q31), the result 
obtained was to be expected as this category is regarded as a major concern 
for lecturers in EMI programmes (e.g., Ball and Lindsay 2013; Fortanet-Gómez 
2013, 2020; Lasagabaster 2018; Macaro et al. 2019). Specifically, the lecturers 
perceived communication and language use as very important (n=5) or quite 
important (n=1).

In looking at each of the specific items of this category (Table 3, Q32), the 
results revealed that discourse strategies (n=6), diction (n=6) and interactional 
strategies (n=5) were considered to be the most appropriate aspects to include 
in EMI training courses. It is interesting to see that all the lecturers were 
concerned with the importance of dealing with classroom discourse from a 
pragmatic perspective. Specifically, these strategies contribute to constructing 
and structuring spoken discourse in academic lecturers (e.g., Crawford 2007; 
Ädel 2010; Björkman 2011; Dafouz 2011).

A similar result was identified in the case of interactional strategies with most 
lecturers, i.e. 5 out of 6, perceiving that addressing interactional competence 
in EMI training courses was necessary, as has also been found in other works 
(Fenton-Smith et al. 2017; Morell 2018; Macaro et al. 2019). As shown in the 
literature, EMI lecturers’ development and use of interactional strategies serves to 
promote interactive lecturing, which in turn contributes to shaping engagement 
with students (Morell et al. 2020). Furthermore, through interactive lecturing, 
teacher-fronted time in lectures can be reduced and a more learner-centred 
perspective fostered in which both lecturers and students construct knowledge 
(Lin 2016; Morell 2018; Morell et al. 2020).

A possible explanation for these findings concerning discourse and 
interactional strategies would be that this type of language use is more 
spontaneous than, for example, preparing a lecture. That is, lectures can be 
prepared in advance, but lecturers cannot prepare for spontaneous interaction 
with students. Therefore, it may be the case that the lecturers showed interest in 
developing both discourse and interactional competences to be able to interact 
with their students in a more spontaneous manner (e.g., Macaro et al. 2019).

Another salient aspect identified was diction, that is to say, the way words 
are pronounced and the choices speakers make as regards words and phrases 
(Richards and Schmidt 2013). It is obviously necessary for lecturers to construct 
discourse in a clear manner so that students can understand the message that is 
being conveyed (see Campoy-Cubillo and Querol-Julián 2015).

Dealing with specialised language in training courses was perceived by only half 
of the lecturers as relevant. Perhaps, this is because many content lecturers have 
sufficient knowledge of the specific terminology of their field in English. However, 
students may probably need further support in terms of ESP/EAP to follow content 
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lecturers successfully (e.g., Morell 2020). As such, even though lecturers may be 
familiar with the technical and specialised terminology, what may be lacking would 
be knowledge of written and spoken academic genres. In other words, knowledge 
of EAP would be necessary for both lecturers and students to construct and deal 
with specific academic genres in the EMI classroom (Lin 2016).

Grammar was not considered very important in terms of EMI training, 
despite the fact that its development could also contribute to lecturers’ overall 
communicative competence. Nevertheless, further research is required to 
uncover the reasons behind this choice.

Finally, this category also included three items related to multimodal 
communication, more precisely, kinesics, paralanguage and proxemics. Broadly 
speaking, multimodal communication refers to the representation and construction 
of meaning through a variety of communicative modes (Kress 2010). In general, 
the lecturers did not perceive any of these three elements as being relevant for an 
EMI training course. In this regard, it might be suggested that this particular result 
could be related to the lecturers’ lack of awareness of the key role of communicative 
modes in the meaning-making process (Jewitt et al. 2016). However, it may be also 
the case that the lecturers considered that they already master these strategies and 
therefore dealing with them in EMI training courses would not be that necessary. 
Whatever the reason might be, literature shows that multimodal resources have 
been found to be suited to constructing classroom discourse (e.g., Crawford 2015; 
Morell 2015; Ruiz-Madrid and Fortanet-Gómez 2019) and to promoting interactive 
lecturing and engagement (Morell 2018; Querol-Julián and Arteaga-Martínez 2019; 
Morell et al. 2020). Furthermore, the role of silence, as a paralinguistic resource, 
has also been highlighted as a way to promote lecturers’ engagement with students 
(Querol-Julián and Arteaga-Martínez 2019).

Concerning pedagogy in relation to EMI training (Table 2, Q31), while four 
lecturers considered it relevant, i.e., very important (n=1) and quite important 
(n=3), the other two lecturers considered it somewhat important (n=1) and 
not very important (n=1). The latter responses corresponded to the two most 
experienced lecturers, who perhaps felt they had already mastered pedagogical 
competence. Interestingly, the less experienced lecturer was the one who found it 
very important, probably because they acknowledged that developing pedagogical 
competence could be beneficial for both EMI and L1 lecturing. In fact, dealing with 
pedagogy in EMI training courses is regarded as key due to the methodological 
and pedagogical shifts that should be undertaken to lecture in EMI contexts (Ball 
and Lindsay 2013; Cots 2013; Fortanet-Gómez 2013, 2020; Mancho-Barés and 
Arnó-Macià 2017; Dafouz 2018; Macaro 2018). When looking at each specific 
item (Table 3, Q33), it can be seen that all the lecturers agreed on the importance 
of addressing ways of providing students with support for language learning in 
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training courses. In contrast, however, only half of the sample considered providing 
students with support for content learning to be pertinent. This study therefore 
seems to support the idea that lecturers’ provision of scaffolding techniques, for 
both language and content, should be viewed as fundamental elements within 
EMI training courses (e.g., Fenton-Smith et al. 2017).

In reference to techniques to promote interaction, 3 lecturers considered 
that it should be addressed in EMI training courses, which is in line with the 
result observed in Q32 (n=5). These two items, i.e., interactional strategies 
(Q32) and techniques to promote interaction (Q33) are closely connected 
since both are necessary to promote interactive lecturing (Morell 2018; Morell 
et al. 2020). In addition to this, all the lecturers except the less experienced 
one, indicated that teaching practice sessions with observation and feedback 
would be useful for an EMI training course. Microteaching analysis may serve 
to provide lecturers with further insights into their own performance, and in 
fact, it is increasingly used in some available EMI training courses (see Morell 
2018; Chen and Peng 2019; Morell et al. 2020).

Opinions in relation to including content on material design were varied: very 
important (n=1), quite important (n=2), somewhat important (n=2), and not 
very important (n=1) (Table 2, Q31). Therefore, half of the sample considered 
it was necessary to deal with material design in training courses while the other 
half did not. Arguably, it may be the case that some lecturers use published 
materials written in English to create their own course materials and visuals. 
Material design is, however, a key issue in EMI programmes and it would be 
desirable to create and adapt materials for the target group (Ávila-López 2020). 
It is also possible that, when answering this question some lecturers may have 
considered that potential trainers, as non-content specialists, might not be able 
to offer them advice in this regard. To overcome this, it would be advisable to 
have EMI trainers that can focus on the specific requirements of the lecturers 
(Beaumont 2020). Nevertheless, further research would be required to find out 
the reasons why lecturers did not consider material design so essential.

Consideration of each specific item in term (Table 3, Q34) reveals that most 
of the lecturers regarded multimedia/digital design as well as task, assignment 
and activity design (n=4 in both cases) as aspects to be dealt with in training 
courses. In contrast, exam design (n=2), course material design (n=2), and 
syllabus design (n=1) were not perceived as that significant. Nevertheless, in 
general, it seems most respondents acknowledged the fact that teaching content 
through English does not imply translating materials and/or slides from L1 (Yuan 
2019; Fortanet-Gómez 2013, 2020).

The lecturers also seemed to recognise the value of providing students 
with multimedia/digital resources such as visuals in a variety of applications. 
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The orchestration of visuals along with other communicative modes (e.g., 
gestures, facial expressions) facilitates students’ comprehension (Campoy-
Cubillo and Querol-Julián 2015; Norte Fernández-Pacheco 2018) as it 
allows communication in different input formats which increases likelihood 
of understanding. Relying on visuals may also serve to reduce lecturers’ talk 
time and foster interaction, making classes less teacher-fronted (e.g., Morell 
2018). To that end, lecturers should learn how to establish interpersonal 
communication with their students (Morell 2018; Querol-Julián and Arteaga-
Martínez 2019) and to convey meaning in the classroom using a variety of 
communicative modes (e.g., Morell 2018; Querol-Julián and Arteaga-Martínez 
2019; Ruiz-Madrid and Fortanet-Gómez 2019; Morell et al. 2020).

In addition, the questionnaire results also suggest that lecturers were 
concerned with the methodological shift EMI implies in terms of task, 
assignment and activity design (Fortanet-Gómez 2013, 2020; Lin 2016; 
Dafouz and Smit 2019; Yuan 2019). It is critical for lecturers not only to make 
content available for students but also to engage them in academic outcomes. 
Using translanguaging pedagogies (Lin 2018) would be especially pertinent in 
situations in which linguistic scaffolding may be necessary due to students’ 
mixed language proficiency levels. Furthermore, lecturers should become 
familiar with the specific academic genres and the language requirements of 
each activity (e.g., writing scientific reports, delivering an oral presentation) 
students are requested to submit.

Finally, the lecturers’ vision regarding multilingualism and multiculturalism 
was somewhat divided in that half considered it very important (n=1) or quite 
important (n=2), while the other half thought it only somewhat important (n=3) 
(Table 2, Q31). However, this is not to say that some of the lecturers did not 
recognise, for example, the role of internationalisation in HE and the potential 
implications for the classroom. In observing each specific item (Table 3, Q35), the 
two most salient items were found to be developing students’ professional skills 
for globalised contexts (e.g., market labour) and making students aware of the 
role of English in professional contexts (n=4 in each). Moreover, three lecturers 
also reported that EMI training courses should cover aspects related to how to 
deal with students’ mixed linguistic and/or cultural backgrounds and promote 
intercultural communication. In general, the lecturers seemed to be interested in 
dealing with aspects related to how to promote the instrumental role of English, 
develop students’ professional skills in potentially internationalised contexts, 
foster internationalisation at home (Beelen and Jones 2015) and address diversity 
in the EMI classroom. These findings point to the lecturers’ awareness of the 
importance of addressing issues related to internationalisation in EMI training 
courses (Yuan 2019; Fortanet-Gómez 2013, 2020).
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The last item included in this survey was related to whether the lecturers 
believed that EMI training courses should address more aspects. Only one 
lecturer responded to this, calling for support and cooperation between language 
and content specialists to best support lecturing practices (e.g., Morell 2020). 
This same lecturer also suggested that extending and improving students’ L2 
through, for example, ESP/EAP courses, would not be necessary since they have 
content subjects taught in English. However, this may be a misunderstanding 
since most students may need extra support to deal with content subjects taught 
in English.

5. Conclusion

This study has shown that the selection of the items used in the survey served to 
uncover lecturers’ EMI training needs. As indicated, the core categories included 
in the survey to deal with this topic were adapted from the work of Fortanet-
Gómez (2013). In this case, however, each category included a set of specific 
items that were considered important for EMI lecturers to effectively orchestrate 
their lecturing. In general, the items of the survey seemed to be appropriate for 
obtaining a general overview of the training needs of the EMI lecturers.

The results reported in this study indicate that four participants who received 
prior training on EMI lecturing, in general, found the training useful for their 
professional development. The courses they received were mainly based on both 
language and teaching methodology, both of which are known to be important 
for such training (Fortanet-Gómez 2013, 2020; Yuan 2019; Beaumont 2020). 
Furthermore, all the participants expressed interest in becoming involved in EMI 
training at the university.

Concerning EMI training needs, the results of this study indicate that 
communication and language use, followed by pedagogy, were regarded as 
the key aspects to be covered in EMI training courses. Material design and 
multilingualism and multiculturalism were, in contrast, not perceived as so 
important. In looking at the specific items in each category, it was shown that, 
in general, all the lecturers found diction, discourse strategies and interactional 
strategies to be very important aspects to address in EMI training courses 
(Fenton-Smith et al. 2017; Morell 2018; Macaro et al. 2019). However, dealing 
with multimodal communication was not identified as an important aspect 
to cover in EMI training. This particular result suggests the need to raise EMI 
lecturers’ awareness of multimodal competence in EMI training courses since 
effective EMI lecturing is known to involve the use of a variety of communicative 
modes, other than speech (Morell 2018; Morell et al. 2020). With reference to 
pedagogy, interestingly, most of the lecturers were concerned with learning how 
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to provide language support to students as well as being interested in taking 
part in microteaching sessions to improve their lecturing skills. In the case of 
material design, and despite it not being considered in a general sense important 
to include in EMI training, participants indicated that two specific aspects could 
be dealt with in EMI training courses, namely multimedia/digital design and 
task, assignment and activity design. This suggests that the lecturers were aware 
of the importance of using digital tools and designing tasks and materials that 
best suit students in EMI classrooms. Finally, concerning multilingualism and 
multiculturalism, the results seem to point to the importance of focusing on 
internationalisation aspects, such as the roles of English (Dafouz and Smit 2019) 
and internationalisation at home (Beelen and Jones 2015).

Due to the small sample, any generalisations would be premature. Yet, the 
results obtained in this study do provide some insights into a variety of aspects 
that could be addressed in EMI training courses. Specifically, the lecturers in the 
study showed their interest in covering aspects related to: 1) communication and 
language use, with special emphasis on interactional and discourse strategies 
and diction; 2) pedagogy, including scaffolding techniques, techniques to 
promote interaction and microteaching sessions; 3) material design with special 
attention paid to the designing of multimedia and digital resources as well as 
tasks, assignments and activities; and 4) multilingualism and multiculturalism, 
focusing particularly on the roles of English, internationalisation at home and 
intercultural communication.

This study is not without its limitations, the main one being the number 
of informants. The intention was to present results based on a larger sample. 
However, some of the lecturers who were contacted to participate in the study 
did not complete the survey, probably because they were overloaded with 
academic duties resulting from the first period of Covid-19. Another limitation is 
related to the label “multilingualism and multiculturalism”, which was confusing 
for some of the lecturers, and therefore, it would be advisable to change it to 
internationalisation or the like.

For further research, it would be interesting to administer this survey to 
lecturers in various HE institutions to find out what their training needs are. 
Furthermore, it would be necessary to combine the survey with semi-structured 
interviews to, for example, gain more knowledge about lecturers training 
needs and confirm the outcomes of the survey. Moreover, through observation 
techniques and other qualitative methods, it would be possible to, for example, 
explore the materials and different literacy practices and assessment techniques 
EMI lecturers use.
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Abstract:

This paper reports the results of an analysis of English 
as a Medium Instruction (EMI) lecturers’ training 
needs at a Spanish state university. In order to carry 
out this analysis, participants were asked to complete 
a quantitative questionnaire and participate in a survey 
with open questions adapted from Pérez-Cañado 
2020). Both analysis tools explored the lecturers’ needs 
in relation to specific areas: linguistic competence, 
methodology, materials and resources, continuing 
professional development training and their overall 
rating of the EMI programme. The results show that, 
on the one hand, EMI teachers feel that their linguistic 
competence is sufficient to conduct classes in English. 
On the other hand, participants seem less confident as 
far as their methodological competence is concerned and 
call for more specific ongoing training. These findings are 
mostly in consonance with the results of other studies 
carried out in similar contexts (Dafouz 2018; Macaro et 
al. 2019; Pérez-Cañado 2020; Coelho in preparation) 
but they also provide some new insights which should 
be taken into consideration in the design of specific 
training programmes for lecturers involved in EMI in 
Higher Education.

Keywords: EMI; Higher Education; lecturers; training 
needs.
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1. Introduction and Literature Review

In recent decades, there has been a rising concern about the internationalisation 
of European Higher Education Institutions (HEIs). As part of the process of 
adaptation to the European Higher Education Area (EHEA), internationalisation 
programmes have become widespread across the continent, resulting in two 
main lines of development: internationalisation abroad and internationalisation 
at home (Beelen and Jones 2015). The former refers to “all forms of education 
across borders” (Beelen and Jones 2015, 61), whereas the latter consists of a 
series of practices devoted to carrying out activities that help students develop 
international understanding and intercultural skills while at universities in 
their home country (Beelen and Jones 2015; Knight, 2005). Beelen and Jones 
(2015, 69) defined internationalisation at home as “the purposeful integration 
of international and intercultural dimensions into the formal and informal 
curriculum for all students within domestic learning environments”. This form 
of internationalisation is being used more and more in HEIs, which, among 
other practices, are using English as a Medium of Instruction (EMI). European 
universities are adopting policies to enhance their international profile and to 
attract students from other nationalities and, as a consequence, they resort to 
English as the language of communication in the class (Macaro et al. 2019).

The EMI approach advocates the use of English to teach disciplinary subjects, 
a trend that has had an unprecedented, significant rise over the last 20 years, 
with the number of EMI programmes implemented at European universities 
growing by 239% within a period of 7 years (2007-2014) according to Wächter 
and Maiworm (2014). However, as these authors pointed out in their report, this 
increase has not been homogeneous across countries, clearly reflected in the 
far higher number of EMI programmes in Northern European countries (60.6% 
and 44.5% of Universities in Nordic and West Central European countries, 
respectively) than countries in South Western Europe (17%).

Interest in EMI has also been shown in an increasing number of publications 
devoted to this phenomenon in recent years (Aguilar and Rodríguez 2012; 
Dafouz 2018; Dafouz and Smit 2020; Escobar Urmeneta and Arnau Sabatés 
2018; Fortanet 2013; Macaro 2018; Macaro et al. 2019; Morgado and Coelho 
2013; Morell 2020; Pérez-Cañado 2018; Ruiz de Zarobe and Lyster 2018 or 
Wilkinson 2018, among others). As will be seen in more detail below, all these 
publications have something in common: they acknowledge the importance of 
the needs of EMI lecturers beyond their language competence, and it is these 
needs which is the main focus of this article.



85Lecturers’ training needs in EMI programmes: Beyond language competence

Alicante Journal of English Studies, Issue 34, 2021, pages 83-105

In Higher Education contexts, the teaching of content subjects through 
a second language has very often been equated to the use of English as the 
vehicular language for instruction. Pecorari and Malmström (2018) define 
the main features of EMI programmes emphasising the following: 1) for most 
participants in this type of setting, English is a second language (L2), 2) English 
is the language used for instructional purposes, 3) English itself is usually not 
a subject being taught and 4) language development is not a primary intended 
outcome. Macaro et al. attribute the prominent role of English, rather than other 
second languages, at universities to “the status of English as a lingua franca in a 
more global world, heightened institutional competition, internationalization at 
home […] and faculty requirements to publish in highly ranked English-medium 
journals” (2019, 105).

However, it is important to bear in mind that similar educational experiences 
have also been implemented at other educational stages (predominantly secondary 
education but also at primary and even pre-primary, to some extent, in some 
countries, e.g., Spain) with a more multilingual conception, and also a more 
balanced focus on both content and language. Bilingual educational practices, 
under the umbrella of Content and Language Integrated Learning (CLIL), have 
grown exponentially across Europe in the past three decades (Eurydice report 
2006; Pérez-Cañado 2012). In many contexts, instructed bilingual education 
originated earlier in these lower educational levels, and reached HEIs at a later 
stage. In primary and secondary contexts, though, the movement mostly grew 
from a great concern for the development of students’ foreign language abilities. 
Although content is vital—CLIL is defined as a dual-focused approach (Coyle 
et al. 2010; Mehisto et al. 2008)—language is always a fundamental learning 
outcome, too. In contrast, in Higher Education settings, content seems to have 
maintained the predominant role.

However, in recent years, there has been a tendency to extrapolate some of 
the main postulates of CLIL to Higher Education. The term ICLHE (Integrating 
Content and Language in Higher Education) has been specifically coined for 
Higher Education (Wilkinson 2018), with its equivalent in Spanish being ICLES 
(Integración de Contenido y Lengua en la Educación Superior) (Escobar Urmeneta 
and Arnau Sabatés 2018). Morgado and Coelho (2013) summarise the main 
similarities and differences between EMI and CLIL at this educational level 
concluding that, although in EMI contexts, content lecturers may use strategies 
such as simplifying, classifying or translating to help their learners understand 
the disciplinary contents, content is always their main focus. Within a CLIL 
perspective, language is a learning objective in itself, and lecturers are sensitive 
to synergies between languages (both the L1 and L2) in the construction of new 
meanings. Within an EMI approach, the L2 is mostly viewed as a communication 
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tool that the subject discipline lecturer neither plans for nor assesses and, 
although there may be some incidental L2 learning involved, lecturers do not 
usually make direct reference to it in any way.

Recently, Dafouz and Smit (2016, 2020) have coined the term EME (English-
Medium Education) and EMEMUS (English-Medium Education in Multilingual 
University Settings). They argue that the latter concept is: 1) conceptually wider 
than previous accounts and more inclusive, comprising various research and 
pedagogical approaches, 2) it pays the same level of attention to both ‘instruction’ 
and ‘learning’, 3) it establishes a broader sociolinguistic multilingual context 
which includes languages other than English and 4) it is restricted to Higher 
Education levels with its specific features.

Some authors have also argued for the ‘clil-ization’ of EMI programmes at 
universities both from a theoretical perspective (Alejo-González 2018; Pérez-
Cañado 2020) and within a more applied, practical approach (Morgado et al. 
2015; Morgado et al. 2020).

Any process is, primarily, promoted by its main stakeholders and, in 
educational contexts, teachers always have a key role. In the case of EMI 
lecturers, the research literature has identified two main areas of concern in 
relation to their needs: their L2 proficiency level (Macaro et al. 2018; O’Dowd 
2018) and their methodological training, comprising aspects such as classroom 
management in an L2, materials development, assessment and even awareness 
of the theoretical underpinnings of bilingual education (Dafouz 2018; Pérez-
Cañado 2018).

In his survey of teacher training for EMI, O’Dowd (2018) notes that 
the current training for lecturers in European universities is largely focused 
on language development, and that methodological training, and especially 
‘bilingual education methodology’, is relatively scarce. Dafouz (2018) goes 
a step forward in the analysis of EMI lecturers’ needs and discusses the 
importance of refocusing their perceptions on identity and ideology. She argues 
that the process of teaching and learning an L2 is a complex social practise 
not only restricted to exchanging information but also related to who the 
participants are and how they relate to the world. In this sense, it is important 
to value lecturers’ (and also students’) linguistic background (both English 
and their L1) and encourage them to use both codes to provide students 
with disciplinary literacy in both languages so that they become competent 
professionals in both local and international contexts.

In our view, in order to aid EMI lecturers in the complex task of teaching 
their subjects in English, the first step would be to analyse their self-perceived 
needs and that is the main aim of the study reported in this paper. Pérez-
Cañado’s (2018) set up a framework with the core competences for a CLIL 
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teacher: linguistic competence, pedagogical competence, scientific knowledge, 
organisational competence, interpersonal and collaborative competence and 
reflective and developmental competence that she later put into practice for 
analysis in an EMI context (Pérez-Cañado 2020). Following this framework, 
we have explored the training needs of EMI lecturers at the University of 
Extremadura (UEx) in Spain, as part of the regional research project, ICLUEx 
(Diseño de entornos virtuales de aprendizaje colaborativo para la enseñanza integrada 
de contenidos y lenguas extranjeras (AICLE) en la Educación Superior adaptados a la 
Universidad de Extremadura - Developing virtual collaborative learning environments 
for content and language integrated learning (CLIL) in Higher Education adapted 
to the University of Extremadura (IB18055), European Regional Development 
Fund – ERDF). This project aims to contribute to the quality of teaching content 
subjects through English at the UEx by developing open educational resources 
in virtual collaborative learning environments, conducting a needs analysis of 
both the lecturers and students involved in the process as a first step. Apart 
from being involved in ICLUEx, the two authors of this article are also currently 
working on an EU-funded project (INCOLLAB)2 that has also informed many of 
the reflections included here.

This paper reports our first results in relation to lecturers’ needs. In section 2, 
the specific context of the university of Extremadura in relation to its institutional 
policies for the implementation of content instruction through English will be 
presented. Sections 3, 4 and 5 are devoted to the actual study and its results. In 
order to carry out this analysis, participants were asked to respond to a quantitative 
questionnaire and to a qualitative, semi-structured survey with open questions, 
both adapted from Pérez-Cañado (2020). Finally, some conclusions derived from 
the analysis of the results of the study will be drawn in the final section.

2. Teaching Through English (EMI/CLIL) at the UEx

As has been pointed out in the previous section, in the last two decades, 
European integration, and more generally globalisation, has brought important 
changes to higher education in Europe, with a radical increase in the number 
of both undergraduate and post-graduate degree programmes taught in English 
in different European countries (Wächter and Maiworm 2008, 2014). This 

2 INCOLLAB (Interdisciplinary Learning and Teaching Collaborative Approaches - 2019-1-CZ01-
KA203-061163) aims to develop, promote and integrate innovative interdisciplinary, 
collaborative content-based approaches to language learning and teaching by redesigning 
the learning environment through enhancing in-class HE instruction with innovative 
online modules in English, Spanish and/or German as a medium of instruction (for further 
information, see https://incollabeu.wixsite.com/project).
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concern for the internationalisation of HEIs in Europe is a direct consequence 
of the Bologna process that, over the last two decades, has led to the promotion 
of international cooperation among HEIs. Important reforms have been 
undertaken to adapt European higher education systems in order to make 
them more compatible between countries and to strengthening their quality 
assurance mechanisms with the aim of increasing staff and student mobility 
and facilitating employability.

In the region of Extremadura (western Spain), the teaching of content subjects 
through an L2 (predominantly English, but also French and Portuguese) first 
started in primary schools, beginning in the academic year 1996/1997 through a 
programme developed together by the Ministry of Education and Culture (MEC) 
and the British Council in two state primary schools in the two main towns in 
the region, Badajoz and Cáceres. CLIL reached secondary schools, first, through 
pilot programmes that were officially regulated by the educational authorities in 
the academic year 2004-2005 (Alejo and Piquer-Píriz 2010).

The implementation of EMI experiences at university level started a decade 
later and has followed several stages. It began with some pilot initiatives promoted 
by lectures (a ‘bottom-up’ approach), which were followed by the approval of 
the official regulations by the university in June 2015 (a ‘top-down’ approach). 
These official regulations for ‘degree programmes partly taught in other modern 
languages’ established four possible structures:

• Option 1: Degrees taught completely in an L2.
• Option 2: Degrees taught in, at least, two parallel groups, one in Spanish 

and one in the L2.
• Option 3: ‘Bilingual’ degrees (more than 50% of the European Credit 

Transfer and Accumulation System [ECTS] credits will be taught in 
English). Two or more groups are also established: one group follows the 
‘bilingual’ strand, and the other/s are offered the modules in Spanish.

• Option 4: Degrees in which less than 50% of the ECTs credits will be 
taught in English. Only some of the subjects are taught in the L2 and, 
again, there are always two groups to ensure that those students who 
prefer to follow the subject in Spanish can do so.

In practice, only option 4 has been implemented so far, although option 3 exists 
in the case of the degree in Primary Education at the Teacher Training College, 
and only English has been used as the vehicular language.

In the academic year 2015-2016, an official pilot project called ‘UEx 
Bilingual Pilot Project - Learn in English’ began in 5 university centres: the 
faculties of Science, Economics and Veterinary Science, the school of Industrial 
Engineering and the Polytechnic school. In the same academic year, the degree 
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in Primary Education at the Teacher Training College started a bilingual group, 
i.e., implemented option 3 (officially approved by the Spanish ‘National 
Agency for Quality Assessment and Accreditation’). A year later (2016-2017), 
the school of Agriculture joined the programme in which, by the following 
year (2017-2018), 72 subjects on 25 degrees were being taught in English. 
During the academic year 2019-2020, a new programme, PALEx –‘Programa de 
Acercamiento a Lenguas Extranjeras’ (‘Foreign language outreach programme’) 

was designed. Within this new programme, two essential innovations were 
set up. On the one hand, the option to participate is now open to two foreign 
languages: English (PALEx-I) and Portuguese (PALEx-P). On the other hand, 
the offer is divided into three levels:

• Basic level: subjects which, taught in Spanish, have at the students’ 
disposal the necessary material to follow the classes, attend to office-
hour consultations (on demand) and the possibility of carrying out key 
tasks in English and/or Portuguese.

• Intermediate level: subjects that, complying with the requirements of 
the basic level PALEx, also include some activities in English and/or 
Portuguese with the students. Some examples of these activities can be: 
seminars, laboratory practices, field practices, debate on certain topics, 
etc. For a given subject to have such a condition, at least 5 hours of 
activities in English and/or Portuguese must be scheduled during the 
semester in which it is taught.

• Advanced level: subjects that are taught entirely in English and/or 
Portuguese, at least in one group of activity. These would be the type of 
subjects belonging to option 4 in the established regulations.

3. The Study

3.1. Aims

As stated above, the main aim of this study is to explore the training needs of 
EMI lecturers at UEx in relation to the main five dimensions identified by Pérez-
Cañado (2020): (1) linguistic competence, which entails general communication 
and subject-specific language use; (2) methodology and classroom management, 
which is related to the teaching method and activities brought to the EMI courses; 
(3) resources and materials, aimed at identifying the main materials used in EMI 
lessons; (4) training needs, focused on linguistic and methodological needs, and 
(5) overall rating, which focused on participants’ giving feedback based on their 
experience in EMI programmes.
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3.2. Participants

A convenience sample of 27 lecturers involved in teaching through English at 
UEx took part in the study. Participants’ mean age was 50.2, with the largest 
number being in the 40 to 50 age group, and the fewest in the 20 to 30 group 
(see table 1 below for more detailed information). As for gender, our sample was 
quite balanced: 14 males and 13 females. Finally, regarding job category, most 
respondents were tenured senior lecturers (11), followed by untenured senior 
lecturers (8) and professors (5). Table 1 below shows more detailed information 
regarding lecturers’ demographic data.

tAbLe 1. Demographic data of participants

Options No. of participants %
Gender Male 14 52

Female 13 48
Age 20-30 1 44

30-40 5 19
40-50 16 59
50-60 2 7
Over 60 3 11

Lecturer’s 
professional 
category3

Professor 5 19
Tenured senior lecturer 11 41
Untenured senior lecturer 8 30
Lecturer 1 4
Other 2 7

Moving on to their area of expertise, most respondents taught subjects on 
Engineering programmes (41%), and a third taught subjects on Social Sciences 
degrees. Nearly a fifth of the respondents taught disciplines belonging to Science 
and the remaining 7% taught subjects related to Health Sciences. In most of 
these programmes, students are home students, except for the Social Sciences 
where there is a small percentage of international students coming from Erasmus 
and other international exchange programmes (mostly to study programmes 
related to Business Studies).

3 This classification corresponds to the Spanish system as follows: Professor (‘catedrático de 
universidad’), tenured senior lecturer (‘profesor titular de universidad’), untenured senior 
lecturer (‘profesor contratado doctor’) and lecturer (‘profesor ayudante doctor’). In the ‘other’ 
category, we have included a research assistant (who are allowed to deliver some lectures) 
and a ‘profesor colaborador’ that is a type of lecturer specific to the Spanish university 
system and who is mostly devoted to teaching.
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As for teaching experience, more than half of the respondents had between 
11 and 20 years of teaching experience, while 22% had between 21 and 30 years 
of practice. Very experienced lecturers (with more than 30 years of experience) 
represented 7% of the whole sample, whereas only 4% were novice teachers (less 
than one year of teaching practice).

Finally, regarding participants’ EMI experience, a large majority (78%) had 
been teaching a subject through English between one and five academic years, and 
11% more than five academic years. For another 11%, this academic course was 
their first experience in EMI programmes. Regardless of their EMI experience, for 
most participants, English was the main means of communication (> 95% of the 
time) in their classes. Table 2 shows the complete information about lecturers’ 
teaching experience.

tAbLe 2. Respondents’ teaching experience

No. of respondents In %

Academic Major Engineering 11 41

Social Sciences 9 33

Health Sciences 2 7

Sciences 5 19

Teaching 
experience

Less than a year 1 4
From 1 to 10 year(s) 4 15

From 11 to 20 years 14 52

From 21 to 30 years 6 22

Over 30 years 2 7
EMI teaching 
experience

Less than a year 3 11

From 1 to 5 year(s) 21 78

More than 5 years 3 11

English use in the 
classroom

< 80% 0 0

80-90% 2 7

90-95% 0 0

> 95% 23 85

Other answers 2 7

Summing up, the average respondent is a lecturer over 40 years old, with a 
permanent position at the university and with quite an extensive experience in 
teaching L1 (more than 10 years) and EMI courses (between one and five years 
of experience).
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3.3. Instruments

Data were collected using two online tools: a semi-structured written survey, 
and a quantitative questionnaire, both adapted from Pérez-Cañado (2020). The 
questionnaire and the survey were in Spanish in order to avoid any kind of bias 
that may have been produced by using an L2.

The quantitative questionnaire consisted of a 26-item Likert-scale survey in 
which participants had to indicate their level of agreement with various statements 
from 1 (totally disagree) to 4 (totally agree). A fifth option —not known, not 
answered—was also included. Eight items in the questionnaire were aimed at 
exploring aspects of linguistic competence, three at methodological competence, 
eight examined aspects related to classroom materials and resources and the 
remaining seven items explored training needs.

3.4. Data Collection and Treatment

Questionnaires were administered using UEx’s online Campus (CVUEx) 
between July 2019 and February 2020. Before the questionnaires were made 
available, the research team had meetings with some lecturers and coordinators 
of the programme at the different Schools and Faculties where the objectives of 
the project were presented.

Due to the nature of the collected data, with open answers in the survey, 
and the objectives of the study (i.e., to explore the needs of EMI lecturers), a 
descriptive analysis was carried out.

4. Results

4.1. Linguistic Competence

As explained in the methodology section, eight items in the questionnaire 
were devoted to exploring linguistic competence. The first three focused 
on lecturers’ perception of their own linguistic capacity to teach subjects in 
English, whereas the remaining items were more related to their perceptions of 
classroom interaction.

In terms of their perception of their own abilities, most respondents held 
a C1 level in English and they considered they had an appropriate knowledge 
of academic, generic communicative and subject-specific vocabulary. Their self-
conception of their subject-specific vocabulary knowledge was particularly high, 
as can be seen in table 3 below.
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Regarding communication in the class, most respondents seemed to agree 
on the fact that students were able to follow the lessons in English and that the 
use of the foreign language as the main vehicle of communication in class did 
not seem to hinder participation. In relation to the attention paid to language in 
the classroom, there seemed to be no consensus in relation to the explanation 
of linguistics aspects (grammar and/or vocabulary) in class: on the one hand, 
nearly 41% of respondents claimed not to have included linguistic explanations 
in their classes, but, on the other, 37% recognised that they had introduced 
grammatical or lexical explanations when needed. Finally, some participants 
acknowledged using Spanish to clarify problems derived from their students’ 
lack of understanding in English, although the majority of respondents avoided 
the use of Spanish in their classes.

tAbLe 3. Linguistic competence (in percentages)

I totally 
agree

I agree I disagree
Totally 

disagree
N/A

I have appropriate academic vocabulary 
knowledge in English.

37 63 0 0 0

I have an appropriate knowledge of 
generic expressions in English to 
communicate and interact in the EMI 
class. 

7 89 4 0 0

I have an appropriate knowledge of 
specific vocabulary in English.

74 26 0 0 0

Students can follow the class without 
many problems.

26 66 4 0 4

There are participation problems caused 
by learners’ linguistic level. 

4 22 63 7 4

I have to use Spanish on some 
occasions because of some problems to 
communicate and understand.

4 18 30 44 4

I focus on linguistic aspects (grammar 
and/or vocabulary) in class if necessary.

7 37 41 11 4

I foster the use of English with foreign 
students both inside and outside the 
classroom. 

19 33 7 11 30
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4.2. Methodology and classroom management

The great majority of the respondents used lectures as their main teaching 
method, although more than three-quarters said that they combine lecturing 
with other more active and participative methodologies and activities. Those 
most commonly used were students’ oral presentations (10 respondents), task-
based learning (9), individual, group and pair work (6), discussions (5), problem 
resolution (5) and collaborative learning (4). Moreover, some respondents also 
mentioned other activities and/or methodologies such as flipped classroom (3), 
gamification (2), and the use of interactive videos with questions inserted in 
them (1), but these were individual responses rather than actions common to 
lecturers in general.

Finally, two thirds of respondents stated that they made use of different 
types of classroom arrangements but a third reported to use only one type of 
arrangement. Table 4 shows participants’ degree of agreement with the statements 
presented in relation to methodological aspects.

tAbLe 4. Methodological competence (in percentages)

I totally 
agree I agree I disagree Totally 

disagree N/A

I use lecturing as the main teaching 
method. 25 63 4 4 4

I employ a wide range of active, 
participative and learner-focus 
methodologies. 

11 67 22 0 0

I make use of different types of 
classroom arrangements. 0 67 26 7 0

4.3. Resources and materials

Within this dimension, more than 90% of the respondents showed their 
satisfaction with the range of materials they had available for teaching their 
subjects in English, while three-quarters considered the materials they used to 
be the most appropriate option to help their students to learn subject content 
in the L2. Most lecturers stated that they created their own materials, although, 
depending on the language and the content of the materials, a large percentage 
also adapted materials found on the Internet. Most lecturers also included 
resources used to teach their subject in English-speaking countries. When asked 
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about the type of materials and resources used, the preferred options were 
PowerPoint presentations, videos, websites, and some of the respondents also 
used textbooks in English and materials designed for native speakers of English. 
Interestingly, one lecturer has even published his own textbook in English. As can 
be observed, most of these materials are digitally-based, and this fact coincides 
with the importance that respondents gave to information and communication 
technology (ICT) and virtual learning in their classes: nearly three-quarters of 
the respondents made use of online learning resources in their classes, and two-
thirds considered ICT as a key aspect of their classes.

Finally, when asked about the language of the materials, once again, 
these EMI lecturers’ reluctance to use the mother tongue in their classes was 
observed, with more than 90% of participants recognising that their materials 
do not include any instruction in Spanish. Table 5 below shows more detailed 
information about the lecturers’ responses.

tAbLe 5. Materials and resources (in percentages)

I totally 
agree

I agree I disagree
Totally 

disagree
N/A

I have access to a great variety of materials 
appropriate to deliver the subject in 
English.

30 62 4 0 4

I create my own materials. 30 58 4 4 4

I make use of materials adapted by myself 
in class.

37 44 0 7 11

I make use of authentic materials that can 
be used in classes where English is the 
mother tongue. 

33 26 22 15 4

The materials used in class are the most 
appropriate ones to meet learners’ needs. 

30 48 15 0 7

Materials include some instructions in 
Spanish to help comprehension. 

0 4 30 63 4

I make use of virtual learning (through 
Moodle).

33 41 19 7 0

New technologies are key in my classes. 22 44 30 0 4
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4.4. Training Needs

The last part of the questionnaire and one of the sections of the survey dealt with 
lecturers’ training needs. This was specifically aimed at examining both their 
linguistic and their methodological needs.

Starting first with linguistics aspects, the first interesting finding is that 
although most participants had an advanced linguistic level (C1), nearly half of 
them felt that they need further training on linguistic aspects, although not on 
subject-specific vocabulary, about which they were more confident.

This latter aspect is linked to another item also explored in this study: lecturers’ 
willingness to participate in international programmes. Most respondents had 
already taken part in Erasmus+ programmes, international research projects 
and language immersion programmes offered by the UEx, and, when asked 
about their readiness to take part in such initiatives, the vast majority responded 
positively.

As for the second dimension examined, that is, methodological training, 
most respondents agreed that they needed more training on EMI materials 
design and that they would also welcome expert advice and training on EMI, as 
they felt that they lacked training on theoretical aspects of EMI education. In this 
respect, respondents were specifically asked about their willingness to receive 
some advice from EMI experts. As can be seen in Table 6, a large proportion 
of respondents would welcome recommendations about how to conduct their 
classes in English, and also a large percentage of participants showed that they 
would appreciate EMI experts coming to their classes to observe their sessions 
and give personalised feedback, although nearly 15% of the respondents did not 
provide an answer to that item. Table 6 includes more specific information in 
relation to lecturers’ training needs.

tAbLe 6. Training needs (in percentages)

I totally 
agree

I agree I disagree
Totally 

disagree
N/A

I need more training on the theoretical basis 
of EMI education. 

30 33 30 0 7

I need more training on linguistic aspects 
related to the specific vocabulary of my field. 

19 30 37 11 4

I need more training on linguistic aspects 
to deal with classroom communication and 
management.

33 48 19 0 0
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I totally 
agree

I agree I disagree
Totally 

disagree
N/A

I need more training on how to design 
teaching materials. 

22 67 11 0 0

I would like to take part in more international 
programmes

44 44 11 0 0

I would welcome some direct advice and 
recommendations when teaching EMI 
subjects. 

37 33 19 0 11

I would like EMI experts to come to observe 
some of my sessions and give me some 
advice.

26 48 11 0 15

4.5. Overall rating of the EMI programme

This final element was only examined in the survey with questions dealing 
with aspects such as changes in the workload, the value of taking part in EMI 
programmes, and the main difficulties and advantages of the EMI experience.

Regarding workload, all respondents agreed that teaching subjects in 
English involved a higher workload. Some respondents even quantified this extra 
workload, which ranged from one extra hour per week to the assertion that the 
workload was doubled. However, all respondents agreed that this extra effort 
was completely worthwhile, both personally and professionally. In relation to 
the personal advantages, most respondents indicated that participation in this 
kind of programme made them review their linguistic knowledge, and some 
of them had even taken up English lessons. Other lecturers pointed out that 
participation in EMI programmes made them feel more motivated when teaching 
their lessons. As for professional benefits, some lecturers highlighted that, in the 
EMI groups, students were highly motivated, the student-lecturer ratio was lower 
and teaching in such an environment was pleasant. Moreover, some lecturers 
mentioned that teaching of their subjects in English had made them re-consider 
their teaching practice in both languages. Finally, other respondents also argued 
that the implementation of EMI subjects had helped the school to recruit more 
international and home students.

As for the main disadvantages related to taking part in EMI programmes, 
respondents highlighted aspects such as the amount of time they devoted to 
creating materials, their lack of methodological training, and the low number of 
students taking part in the EMI courses, which in some cases led to the closure 
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of the EMI group due to lack of support and understanding by colleagues and 
departments, and insufficient institutional support.

Table 7 below summarises the lecturers’ ideas about the main difficulties and 
strengths in relation to being part of an EMI programme.

tAbLe 7. A summary of the advantages and disadvantages lecturers perceived with 
respect to their participation in EMI programmes

Difficulties Strengths

• Increased workload • Practice of English Language

• Lack of methodological training • Personal enrichment and motivation

• Insufficient institutional support • Lower lecturer-student ratio

• Lack of understanding by other colleagues • Recruitment of more international students

5. Discussion

The present study was designed to explore five dimensions in relation to EMI 
lecturers at the University of Extremadura: linguistic competence, methodology 
and classroom management, materials and resources, training needs and overall 
rating of the EMI experience.

Starting first with the linguistic competence dimension, most participants 
had an advanced level of English (C1), and this fact was reflected in their answers 
to the questionnaires. In general, lecturers felt confident with their English level 
and they considered that their L2 proficiency was enough to teach their subjects 
in the corresponding foreign language. This is particularly evident in their self-
perception of their own knowledge of language specific to their subject, and 
this was the question which lecturers answered most positively. There may 
be two possible explanations for this. First, lecturers are also researchers and 
they use English as a lingua franca in conferences and research publications 
(Macaro et al. 2019) and, secondly, English is considered the main language of 
communication in academia and most researchers use it to communicate with 
others internationally. In academic meetings and at conferences, researchers talk 
about very specific topics and make use of very technical vocabulary. As such, 
lecturers may feel that their strongest point is their dominance of subject-specific 
vocabulary because they come into contact with it in a variety of contexts and 
they are probably used to using language specific to their subject in a variety 
of scenarios. Second, there is a substantial body of research identifying lexical 
knowledge as one of the aspects that benefits most from the implementation 
of CLIL in compulsory education (Agustín-Llach and Canga Alonso 2016; 
Alejo-González and Piquer-Píriz 2016; Castellano-Risco 2018; Castellano-
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Risco et al. 2020; Pladevall-Ballester and Vallbona 2016; Sylvén, 2019). Some 
lecturers mentioned that one of the main advantages of being involved in EMI 
programmes was that they felt obliged to start studying English again. It may 
be that the positive effect of EMI programmes in terms of confidence with and 
extent of content-specific vocabulary is not only relevant to students, but also for 
lecturers since delivering their lessons in an L2 places new linguistic demands, 
both specific vocabulary and more general language to facilitate interactions in 
the L2 classroom in order to effectively convey non-language content in class. 
But this would need to be analysed empirically as, to the best of our knowledge, 
there are no studies that have explored this issue in EMI.

Our results also show that lecturers felt less confident with their knowledge 
of English for classroom management and interaction with students, and in some 
cases, greater training in this area was highlighted as a need, in order to be able 
to deal with unexpected situations in class.

To conclude the analysis of the language competence element, there is a third 
aspect that drew our attention: these lecturers seem to be quite reluctant to use 
Spanish, either written or oral, in their classes, which evidences a clear difference 
with CLIL. Two reasons may explain this finding. First, as Morgado and Coelho 
(2013) argue, most lecturers at university level basically conceive language as a 
tool to convey their disciplinary contents (EMI) and they do not follow an ICLHE 
approach, that is, language objectives are not planned, assessed or integrated 
with content objectives and this seems to be the case of the participants in our 
study. Second, it may also be that these lecturers believe, as a consequence of 
their own language learning experience, that code-switching is not advisable or 
may even be counter-productive if the aim is to help students to develop their L2 
skills, so they avoid the use of their mother tongue in the class.

Moving to the methodological aspect of their sessions, lecturing was employed 
as the main teaching method, although combined with other more interactive 
and participative activities such as student presentations, collaborative activities 
or discussions. This use of a mixture of methods is in line with the findings 
of Aguilar and Rodríguez (2012), who argue that EMI lecturers should give 
students opportunities to interact and make use of the L2 in the class, meaning 
that lecturers need to know methods and activities that help facilitate student-
student interaction in class. The UEx lecturers who participated in the present 
study highlighted a need for ongoing training courses devoted to methodological 
aspects, especially regarding EMI and CLIL. This is, in fact in complete contrast 
to the situation of the lecturers described by Aguilar and Rodríguez who refused 
to be trained in CLIL practices. In our case, the lecturers who took part in the 
study seem to be willing to take CLIL training courses, and, in most cases, they 
even report to be willing to allow language specialists to go into their classes 
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to observe, record and provide feedback on their lessons. This may be related 
to the differences in the lecturers’ profile, since here, in comparison to Aguilar 
and Rodríguez’s study (2012), the lecturers, generally, have more experience in 
EMI and, more importantly, were the instigators of the EMI initiative, as courses 
are not taught in English if the lecturer does make the proposal. The lecturers 
in Aguilar and Rodríguez (2012) were novice EMI lecturers, as the study was 
their first experience with EMI, whereas the lecturers in the present study are 
quite experienced regarding EMI practices. It may be that this greater experience 
may make them analyse their own teaching practice from a broader perspective, 
allowing them to be able to recognise their weakest and strongest points and 
have become more aware of the advantage of using student-centred pedagogies.

In relation to the materials available to lecturers, most respondents show 
their satisfaction with the materials they use in class. They use a wide variety 
of resources and most participants consider ICT as a key tool in their classes. 
However, lecturers state that they create and adapt their own materials, which 
may be an indicator of the lack of EMI materials available to work with at tertiary 
level as suggested by Aguilar and Rodríguez 2012. The creation and adaptation 
of teaching materials is a very time-consuming task, especially if attention must 
be paid to both content and language.

As regards the fourth dimension explored in our study, i.e., lecturers’ specific 
training needs, despite the fact that the great majority of the lecturers were qualified 
to C1 level in English, they would welcome the university organising courses or 
workshops, either as face-to-face or online training, to help them improve their oral 
skills. Some respondents also highlighted the importance of courses devoted to 
extending their subject-specific vocabulary and classroom management language. 
Finally, some lecturers also suggested that the university could organise and facilitate 
longer international research stays in English speaking countries. To conclude the 
discussion of training, in terms of the methodological dimension, although the 
lecturers in our study seem to mostly have an EMI conception about teaching 
their disciplinary contents in English, they also show significant sensitivity to the 
linguistic aspects, although in our opinion this could be further developed by 
making them fully aware of the importance of ideas on teachers’ identity (Dafouz 
2018), showing them how this has an important impact on the construction of 
knowledge in an L2. In fact, some lecturers reported having re-considered their 
teaching practice in both languages as a consequence of their EMI experience.

Finally, when the positive and negative aspects of taking part in EMI 
programmes were rated, most lecturers defined the experience as a very positive 
one and showed their satisfaction. However, some wanted greater involvement of 
and recognition from the institution. They often reported that a negative aspect 
is that the situation of the EMI group may be threatened because of certain 
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institutional policies: in order to create an EMI course, the L1 course must be 
also maintained, which, in practice, means a duplication of courses and, in most 
cases, an unbalanced number of students in the two groups, as L1 groups are 
usually far more numerous. Moreover, the university requires a minimum of five 
students for a group to be viable, without taking into account the total amount 
of students on each degree.

All in all, however, when asked to rate their EMI experience, all respondents 
gave positive feedback about the experience, highlighting personal enrichment 
as one of the main advantages, although they also called for greater recognition 
on the part of the university for both lecturers and students taking part in the 
EMI programme.

6. Conclusions

Our analysis of the perceived needs of EMI lecturers at the University of 
Extremadura allows us to establish a general profile of these particular lecturers. 
The results of both the quantitative questionnaire and the qualitative survey 
show that the lecturers involved in the teaching of disciplinary contents through 
English at the UEx are mostly experienced teachers with a good command of 
the L2 (in this case, English) who mostly have an EMI conception of the process 
concentrating their efforts on the contents they teach but, at the same time, show 
some sensitivity to ICLHE or EMEMUS, that is, to language.

Their reported needs are mostly related to: 1) further training on the specific 
language needed to efficiently manage the EMI classroom and the different types 
of interaction that take place in it and 2) developing a greater competence on 
the theoretical basis of bilingual education. Despite rating their experience as 
very positive and enriching, they also make clear that it is demanding and time 
consuming and, thus, they call for more institutional support and recognition. 
Taking into consideration not only these findings but also the global context of 
EMI at UEx, we would like to highlight certain aspects that could contribute to 
further develop these practices at our university.

First of all, there seems to be a need to find a balance between top-down, 
university imposed, policies and some sort of recognition for the initiatives that 
emerge from individual lecturers or small groups of lecturers.

Secondly, although many actions are carried out at UEx on the different 
topics under analysis, they need to be more ‘visible’ to both lecturers and 
students (and, also, outside the university). More effective dissemination of these 
actions is needed.

Finally, in our view, there is a need to give continuity to the subjects taught 
through English. Currently, subjects can only be taught through English (1) if the 
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lecturer and the Department offer them and (2) if there are more than five students 
in the EMI group. In some cases, there are EMI subjects which have been cancelled 
because they did not reach the minimum number of students in a particular 
academic year. It would be necessary to maintain the offer for a longer period of 
time even when fewer students than required apply for it at a specific moment.

The findings of this study should, however, be treated with caution, and 
some of its limitations should be taken into account. First of all, a larger sample, 
with more lecturers completing the questionnaires, would be welcome. This 
would increase the significance of the study. Likewise, it would also be beneficial 
to explore the beliefs of the other stakeholders, such as the students, to compare 
their respective points of view. Finally, this study should be complemented with 
class observation to attempt to triangulate the results.
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Abstract:

The internationalisation of Higher Education Institutions 
is a process conceived of not as an end in itself but as 
a means to improve the quality of education, research 
and services (De Wit and Leask 2015). However, 
one of the consequences of this phenomenon is that 
lecturers are often called on to embrace the challenge 
of teaching their subject through a foreign language 
without receiving formal training in this, especially in 
countries where English-taught programs are still in 
their infancy, such as Italy. With the aim of supporting 
academic staff in this transition, the Academic Lecturing 
programme has been set up in a medium-sized public 
university in the north-east of Italy: it is specifically 
designed for lecturers who teach their subject through 
English and aims to raise their awareness of the impact 
of the internationalisation process on teaching, the more 
extensive set of skills needed for teaching and learning in 
English, and the increased heterogeneity of the student 
population. The purpose of the programme is also to 
help participants try their hand at new teaching methods 
and new technologies as a means of making lessons more 
interactive, thus increasing their accessibility and making 
them more effective, and to help participants to improve 
their strategic use of English within their disciplinary 
field. The professional development programme will be 
reported in the light of both a brief description of the 
programme format—a course and a one-to-one support 
service—and the feedback received from participants in 

Building on International Good Practices and  
Experimenting with Different Teaching Methods to 

Address Local Training Needs:
The Academic Lecturing Experience

Elena Borsetto & Ada Bier1

1 Although both Authors have equally contributed to the conception and planning of the present 
article, paragraphs 1, 3.2, and 4 should be attributed to Ada Bier, and paragraphs 2, 3, 3.1, and 5 
should be attributed to Elena Borsetto.

https://orcid.org/0000-0002-2794-9019
https://doi.org/10.14198/raei.2020.33.06 
https://creativecommons.org/licenses/by/4.0/
https://creativecommons.org/licenses/by/4.0/
https://creativecommons.org/licenses/by/4.0/


Elena Borsetto & Ada Bier108

Alicante Journal of English Studies, Issue 34, 2021, pages 107-130

the various editions so far. This feedback will be used to inform the future development 
of the programme, with a view to encouraging increased collaboration between language 
specialists and content specialists (Lyster 2017, Wingate 2018), thus further addressing 
the need for a more integrated use of language and content in university lectures.

Keywords: teacher professional development, English Medium Instruction (EMI), English 
Medium Education (EME), academic teaching, internationalisation.

1. Internationalisation, English Medium Instruction and Teacher Professional 
Development

A few years ago, Dearden defined the Bologna process as “a lever for forcing change 
in higher education pedagogy” (2014, 24), and in this sense internationalisation 
was conceived of as—and expected to be—“not a goal in itself but a means 
to enhance the quality of education, research, and service functions of higher 
education” (De Wit and Leask 2015, 12). As a matter of fact, over the last 
decade we have witnessed a growing trend towards the internationalisation of 
tertiary education (Knight 2008; De Wit et al. 2015) and a parallel spread of the 
English Medium Instruction (EMI) phenomenon in Europe and beyond (Smit 
and Dafouz 2012; Doiz et al. 2013; Wächter and Maiworm 2014; Dimova et al. 
2015; Macaro 2018; Sánchez-Pérez 2020; Wilkinson 2017).

Against this backdrop, a pivotal role is played by university teachers, whose 
investment is of paramount importance (Dafouz 2018) especially in the light 
of the expectations surrounding internationalisation: with “a stronger focus 
on curriculum and learning outcomes […], the involvement of academics 
becomes imperative” (De Wit and Hunter 2015, 52-53). Nonetheless, teaching 
through English poses a challenge to teachers for whom it is not an L1 and it 
may represent an obstacle to effective teaching and academic communication 
(see Airey 2011, 2012), resulting in their frustration (see Vinke 1995). In order 
to support teachers in the transition towards English Medium Instruction 
(EMI), it is necessary that a two-fold integrated change—language and teaching 
methodology—is enacted, where the role of teachers is fundamentally re-thought 
such that they are “no longer conveying knowledge but helping students to construct 
knowledge by themselves” (Cots 2013, 117, emphasis added).

A number of studies have highlighted the fact that teachers would benefit 
from professional development programmes focussing on teaching methods as 
well as language improvement, rather than courses that simply focus on the latter 
(Klaassen 2001, 2008; Wilkinson 2005; Ball and Lindsay 2013; Doiz et al. 2014; 
Costa 2016, 2017; Bier 2020). That said, it seems that the belief that proficiency 
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in the language of instruction is sufficient in itself to guarantee effective teaching 
through that language is still common in academia. The findings of a survey 
of 70 European universities carried out in 2014-15 (O’Dowd 2018) reveal that 
the majority of training programmes provide language support, while slightly 
less than half also include a focus on teaching methodology. Coherently with 
the assumption that being competent in the academic discipline on the one 
hand and in the language of instruction on the other automatically leads to 
effectiveness in teaching, it should also be pointed out that teacher professional 
development in academia is seldom provided, not only in terms of EMI, but for 
teaching in general (see Bier 2020).2

If the Bologna process and the switch to EMI that immediately followed 
it were already considered “a lever” for changing teaching practices in higher 
education as Dearden had suggested (see earlier), and revealed the need for 
teachers to strengthen their competences not only in the new language of 
instruction but also in teaching methods, the rather abrupt and non-optional 
shift to online teaching imposed by the extraordinary contextual circumstances 
of the Covid-19 pandemic has further highlighted the necessity of updating 
university teaching.3 This update should consist in setting aside the traditional, 
monologic, teacher-centred lecturing style, both for courses in the L1 and for 
EMI courses, in favour of a more active learning approach where students are at 
the centre of the teaching-and-learning process. This can be achieved through 
the conscious adoption of different semiotic modes during face-to-face classes 
(see Morell 2018), together with a greater awareness and systematic use of digital 
media and Information and Communication Technologies (ICT), during both 
face-to-face and online lessons.

Before delving into the main object of the present contribution and exploring 
how the issues discussed above have been dealt with in the various editions of the 
Academic Lecturing programme at Ca’ Foscari University, Venice, an overview of 
a few significant teacher development programmes offered at different European 
universities will be presented.

2 In a recent study of teachers’ cognitions on EMI in an Italian university, a research 
participant expressed criticism towards this oversight by the academic system with these 
words: “This is, in my view, let’s call it the tragedy of the Italian university, meaning that 
they don’t teach you how to teach” (Bier 2020, footnote 12).

3 The Covid-19 pandemic started to spread all over Europe at the end of January 2020. At 
the time of writing, the ‘lockdown period’ in Italy, which lasted from mid-March to mid-
May, was just lifted.
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2. The Training of University Teachers: some examples from the European 
context

With regard to university teacher training, in those contexts where English 
is used as a target language, the universities that first activated professional 
development programmes, workshops and seminars are located in Northern 
and Central Europe. This is due to the fact that the internationalisation process, 
and the consequent introduction of EMI courses, initially occurred in those 
countries (Wächter and Maiworm 2014; Henriksen et al. 2018). Only later did 
the provision of training to support teachers in this change start in Southern 
European countries as well. For reasons of space, a selection of the most relevant 
examples of EMI professional development programmes is provided here, as they 
present characteristics which partially inspired the Academic Lecturing initiative.

One of the first training courses for EMI teachers took place in the Netherlands 
around twenty years ago, at the Delft University of Technology, where participants 
completed five half-days of workshop (Klaassen and De Graaff 2001). The themes 
of the workshop, designed to challenge the beliefs of the participants and the 
validity of traditional teaching strategies in the EMI classroom, focussed on non-
verbal language, the structure and organisation of the English language, and how 
to deal with questions in the classroom. Teachers also participated in reflection 
activities and practical presentation exercises, which were then transformed into 
peer coaching to meet the needs of those who were unable to participate due to 
teaching commitments (Klaassen and De Graaff 2001, 283).

In Germany, the University of Freiburg has offered, since 2011, a course 
that provides personalised feedback and support, as well as seminars exploring 
topics such as academic register and vocabulary, English pronunciation and 
interaction strategies with students. In the first two years of the project the 
focus was mainly on language; however, after a series of analyses, observations 
and informal conversations with participants, the focus became more oriented 
towards “English for teaching purposes”, which included intercultural and 
didactic training (Gundermann and Dubow 2018, 116-117). Moreover, since 
2014, the EMI programmes at the University of Freiburg can be rewarded with 
a “quality seal” if at least 80% of their teaching staff have had their linguistic 
and communicative competences certified by the university’s language teaching 
centre and the EMI team. To obtain the certificate, participating teachers are 
observed and recorded during their lessons, all arrangements made by the EMI 
team. In-depth feedback on candidates’ performance is given from different 
perspectives, through a triangulation approach which involves the classroom 
observation assessments of participants made by language experts, teachers’ own 
self-assessment, and the assessment of teachers by their students (Gundermann 
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and Dubow 2018, 118). The model for quality assurance in this university 
represents a practical example of the incorporation of teaching methodology into 
both the training and assessment of university teachers in EMI settings.

The language centre of the University of Copenhagen, on the other hand, 
as part of the strategy to improve the EMI offer, has developed the Test of Oral 
English Proficiency for Academic Staff (TOEPAS), a language assessment tool 
whose purpose is to test the language skills of teachers who teach through 
English (Kling-Soren 2015, 202). The test uses a standardised simulation 
protocol instead of observation of live classes, and descriptors in a 5-point scale, 
which assesses factors such as audience awareness, pronunciation, fluency and 
cohesion, grammar and vocabulary (Henriksen et al. 2018, 83-87).

Among the countries of Southern Europe, it is in Spain that the highest 
number of EMI initiatives have been carried out over the past few years (see Doiz, 
Lasagabaster and Sierra 2013; Sánchez-Pérez 2020). The national strategy for the 
internationalisation of Spanish universities expected that one third of the degree 
programmes would be delivered in English by 2020 (Ministerio de Educación, 
Cultura y Deportes 2014, cited in Dafouz 2018, 544). However, 88% of EMI 
program directors criticised their teaching staff’s knowledge of academic English 
(Wächter and Maiworm 2014, 101). For this reason many professional development 
programmes offered to Spanish university teachers focus on their language skills, 
such as the one at the University of the Basque Country, which deals not only with 
aspects such as methodology and academic writing, but also devotes one third of 
the thirty hours of the course to improving pronunciation (Ball and Lindsay 2013, 
47). At this same university, in addition, a test was developed to measure teachers’ 
performances when teaching through English (Test of Performance for Teaching at the 
University Level through the Medium of English, TOPTULTE).

In France, in contrast, the number of programmes offered in English at 
universities is still limited, because English is not seen as a priority to attract 
international students (Pagèze and Lasagabaster 2017, 291). It is therefore 
not common for universities to provide specific training to their teachers. An 
exception, however, is the professional development programme at the University 
of Bordeaux, which includes modules about both teaching and language skills 
with, for example, a module on online resources and one on individual coaching. 
An intensive three-day course called Teaching Academic Content through English 
(Pagèze and Lasagabaster 2017, 298) is also organised.

In Italy, the situation in 2012 described by Costa and Coleman (2013) 
has not improved, and professional development for university EMI teachers 
is still not as yet provided by 60% of universities where English-taught 
programmes are in place, despite the increase in the number of those kind of 
programmes since 2012 (Broggini and Costa 2017, 251, 253). Nevertheless, 
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a few universities have started projects in recent years. For example, at the 
University of Padua, part of the Learning English for Academic Purposes (LEAP) 
project consists of a blended course on teaching and communication in English. 
It has the dual purpose of developing both linguistic and methodological 
skills, exploring topics such as academic vocabulary, pronunciation and 
intonation, interaction between teachers and students, both inside and 
outside the classroom, different methodological approaches and student 
evaluation. As part of the project, a summer school, an immersive course, and 
an individual language consultancy service were provided by the University’s 
language centre (Helm and Guarda 2015, 359). At the Catholic University of 
Milan, modules on Internationalising the higher education classroom and the use 
of English-medium instruction are periodically organised which aim to bring 
together the different stakeholders who are directly involved and interested 
in these topics, exploring approaches, strategies and techniques for teaching 
English in international classes. The Academic Lecturing project at Ca’ Foscari 
University also forms part of this picture in Italy and was created with the 
specific aim of providing support and encouraging participants’ language and 
teaching-methodology awareness.

The Italian training experiences discussed above are representative only of the 
Northern part of Italy as the Central and Southern parts of the country are still 
in the developing phase as far as the provision of EMI programmes and training 
is concerned (Broggini and Costa 2017, 258; see Costa and Coleman 2013). 
The Italian situation, in this respect, mirrors the European North-South division 
whereby countries in the Nordic region and in Central and Western Europe are 
the pioneers and leaders in the implementation and running of English-taught 
programmes (Wächter and Maiworm 2014).

3. The Academic Lecturing Project at Ca’ Foscari University

This section describes the project, its evolution and the various editions carried 
out to date. Academic Lecturing is a professional development programme that 
includes a blended course consisting of face-to-face seminars and online activities, 
and an individual support service. As far as the course is concerned, its overall 
aims and main topics have remained unchanged over the course of the three 
years it has been running, while its format and activities have been modified to 
make it increasingly accessible and tailored to the needs of the participants. The 
various adjustments and improvements introduced will be described, as will the 
feedback received from participants in the various editions of the course, with a 
view to highlighting the potential of the programme as well as its limits.
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3.1. The Project: its Beginnings and its Evolution

The idea of creating a professional development programme arose from the 
intention of helping members of the academic staff directly involved in the 
internationalisation processes of the University of Venice.

In the 2015-16 academic year, a pilot project was launched, whose name 
Koinè referred to a “common” language (from the Greek word κοινή). It was 
specifically aimed at teachers and technical-administrative staff of the Department 
of Management at Ca’ Foscari University, in Venice, and the focus of doctoral 
research that ended in 2018 (Borsetto 2018).4 The pilot project gave participants 
the opportunity to book sessions at a help desk, to receive personalised support 
with their language difficulties and needs related to their communication in 
English in the academic field. The analysis of the qualitative data collected during 
this pilot project contributed to informing the planning of Academic Lecturing, 
which started in the spring of 2016.

Although inspired by the same objective—that is, to offer support to 
teachers— Koinè and Academic Lecturing differ in a fundamental way: while 
Koinè mainly consisted of individual support sessions aimed at tackling linguistic 
difficulties, Academic Lecturing provides both a help desk service for individual 
consultancy (along the lines of Koinè) and a course made up of a series of seminars 
where language and teaching methodology issues are dealt with.

The Academic Lecturing project was born from a collaboration between the 
Ca’ Foscari School for International Education (CFSIE) and a scientific team 
from the Department of Linguistic and Comparative Cultural Studies (DSLCC) of 
the Ca’ Foscari University of Venice.5 The name of the project, which may seem 
etymologically redundant, originated from the need to avoid any explicit reference 
to ‘teaching’ and ‘training,’ as these words denote a pedagogical dimension which 
in Italy may cause some resistance on the part of prospective participants (see 
Borsetto 2018, as confirmed in quote 1; section 3.2 in this work).

The main aims of Academic Lecturing are manifold, but of particular interest 
are: improving participants’ awareness of the international and intercultural 
dimension of university classes; promoting innovation in academic teaching in 
multilingual contexts; increasing students’ active involvement by using appropriate 

4 The Scientific Director of the Koinè project was Prof. Chiara Saccon, Full Professor of 
Accounting at the Department of Management.

5 The team responsible for the conception of Academic Lecturing is composed of: Prof. Paolo 
Pellizzari, Full Professor of Mathematics in the Department of Economics and Director of 
the CFSIE until December 2017; Prof. Carmel Mary Coonan, Full Professor of Educational 
Linguistics at the DSLCC and Scientific Director of the Academic Lecturing project; Dr. Ada 
Bier and Dr. Elena Borsetto, Subject experts in Educational Linguistics at the DSLCC.
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communication strategies and communicatively effective materials (e.g. PowerPoint, 
quizzes and video-lessons); helping participants to learn to identify the linguistic 
features that characterise their discipline; encouraging participants to consider the 
implications of teaching through a foreign language which is also the main vehicle 
of assessment; raising participants’ awareness of their weaknesses in the spoken 
language and helping them to act to ameliorate them.

To achieve these aims, the topics covered during the Academic Lecturing 
course are the following:

(1) Internationalisation and Intercultural issues
(2) The communicative nature of the lecture
(3) The use of ICT in the interactive class 1: The flipped learning model, video-

lessons and quizzes
(4) Critical language issues in English: Elements of phonology and prosody
(5) English as a Lingua Franca: Implications for teaching
(6) The use of ICT in the interactive class 2: Learning Management Systems 

(LMS) with a focus on Moodle, blended and online learning, and Massive 
Open Online Courses (MOOCs)

(7) Academic language and the language of the discipline
(8) Assessment issues in EMI situations6

At the beginning of the course, participants are asked to prepare and record on 
their devices (e.g., tablet, computer or mobile phone) a micro-lesson of about 
10 minutes, to be used during the various meetings for self-analysis and self-
evaluation of the linguistic, communicative and didactic aspects highlighted 
each time. Finally, at the end of the course, participants are invited to prepare 
a further micro-lesson in which they consider what has been learnt during the 
Academic Lecturing experience. The final meeting is dedicated to the delivery of 
micro-lessons and feedback from tutors and colleagues. All the materials used 
during the seminars, i.e., the exercises to stimulate reflection, the mind-maps 
from brainstorming and from the sharing of experiences during the moments of 
discussion, are all made available to the participants online.

In addition to the course, the supplementary service offered to the participants 
is the personalised consultancy service—the help desk—which is structured in 

6 Topics were covered by the following teachers: Prof. Carmel Mary Coonan, Ca’ Foscari 
(topics 1, 2); Prof. Elisabetta Pavan, University of Padova (topic 1); Dr. Ada Bier and Dr. 
Elena Borsetto, Ca’ Foscari (topic 3); Prof. David John Newbold, Ca’ Foscari (topics 4, 5); 
Prof. Paola Corò, Ca’ Foscari (topic 6); Prof. Geraldine Ludbrook, Ca’ Foscari (topic 7); 
Prof. Caroline Clark, University of Padova (topic 8).
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several stages, to guarantee greater flexibility to those who benefit from it. Phase 
I consists of a one-to-one session (by appointment) between the participant and 
the tutor, to deal with the linguistic and teaching-methodological aspects on 
which the participant wants to receive support. Phase II is a class observation: 
upon agreement with the teacher, the tutor attends one or more lessons, possibly 
recording them (in audio format and/or videos) and makes notes of the aspects 
identified by the individual teacher, as well as any other relevant issues. Phase 
III takes place immediately after the observation when the tutor provides some 
brief feedback to the teacher on her first impressions of his/her teaching and 
the specific points which were observed. The final phase (IV) becomes ad hoc 
consultancy: during one or more appointments, the tutor and the teacher focus 
on those linguistic and teaching-methodological aspects that can be improved, 
as in the meantime the tutor will have listened to the recording of the lesson 
observed so as to be able to provide targeted suggestions.

In its initial format, Academic Lecturing consisted of nine weekly seminars of 
two and a half hours each, which represented an occasion for participants to meet 
and listen to a short presentation on a specific topic by a member of the organising 
team or a guest speaker. After each mini-lecture participants were encouraged to 
reflect and share with colleagues their impressions and experiences. This part 
of the seminars, called “workshop” has a more practical and empirical nature, 
because the reflection is usually supported by guided activities and by real life 
examples from teaching practice. The topics covered and the initial structure of 
the course are shown below (Figure 1).

Subsequently, in order to stimulate greater active involvement of the 
participants during the meetings, the format of the course was changed: the 
short presentations of the guest speakers were recorded and split into two parts, 
each of them lasting twelve minutes on average. The sixteen video-lessons were 
then uploaded on the online Moodle platform. The adoption of the  flipped mode 
(see Andujar 2020), allowed participants to watch the videos online in their own 
time before the meeting itself, and then move directly to the workshop and the 
discussion in the face-to-face part of the seminars. The switch to the blended 
format (Figure 2) was also made in light of suggestions received in earlier editions 
(for more on feedback, see section 3.2) by participants, who expressed interest 
in having an online video recording of the talks that they could watch at their 
own convenience. Another recommendation was to bring forward the lessons on 
ICT (which were moved from weeks 7 and 8 to weeks 3 and 6, see Figure 2) and 
use these tools more to increase opportunities for experimentation, which could 
then be implemented more easily in class. The reorganisation of the structure of 
the programme has transformed the course into a mix of three and a half hours 
of video-lessons online and twelve hours of “workshop” (eight weekly meetings 
of one and a half hours each), for a total of 15,5 hours.
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The first four editions of Academic Lecturing were organised in and at the 
request of individual Departments, and were conducted at the time of year 
when the training was felt to be most useful. Starting from the fifth edition, 
however, participation in the programme has been extended to teachers from 
all Departments. In the eight editions held to date, a total of 111 teachers have 
participated in the course (Table 1).

FiGuRe 1. Academic Lecturing in its first editions: traditional face-to-face format
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tAbLe 1. Editions of Academic Lecturing and number of participants

Edition Period Departments involved
Number of 
participants

Teaching staff 
in Department 

(Tot)7

%
of total

1 May-June 2016 Economics (DEC)* 17 115 14.8%

2
November 

2016-January 2017
Management (DMAN) 11 108 10.2%

3
November 

2016-January 2017
Philosophy and Cultural 

Heritage (DFBC)
7 93 7.5%

4 May-June 2017

Molecular Sciences and 
Nano-systems (DSMN)
Environmental Sciences, 
Informatics and Statistics 

(DAIS)

18
189

(60 DSMN;
129 DAIS)

9.5%

7 This total has been obtained by summing the number of Full Professors, Associate 
Professors, Researchers and Post-doc Research Fellows employed in the Departments 
involved (last update: 8 June 2020). Generally, all these categories of academic staff have 
teaching assignments, and therefore are considered as lecturers.

FiGuRe 2. Academic Lecturing current editions: blended format
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1 May-June 2016 Economics (DEC)* 17 115 14.8% 

                                                
7 This total has been obtained by summing the number of Full Professors, Associate 

Professors, Researchers and Post-doc Research Fellows employed in the Departments involved 
(last update: 8 June 2020). Generally, all these categories of academic staff have teaching 
assignments, and therefore are considered as lecturers. 
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Edition Period Departments involved
Number of 
participants

Teaching staff 
in Department 

(Tot)7

%
of total

5
October-December 

2017
All Departments** 24 819 2.9%

6 May-June 2018 All Departments 13 819 1.6%

7
October-December 

2018
All Departments 7 819 0.9%

8
September-

November 2019
All Departments 14 819 1.7%

  
Cumulative total 
number to date 

participants to date 
111   

*Acronyms in parentheses refer to the Italian names of the Departments: i.e., DEC stands for Dipartimento 
di Economia, DMAN for Dip.to di Management, DFBC for Dip.to di Filosofia e Beni Culturali, DSMN for 
Dip.to di Scienze Molecolari e Nanosistemi, DAIS for Dip.to di Scienze Ambientali Informatica e Statistica.

**There are eight Departments at Ca’ Foscari University of Venice. In addition to those already 
mentioned (DEC, DMAN, DFBC, DSMN, DAIS) are the Dept. of Humanities (DSU, Dip.to di Studi 
Umanistici), the Dept. of Asian and North African Studies (DSAAM, Dip.to di Studi sull’Asia e sull’Africa 
Mediterranea), and the Dept. of Linguistics and Comparative Cultural Studies (DSLCC, Dip.to di Studi 
Linguistici e Culturali Comparati).

3.2. The Participants: Their Feedback

To monitor the perceived quality of the service offered, a couple of months 
following the end of each edition a feedback questionnaire was sent out to all 
participants on each Academic Lecturing programme. The reason for letting some 
time pass before sending the form was motivated by the fact that we wanted 
participants to have enough time to reflect on their professional development, to 
put into practice what they had learned and to assess the impact (if any) that the 
experience may have had on their teaching practice.

The feedback questionnaire was created in Google Forms and was sent to all 
participants (N=111, see Table 1), 42 of whom filled it in. In addition to a few factual 
questions aimed at collecting information on participant profiles (e.g., age, gender, 
academic discipline taught, university teaching experience, EMI experience), the 
anonymous feedback questionnaire included both open and closed questions, of 
which the following are of particular interest in terms of describing the perceived 
quality of the professional development programme offered:

(1) Why did you decide to attend the Academic Lecturing course?
(2) Was the course successful in meeting your expectations?
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(3) Why was the course successful in meeting your expectations?
(4) Do you think that the course has had an impact on your teaching?

Open questions (i.e., questions 1 and 3) were submitted to qualitative content 
analysis: the most recurring themes mentioned by respondents in their short 
answers were isolated as main nodes and then the frequency with which they 
appeared in participants’ answers was reported in histograms (see Figures 
3 and 4). Data from closed yes/no questions (i.e., questions 2 and 4) was 
submitted to frequency count.

As for question (1), the majority of respondents (42 in total) stated that the 
main reason for attending the Academic Lecturing programme was to improve 
their teaching skills (24/42), the second most common reason being their desire 
to strengthen their competence in English (10/42) (Figure 3). These two reasons, 
which reveal respondents’ perceived need to improve both their teaching skills 
and their language proficiency, are in line with findings from previous studies 
(see Ball and Lindsay 2013; Bier 2020; Helm and Guarda 2015; Klaassen and De 
Graaff 2001; Pagèze and Lasagabaster 2017).
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For question (2), all respondents (42/42) answered in the affirmative, i.e., that 
Academic Lecturing was successful in meeting their expectations.
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As for question (3), half the respondents said that the main reason why their 
expectations had been met was the fact that they had received useful suggestions 
on the use of teaching tools previously unknown to them and which could be 
easily incorporated into their teaching practice (21/42). The next most cited 
reasons were that participation in Academic Lecturing provided an opportunity 
for teachers to reflect on their own teaching (15/42), as well as to exchange views 
and experiences with colleagues from different disciplinary fields (8/42) or an 
opportunity to explore innovative topics (14/42) (Figure 4).
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In question (4), all respondents but one (41/42) said that Academic Lecturing 

impacted on their teaching; the only negative answer was from someone who thought it 

was “too early to judge… this question should be asked at the end of the next semester. 

For now, I can say that the course contributed to building greater awareness of many 

aspects of teaching.”8 

A number of the responses to the open questions provided meaningful observations 

and reflections on teaching methodology issues; some confirmed that professional 

development in academia is fundamentally lacking, not only for EMI (see quotes 1 and 
                                                
8 This comment was originally written in Italian. The translation is the Authors’. 

In question (4), all respondents but one (41/42) said that Academic Lecturing 
impacted on their teaching; the only negative answer was from someone who 
thought it was “too early to judge… this question should be asked at the end 
of the next semester. For now, I can say that the course contributed to building 
greater awareness of many aspects of teaching.”8

A number of the responses to the open questions provided meaningful 
observations and reflections on teaching methodology issues; some confirmed 
that professional development in academia is fundamentally lacking, not only 
for EMI (see quotes 1 and 2), and showed that the Academic Lecturing experience 
was successful and was, in general, probably appreciated because it contributed 
to filling the ‘training gap’ perceived by participants in an engaging way (see 
quotes 1 and 3):

(quote 1) To me, the main contribution of the course was to “teach how to 
teach”, while also suggesting some innovative tools to achieve educational 

8 This comment was originally written in Italian. The translation is the Authors’.
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objectives. Which in Italy means breaking a taboo. From this (unexpected!) 
perspective, the course was really satisfactory.9

(quote 2) Because we are a generation of instructors and researchers who are 
finding ourselves (sic) to work and teach according (sic) different methods and 
with different teaching tools if compared to the one (sic) we have been taught 
with. […] We often do not have the passive knowledge or experience for that, 
although we are asked to work with ITS facilities (sic) all the time in academia 
[…] and that is exactly why I signed up for your class.10

(quote 3) There was a good blend of technical expertise (linguistic, organisational, 
related to IT) and fizzy (sic) atmosphere, meetings were never flat and not too 
demanding. Really, I found this was one of the few things that could be followed 
while lecturing and doing all the business as usual (still keeping some energy to 
remember and plan something).

Another interesting comment in relation to reasons for participating in the 
programme was expressed by one teacher who was motivated by the desire 
to experience the perspective of a student attending an EMI course; as such, 
Academic Lecturing was therefore seen as an opportunity to acquire greater 
awareness of the challenges faced by learners, and to find effective ways of 
addressing them (see quote 4):

(quote 4) [I decided to attend Academic Lecturing] [t]o gain an overview of the 
main difficulties that students face when attending classes and therefore find 
ways to address them. To be able to analyse the teaching and learning practice 
from a different point of view.

Linked with the issue of lack of professional development referred to above, the 
concept of apprenticeship of observation (Lortie 1975) also emerges in the answers 
reported. There is an explicit mention of the “passive knowledge” (quote 2) that a 
teacher should possess in order to be able to reproduce a teaching model; however, 
this knowledge is often missing, in EMI as well as in L1 teaching, because, first 
of all, there is a mismatch between the teaching style that was prevalent in the 
past—i.e., traditional, monologic—and the different approach that is felt as more 
appropriate nowadays—i.e., student-centred, more interactive—and, secondly, 
because systematic training and reflection on teaching is lacking. A slightly more 

9 Quotes 1 and 4 were originally written in Italian. The translation is the Authors’.
10 Quotes 2 and 3 are the respondents’ verbatim answers.
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implicit reference to this issue but with the same end-result—i.e., decision to 
participate in the programme—is also seen in quote 4, where the respondent 
declared she wished to experience the student perspective, and thus be exposed to 
and be able to reflect on (“analyse”) a teaching model that might be more effective 
in tackling learners’ problems and difficulties (see Klaassen 2008, 37-38).

4. Discussion

Drawing on investment theory (Darvin and Norton 2015) and on the ROAD-
MAPPING analytical framework (Dafouz and Smit 2016), Dafouz, in a recent 
paper, puts forward three suggestions for “transformative” teacher education 
(2018, 550) that should be taken on board when planning professional 
development programmes. In this section, the Academic Lecturing experience will 
be discussed from the perspective of those suggestions.

First of all, professional development programmes should strengthen 
lecturers’ language proficiency while at the same time “incorporating 
pedagogical strategies and reflective practice closely contingent on the specific 
Academic Disciplines they teach” (Dafouz 2018, 550). In this regard, pro-
active collaboration between teachers themselves and language experts ought 
to be encouraged (see Lyster 2017; Wingate 2018): the synergy between subject 
experts—here the participating teachers—and educational linguists—tutors—
stands at the core of Academic Lecturing, allowing the former to “recognise the 
linguistic nature of academic learning and teaching” (Purser 2011, 34) while also 
providing them with both useful teaching strategies and tools to adopt in their 
classes and occasions for reflection on their own practice (see Figure 4).

Expanding Dafouz’s suggestion, we believe that the incorporation...  
incorporation of pedagogical strategies and reflective practice, as referred to 
above, needs to also include training and reflection on the use of ICT tools for 
teaching and learning, which should be adopted according to their affordances 
(Gibson 1977, cited in Bates 2015, 266), that is the pedagogical characteristics 
that make them unique and “less easily replicated by other media” (Bates 2015, 
266). This implies, for example, that ‘transferring’ a two-hour monologic lecture 
in English online in the form of a recorded video-lesson on an LMS does not 
take into consideration the characteristics that make it pedagogically unique 
and fundamentally different from a traditional face-to-face monologic lecture 
in a physical classroom. One of the most important features that characterises 
Academic Lecturing is the systematic incorporation of ICT training throughout the 
programme, in both an explicit and an implicit way. This is done, first, as explicit 
instruction on how to use technologies to enhance active learning in EMI classes 
and, second, as implicit training linked with the experience of the programme 
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itself, which is organised and delivered capitalising on the use of ICT (see Figure 
2) as a means to offer participants the opportunity to gain the “passive knowledge” 
(quote 2) of a model so that they can reproduce it in their own courses. Reflection 
on the conscious use of ICT in teaching and learning calls for attention to identity 
issues as well—Dafouz’s next suggestion—as it aims to boost participating 
teachers’ confidence in the use of technologies while rejecting misleading myths, 
such as that of the ‘digital native’ (Prensky 2001) which may hinder, rather than 
help, both teaching and learning (Kirschner and De Bruyckere 2017).

As just mentioned, professional development programmes should take 
ideological forces and identity issues into account, and support university 
teachers “in reshaping their identities as users rather than as ‘perpetual’ learners 
of the foreign language” (Dafouz 2018, 550, emphasis in the original), and 
encouraging access to international academic lingua franca practices (Jenkins 
2014): Academic Lecturing takes these crucial matters into careful consideration, 
providing participants with occasions to reflect on both the meanings of English 
as a Lingua Franca (ELF) and being an ELF user, and the implications of teaching 
international and multicultural classes through the medium of ELF.

Third and last, professional development programmes should be “fully 
integrated in the institutional structure” (Dafouz 2018, 550), and thus capable 
of taking its specific contextual demands—linguistic, cultural, academic—
into account. As we have seen (see section 3.1), Academic Lecturing is not a 
‘fixed’ or static programme but has indeed evolved over the years: the main 
reason behind its evolution being to increasingly adapt the programme to 
fit with participants’ needs and expectations while at the same time being 
mindful of contextual demands and constraints. The results obtained so far 
from feedback questionnaires (see section 3.2), albeit partial inasmuch as they 
reflect the perceptions of just over a third of the full participant population 
(42 out of 111), seem to indicate that the training and support service offered 
within Academic Lecturing is regarded as effective in terms of both language 
and teaching methodology support. Nonetheless, despite these encouraging 
results, a rather important limitation needs to be acknowledged with reference 
to the participation rate: looking at the data in Table 1, it can be seen that 
the number of actual participants in each of the editions represents only a 
very small percentage of the number of potential attendees. Not only is this 
a limitation that should be taken into account, it is also a circumstance that 
stands in quite stark contrast to the high value given to the programme by 
those who took part in it. However, based on the many informal conversations 
we have had over the past four years with university teachers—both those who 
have attended Academic Lecturing and many who, as yet, have not—we can 
say with some confidence that one of the main reasons for low participation in 
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the programme is to be found in teachers’ difficulties in reconciling the many 
commitments that characterise their profession and thus make attendance on 
such courses difficult and irregular at best, impossible at worst (see quote 3). 
The lack of time to devote to professional development is an issue that has 
also been found in previous studies (see Airey 2011; Ball and Lindsay 2013; 
Borsetto 2018; Gundermann and Dubow 2018).

A possible further development of the Academic Lecturing model which 
takes teachers’ limited availability into account is shown in Figure 5, where 
an online-only format is shown.11 As can be seen, this format envisages an 
eleven-week programme, rather than the eight weeks of face-to-face and online 
content, in which all the activities are online via Moodle and can be accessed 
asynchronously. The individual support service offered by tutors as part of the 
help desk is the only synchronous activity, and it can be booked in advance and 
conducted through Google Meet or Zoom.

FiGuRe 5. Academic Lecturing in the future: online-only format
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should be analysed within the conceptual framework of complexity theory (Byrne and 

Callaghan 2014; De Bot and Larsen-Freeman 2011): it is a set of interrelated 

elements—the main ones being academic discipline, language of instruction, teaching 

11 This format has not been experimented with yet.
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During each week—with the exception of weeks 3, 6 and 9— online video-lessons 
are combined with an online forum, managed by the tutors, where both discussions 
on the week’s topics and hands-on activities are carried out, in preparation for the 
main, practical tasks. Weeks 3, 6 and 9 are dedicated to these tasks; for example, 
the preparation of a lesson plan in which short monologic teaching sessions are 
alternated with group- or pair work, or the elaboration of an assessment grid 
for oral examinations where both disciplinary content and academic language 
are considered. Finally, the end-of-course task requires participants to record a 
video-lesson where they try to put into practice all that has been learned during 
the programme (language, teaching methodology and use of ICT): the video-
lessons are then watched by all participants and their strengths and weaknesses 
commented on and discussed in the forum under the tutors’ guidance.

Tertiary education EMI today can be defined as an emergent phenomenon that 
should be analysed within the conceptual framework of complexity theory (Byrne 
and Callaghan 2014; De Bot and Larsen-Freeman 2011): it is a set of interrelated 
elements—the main ones being academic discipline, language of instruction, 
teaching methodology and ICT—in which, thanks precisely to the very relations 
between the elements, the whole is greater than the sum of its parts. By the same 
token, the emergent whole ceases to be if it is taken apart: in terms of teacher 
professional development, this concept implies that to provide effective training 
all the elements should be present and be dealt with in an integrated manner, 
each one in relation to the others and to the whole. As shown in the previous 
pages, the Academic Lecturing programme is a step in this direction. As for future 
research, it would be interesting to study the dynamic interplay between the 
elements mentioned above (i.e., academic discipline, language of instruction, 
teaching methodology and ICT) within the framework of the online-only format 
of the course and in participants’ everyday academic practice.

5. Conclusion

In Italy, the professional development of teachers is seldom offered at higher 
education level because it is generally perceived as a sensitive topic (Broggini and 
Costa 2017; Costa 2017). However, this contribution presents the experience 
of Academic Lecturing as an example of good practice to help lecturers adopt 
different teaching methodologies for coping with the higher linguistic and 
cognitive demands required in EMI programmes (see Airey 2011, 2012; Ball 
and Lindsey 2013; Bier 2020; Klaassen 2001, 2008; Vinke 1995). In fact, the 
disruption of traditional teaching approaches due to the EMI phenomenon has 
pointed out major problems and the need for innovation in higher education 
teaching, bringing new perspectives and challenges. Integrating the two main 
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dimensions of language and of teaching methodology with the systematic use 
of technologies may be a solution to benefit from the possibilities offered by 
EMI and, specifically, to bring about a transformation in teacher education. 
Moreover, the use of ICT has become crucial nowadays as the recent pandemic 
forcefully moved all teaching online. Therefore, teachers should be given 
support to deal with this change thanks to the help of language experts who 
can also assist them with the use of tools that can be integrated into a suitable 
methodology for online teaching, especially when the language of instruction 
is not the teacher’s L1.

In times of uncertainty, like those we are currently facing, it is important 
for higher education teachers involved in EMI to find renewed motivation by 
questioning their traditional lecturing habits, and to boost their confidence in 
their language and digital skills, provided they have the willingness to conceive 
of a more holistic teaching practice, and the capacity to adopt it.
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Abstract:

The implementation of a bilingual teaching program 
requires a series of actions concerning methodological 
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Superior de Ingeniería (School of Engineering, University 
of Cádiz, Spain) was approved by the Board of the 
School in 2014 with the aim of developing English-
Spanish CLIL-based bilingual curricula for the various 
Bachelor degrees offered. Amongst the measures taken 
to implement the program, teacher training has been 
a priority, with monitoring being an essential part. 
Monitoring sessions have now been carried out for more 
than six academic years and have a double objective: 
gathering the teachers’ perceptions and beliefs regarding 
their role as EMI teachers and providing them with 
feedback as to their practice through class observation 
in order to fine-tune future language development 
and methodology programs. The goal of this paper is 
to show that monitoring sessions may serve as a valid 
tool for assessing the impact of in-service training on 
bilingual teaching. The results show that teachers have 
experienced remarkable progress by incorporating 
language awareness into their practice as EMI teachers, 
thus contributing to improve the language level of both 
their students and themselves, and by applying specific 
didactic strategies to make the learning process more 
dynamic, participatory, stimulating and creative.
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1. Introduction

Teacher training and education has been a difficult issue since the introduction 
of internationalization policies in higher education institutions all over the 
world due to English gaining a prominent role as a vehicular language. In the 
European context, many state-run CLIL-based bilingual teaching programs have 
been launched at primary and secondary levels (Alonso et al. 2008; Czura et 
al. 2009; Lorenzo et al. 2009; Cabezas Cabello 2010; Fernández and Halbach 
2011; Durán-Martínez and Beltrán-Llavador 2016; Pérez Cañado 2016) 
that provide an institutional framework in which the different stakeholders 
contribute to creating a favourable context for teachers and students, especially 
with respect to collaboration between foreign language- and content teachers 
(Contero 2018). Within the Andalusian Autonomous Community in Spain, 
the Educational Authorities launched the Andalusian Plan for the Promotion of 
Plurilingualism (Lorenzo et al. 2009; Cabezas Cabello 2010; Pavón 2010; Pérez-
Cañado 2016) in 2005 with the aim of providing primary and secondary schools 
with the necessary institutional support to implement bilingual and plurilingual 
programs. In contrast, with little institutional support (Ramos-García 2013; 
Julián-de-Vega and Ávila-López 2018; Ramos-García and Pavón 2018), a number 
of universities in Spain have been timidly implementing bilingual and plurilingual 
programs based mainly on offering teaching staff language courses and bilingual 
methodology workshops adapted to each particular context in a similar fashion 
to non-tertiary education bilingual programs. At the University of Cádiz (UCA), 
Andalusia, Spain, three Faculties have been implementing their own bilingual 
teaching programs over the last decade: The Faculty of Education, the Faculty 
of Economics and Business Administration, and the School of Engineering 
(Rubio-Cuenca 2019). Needless to say, the implementation of these bilingual 
teaching programs is being carried out by taking a series of actions related to 
methodological training and language support for both teachers and students.

The Board of the School of Engineering approved The Bilingual Education 
Program (BEP) in 2014 with the aim of developing English-Spanish bilingual 
curricula for the various Bachelor degrees offered. The BEP envisaged different 
bilingual teaching modalities that followed the recommendations on key 
competences of the European Commission for Education (Fox et al. 2017; 
European Union 2018; European Union 2019) together with the guidelines for 
the implementation of the Andalusian Plurilingual Plan.

Amongst the measures taken to implement the program, teacher training has 
been a priority, with monitoring -a series of actions designed to track and support 
EMI teaching practice- being an essential part. Monitoring sessions have been 
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designed with a double objective: gathering teachers’ perceptions and beliefs 
regarding their role as CLIL-based EMI teachers and providing feedback as to their 
practice in order to fine-tune future language development- and methodology 
teacher training programs. EMI teachers’ beliefs regarding their practice in higher 
education institutions has been the focus of considerable research in the last 
decade, with results highlighting aspects such as teachers feeling that content 
should be prioritised over language (Airey 2012), the need for scaffolding both 
teachers’ and students’ language level proficiency—enhancing oral communication 
skills—, an emphasis on teaching key vocabulary, the management of academic 
discourse, and the collaboration between content and language teachers (Pavón 
and Rubio 2010; Pérez-Cañado 2014; Aguilar 2017; Sánchez-Pérez and Salaberri 
2017; Rubio-Cuenca and Moore 2018; Contero 2020; Doiz et al. 2020; Llinares 
and Mendikoetxea 2020; Rubio-Alcalá and Mallorquín 2020). All of these, and 
certain other relevant issues, have been taken into account in the different studies 
to draw the appropriate profile of university EMI practitioners, by exploring their 
needs and proposing specific pedagogical and language competences in order to 
design and frame quality teacher training and development programs. The goal of 
this paper is to show that monitoring sessions can serve as a catalyst to assessing 
the impact of teachers’ training to equip them for the bilingual classroom. The 
results show that teachers have made remarkable progress in their training as EMI 
practitioners through incorporating language awareness into their practice, thus 
contributing to improving both their and their students’ language level and by 
applying specific teaching-learning strategies to make the learning process more 
dynamic, participatory, stimulating and creative.

2. Context of the Study, Methodology and Participants

2.2. The Context

The context of this experience is the Bilingual Education Programme (BEP) 
(Rubio-Cuenca and Domínguez 2016) at the School of Engineering (UCA), 
initiated in 2012 with the general aim of improving language skills of students 
working in Spanish and English. Following the general guidelines of the UCA’s 
Documento de Politica Lingüística (Language Policy Document) published in the 
Boletín Oficial de la Universidad de Cádiz (BOUCA) in 2014, and from experience 
gained at the School of Education, the School of Engineering approved the Líneas 
Directrices del Programa de Enseñanza Bi/Plurilingüe (Guidelines for Structuring a 
Bilingual/Pluringual Education Programme) (Rubio-Cuenca 2014).

In 2018, the UCA issued the Plan de Impulso de la Oferta Académica 
en Lenguas Extranjeras de la Universidad de Cádiz (Program for the Support 
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of Foreign Language Lecturing at the University of Cádiz), (2018-2022) 
(henceforth, PIOLE) (BOUCA, 2018) with the aim of providing support and 
recognition in the form of a reduction in the teaching workload to teaching 
staff who offered their courses in a foreign language. Moreover, the PIOLE 
provided support for students through the provision of conversation sessions 
with language assistants. As coordinators of the Bilingual Education Program at 
the School of Engineering, we soon realized that the so-called Impulso (‘boost’) 
was addressed not only to staff teaching non-linguistic courses through a 
foreign language, but also to foreign language teachers, with no clear ‘boost’ to 
bilingual teaching programs.

By the time the PIOLE was issued, the School of Engineering had been 
providing this kind of support for teachers for more than six academic years. In 
addition, engineering students started receiving conversation practice in 2015-
16 through the support of Erasmus placement students. The PIOLE did not 
therefore add anything new to our program, apart from offering internships for 
language assistants. In contrast, the PIOLE triggered a race for participation from 
teaching staff and departments who until that moment had not been involved 
in bilingual teaching at all, just for the sake of gaining specific recognition of 
their teaching by the institution, which would grant them a reduction in their 
workload, as stated in the PIOLE. So those Faculties and Schools that had been 
implementing their own bilingual programs until that moment had to start 
competing for support from the institution with the new comers to the new 
arena, with the contradictory results that many of the EMI teachers at the School 
of Engineering could not gain and still have not gained institutional recognition. 
In spite of the lack of institutional recognition, the BEP has been offering both 
academic English courses—provided by the Centre of Languages—and teaching 
methodology workshops led by outstanding CLIL experts for eight academic 
years to date. In parallel to such courses and workshops, we have been carrying 
out a monitoring plan with the main aim of tracking the implementation and 
development of the teaching activity of the BEP.

After years of planning and preparation through the BEP with specific 
courses taught through English, in 2019-20 we offered the English-Spanish 
Bilingual Degree in Computer Science as a pilot experience, the first engineering 
bilingual degree at the UCA (Rubio-Cuenca 2019). With this important 
milestone, the coordinating team of the BEP together with the Board of the 
School of Engineering consider that the BEP is contributing to further the 
internationalization of the School and the UCA by increasing the international 
mobility of both outgoing and incoming students and teachers; by providing 
language learning continuity for new students, who increasingly come from 
bilingual secondary schools and, not least, in terms of the general requirement 
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for students to achieve a minimum level of English (accredited by the CEFR) in 
order to graduate (Rubio-Cuenca and Moore 2018).

2.2. Methodology

As already mentioned, monitoring the teaching activity of our EMI teachers 
has been a mainstay in the development of the BEP for six academic years. 
The main goal of this study was to track the impact of the actions taken in 
the different phases of the implementation of the BEP and the adaptation of 
teaching practices to the new teaching paradigm. The monitoring carried out 
involved actions on behalf of all the different stakeholders in the program: regular 
meetings with mentors (Rubio-Cuenca 2014, Rubio-Cuenca and Domínguez 
2016, Rubio-Cuenca 2019) and individual teachers, annual reports based on 
the teachers’ dossiers (folders with documents and information based on their 
teaching practice), student surveys, teacher interviews led by language assistants, 
presentations or simulations, and class observation.

Monitoring consists of two sessions. In the first session (hereafter, MS1), 
teachers are interviewed by one of the language assistants. Together with 
a language biography questionnaire administered previously, the interview 
collected objective data regarding the specific context of their teaching. The main 
body of the interview prompted teachers to express their opinions concerning the 
pros and cons of their practice as EMI teachers, the attitude and motivation of 
their students with regard to the fact of being taught through English, strategies 
and activities, scaffolding and assessment. The second session (hereafter, MS2) 
consists of either a lesson plan and/or a classroom observation session.

As mentioned above, the first monitoring session consists of an individual 
interview with the language assistant and it is divided into two parts. The aim 
of the first part of the interview was to gather quantitative information about 
the participation of the teacher in the program: names and numbers of courses 
taught, percentage of the course(s) taught in English, language(s) used for oral 
communication, shared course planning and level of English. The second part 
of the interview consisted of up to fifteen questions regarding their practice 
as CLIL-based EMI teachers. For organizational purposes, we have divided 
the contents of this part of the interview into four thematic blocks: General 
impression of teaching practice, students, activities, and tracking of the 
teaching-learning process. Additionally, participants were asked to summarize 
their experience and expectations as regards implementing their courses in 
English in the future. In this paper, we are only able to present the results of 
the first monitoring session due to limitations of space.
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Monitoring sessions have been carried out in five academic years between 
2014-15 and 2019-20, excluding 2017-18 due to unexpected issues external to 
our program. This study has been designed as a mixed methods research by which 
we combine qualitative and quantitative data in order to minimize the weaknesses 
and to maximize the strengths of the study. As for validation, we have used part 
of the results of a study on teachers’ attitudes to language and bilingual learning 
based on a survey and on a follow-up discussion with some of our participants 
conducted, respectively, in 2015 and 2017 (Rubio-Cuenca and Moore 2018).

2.3. The participants

Up to eighty teachers have joined our program since 2012. As participation 
has always been on a voluntary basis, we have been advising teachers to join 
the BEP at their own pace, taking into account their command of English, the 
extra time required for planning activities and adapting teaching materials, 
which part of the course they are implementing in English, etc. In general 
terms, the actions undertaken in our program include teacher training courses 
and workshops, work seminars, meetings with mentoring teachers, meeting 
with coordinators of the programs, monitoring and lesson implementation. As 
for monitoring, thirty-eight teachers have taken part in five academic years, as 
shown in Table 1 below.

As explained above, in 2017-18 we could not do any MS1 interviews, just 
three class observation sessions but with fragmentary information. As for the 
period 2018-20, it gathers the data for two academic years partly due to the fact 
that we devoted the autumn term of 2019-20 to MS2 and partly to the fact that 
all on-site academic activities were interrupted by mid-March 2020 due to the 
pandemic lockdown in Spain. Therefore, for MS1 we will only be considering 
the 2018-19 academic year, as the data gathered from the interviews belong to 
this academic year. Therefore, the results for MS1 and MS2 should be valid for 
this two-year period.

tAbLe 1. Participants in MS per academic year

Academic Year MS1 MS2

2014-15 17 0

2015-16 10 11

2016-17 18 6

2017-18 0 3

2018-19 17 5

2019-20 0 4
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The School of Engineering currently offers ten Bachelor’s Degree programs, 
including three Double Degrees and six Master’s Degree programs. Most 
of the participants in the BEP are Computer Engineering teachers and have 
been involved in the BEP since its inception, their average level of English is 
B2+ and they have participated over several years in various in-service CLIL-
oriented teacher training programs. This is the main reason why in 2016-
17 our School of Engineering was equipped to start offering two bilingual 
English-Spanish specialized modules in both the 3rd and 4th year of the Degree 
in Computer Engineering. As initially planned (Rubio-Cuenca 2014), the 
Bilingual Technologies modules would act as a pilot to inform planning for 
the implementation of the full bilingual curriculum of the Degree in Computer 
Science, which was finally offered in 2019-20. Moreover, in 2017-18 we 
started a Master’s Degree in Computer Security with three of the modules 
offered completely in English. As a result, twenty-one (55.2%) participants 
in the monitoring sessions belong to the Computer Science Department. The 
remaining seventeen participants belong to a variety of areas and university 
departments, such as Aerospace Engineering, Mechanical, Electronics and 
Electricity, and Design Engineering.

3. Results and Discussion

In this section, we will be making an analysis of the quantitative and qualitative 
results of our study based on the first monitoring session. As stated above, we 
will be contrasting our results with our 2018 study (Rubio-Cuenca and Moore 
2018) where participants were invited to give their opinions on language learning 
and bilingual teaching and learning. All twenty-six participants in that study 
were also involved in the present study.

3.1. Monitoring Session 1 (MS1). Quantitative Analysis

In this section, we analyse quantitative data regarding the participants’ degree 
of involvement with the bilingual program: number of courses implemented in 
English, number of sessions in English, the use of English for oral communication, 
sharing the teaching of subjects with other colleagues, and collaborative planning 
(Table 2, Figure 1). We also show the participants’ CEFR level of English (Table 3, 
Figure 2) at the time of the interviews.
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tAbLe 2. Results of interview with BEP teachers

Number of participants per academic year Cumulative

Participants’ Involvement 2014-15 2015-16 2016-17 2018-201 2014-20

Participants interviewed 17 10 18 17 622

Courses in English 16 12 24 21 73

Sessions in English (%) 23.1 33.4 18.9 33.7 27.3

English for oral 
communication used by 
the participant/teacher

5 7 12.5 7.5 32

Sharing subjects 0 8 8 12 28

Activities of course 
partners in English when 
sharing subjects

0 4 4 6 14

Collaborative course/
lesson planning

0 6 5 8 19

The furthest column on the right in Table 2 shows the overall results for the 
whole six-year period. The results for the sessions in English are not summative 
but in percentage terms. In cases where a teacher taught more than one course 
in English, this percentage is the result of the average percentage of all the 
courses taught by that teacher. Due to lack of space in this paper, the results 
for each individual participant are not shown. The item in the questionnaire 
“English for oral communication” had three options: “English/Spanish/English-
Spanish” and a high percentage of teachers responded that they alternated 
English with Spanish, e.g., in 2018-20 nine (52.9%) participants alternating 
between languages (data not shown). Perhaps surprisingly, in previous 
academic years there were fewer participants alternating English with Spanish 
(only overall results are provided here, see Table 2). However, it is true that the 
number of those implementing their activities fully in English was lower than 
those alternating English and Spanish across the 2014-2020 period, except for 
the year 2016-17 when ten participants (55.5%) used only English to impart 
their course, five alternated between English and Spanish, and only three used 
Spanish as the only language for oral communication (data not shown). This 

1 As expressed above, the MS1 results belong to the 2018-19 period as no interviews were 
carried out in 2019-2020, partly because all on-site academic activities were interrupted 
in March 2020 due to the pandemic lockdown in Spain.

2 This is not the real number of participants as about half of the respondents repeated 
the interview in different academic years. The total number of participants is thirty-eight 
across the 2014-2020 period, as specified above.
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increase in English as the only language for oral communication may have been 
caused by the introduction of the Bilingual Technologies module in that year. 

FiGuRe 1. Participants’ involvement in BEP

On the other hand, in the 2018-20 period there was a reduction in the 
number of teachers preferring to give English-only lessons even though most 
of the participants were the same as in the previous academic year. The reason 
for this reduction may be that most of the interviews were conducted in 2018, 
following our two-year study on teachers’ attitudes. By then, most of the teachers 
were becoming more language-aware and were, therefore, more inclined to use 
Spanish not as a recourse (Doiz and Lasagabaster 2017; Storch and Wigglesworth 
2003) but as a resource (i.e., explicitly focusing on both languages) (Rubio-
Cuenca and Moore 2018:98-99). This is supported by the considerable increase 
in the percentage of sessions (33.7%) and number of courses (21) implemented 
in English as compared to previous years (see Figure 1). For example, in 2015-16 
participants offered only twelve courses in English, nearly half what was offered 
in the 2018-20 period. The table and the bar graph also illustrate an exponential 
increase in the number of teachers involved in collaborative planning and sharing 
teaching of courses with colleagues. Unfortunately, we do not have this data for 
2014-15, as in that academic year the interviews were more informal and sharing 
and collaboration with other teachers had not entered the equation yet.

Regarding the participants’ command of English (see Table 3 and Figure 2 
below), as already reflected in our 2018 study (Rubio-Cuenca and Moore 2108: 
92-93), there was considerable heterogeneity. Across the whole 2014-20 period 
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there was a spread of levels from B1 to C1 in 2016-17 and 2018-20, and from 
B1+ to C1 in the two earlier years. We should point out the fact that the study 
was done on a voluntary basis and part of the teaching staff participating in the 
BEP were not monitored even though some declared they had a B2+ or higher 
level in English in their language biographies. It is also true that some of the 
participants with a B2+ or C1 level who did the interview in 2014-15 declined 
to do it again in successive years, maybe because they felt more confident with 
their level of English than the rest of participants. The year with the lowest 
participation was 2015-16—only ten. That may be the reason why we had no C1 
or higher-level participants and the B2 (+) participants decreased by half.

tAbLe 3. English levels of participants

ENGLISH LEVEL 2014-15 2015-16 2016-17 2018-20 2014-20

English A2 0 2 0 0 2

English B1 0 0 6 7 13

English B1+ 5 4 7 1 17

English B2 4 2 1 4 11

English B2+ 4 2 3 3 12

English C1 4 0 1 2 7
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3.2. Monitoring Session 1 (MS1). Qualitative Analysis

The main body of the interview was a qualitative analysis to check the development 
of the teaching practice of participants as EMI teachers. We divided the interview 
into the following thematic blocks:

• General impression of teaching practice: strong vs weak points.
• Students: main goal, learning through English, motivation, oral interaction.
• Activities: types of activities, successful activities, activity planning and  

implementation.
• Tracking the teaching-learning process: scaffolding, feedback, assessment.

In the following sections, we will be analyzing participants’ responses to the 
questions in each block.

3.2.1. General impression of teaching practice: Strong vs weak points

The aim of this thematic block was twofold. On the one hand, we wanted to 
know what participants enjoyed most in their teaching practice (i.e., strong 
points). On the other, we asked them to state the drawbacks or weak points of 
their practice, regardless of whether these were influenced by internal factors 
(i.e., being outside their comfort zone, their insecurities regarding their level of 
English, etc.) or external factors (i.e., the attitude of students and their level of 
English, the presence of international students, collaboration with other teachers, 
the support of the institution, etc.).

Regarding the strong points and what they most enjoyed as EMI practitioners, 
in 2014-15—the first time we did the interviews– seven participants (41% of 
total participants) highlighted the positive attitude of students towards the new 
way of perceiving their learning. However, only five (29.4%) said they were using 
English as the language of oral communication in their lessons (see Table 2). In 
2015-16, eight participants (80%) expressed their satisfaction with their practice, 
and there was a significant increase in the percentage of those using English 
for oral communication in their lessons (33.4%) as compared to the previous 
academic year (29.4%). In this round of interviews, most participants expressed 
their satisfaction with the new approach and the positive changes experienced 
in their teaching practice, and this time they focused on their training to become 
EMI practitioners: “The CLIL method is very attractive for me. I can make my 
classes more dynamic and my students more involved. CLIL method gives me an 
opportunity to enrich my classes.” (T9, 2015-16).



Francisco Rubio-Cuenca & María Dolores Perea-Barberá142

Alicante Journal of English Studies, Issue 34, 2021, pages 131-157

In 2016-17 only five participants (27.7%) expressed their satisfaction with 
their teaching practice, again focusing on their training. This may be explained 
by the fact that quite a few teachers joined the BEP for the first time in this 
academic year, most from a variety of engineering and scientific areas and having 
no practical experience with the new methodological approach.

Finally, in 2018-20 most participants had been in the program for up to six 
academic years and half of them expressed their general satisfaction, returning 
to focus on the students’ positive attitudes and the way they felt their students 
were improving their English while completely following the contents of the 
lesson: “The best thing about CLIL teaching is that the students can improve 
their English as they learn the contents of the subject. I have realised that the 
students’ attitudes improve in the learning process and after noticing how much 
they have learned by the end of the course” (T5, 2018-20).

All in all, twenty-nine participants (46.7%) in the whole period under 
analysis talked about the strong or positive points of their teaching practice, 
while forty-three (69.3%) focused on the drawbacks or weak points of their 
experience rather than on the positive ones. The uncertainties and insecurities 
of teachers involved in bilingual teaching programs have been explored at length 
in recent research (Pavón and Rubio 2010; Doiz et al. 2011; Johnson 2012; 
Rubio-Cuenca 2012; Contero 2020; Doiz et al.2020). For example, in the study 
conducted by Doiz et al. (2020: 157-158) at two Spanish universities, most 
participants stated that teaching in a foreign language reduced the range of the 
vocabulary they used significantly, thus conditioning the degree of detail given 
in their explanations. They also found the pronunciation of technical vocabulary 
particularly challenging and felt that their communication skills were reduced. 
The ability to improvise and express themselves spontaneously was also negatively 
affected. Most of these studies propose plans for improvement, for changing 
teacher’s beliefs and their image of themselves as a teaching practitioner in 
order to mitigate their insecurities when confronted with planning and teaching 
through a foreign language.

In 2014-15, the students’ low level of English, particularly on some industrial 
engineering degrees (T4, T24), their lack of interest in learning through English, 
their lack of specific vocabulary, together with their lack of effort and motivation 
stood out as the main drawbacks for participants. Very cognitively demanding 
content makes subject matter hard for students even in their mother tongue.

As for their perceived level of English, the main drawback was with oral 
communication, speaking and understanding in English. Some teachers 
complained that they did not notice any progress in the students’ level because 
of the reduced number of activities they used and the lack of time and continuity 
of the sessions in English (T9, T33). Moreover, some of the teachers felt very 
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insecure with their oral English. Coping with lessons with large numbers of the 
students was another issue as it was hard for them to control small groups, and 
because of the disparity in the language level of their students, also mentioned 
in 2015-16 (T26, T27).

In 2016-17 the main drawbacks revolved around the insecurities of teachers 
with their own level of English, maybe because after a few years in the program, 
they are more language-aware and can detect their own strengths and weaknesses 
more easily. That is why some of them kept postponing the use of English for 
oral communication in the class or even refused to start implementing activities 
in English. Another drawback related to the students’ insecurities about or even 
rejection of speaking in English: “I try to speak in English while discussing some 
concept. Nevertheless, some of the students were not content with that situation 
and complained about it” (T17, 2016-17). Finally, one of the participants 
expressed his concern about the difficulty they had “to create an environment in 
which both students and teacher would feel comfortable. (T16, 2016-17).

In the period 2018-20 we had seventeen participants who showed themselves 
to be really involved in the program and their opinions were more based on their 
practice as EMI teachers than in previous years. Moreover, some framed their 
comments with key concepts normally used by language specialists. They based 
their complaints on the extra time they needed to prepare and implement the 
activities, as students struggled a lot with understanding complex concepts, which 
made lessons advance at a slower pace than if they were in Spanish. However, 
the percentage of sessions implemented in English (33.7%) was significantly 
higher compared with previous years. Again, some of the participants described 
their insecurities with their own level of English and the lack of institutional 
recognition of them as bilingual teachers. In this same line, Contero (2020: 
260-261) analysed the reasons for teachers’ refusal to participate in a bilingual 
teaching program, and found them to include the extra time and effort for lesson 
planning, the slow pace of lessons, the lack of response or commitment of the 
students and the need for institutional support.

3.2.2. Students: Main goal, learning through English, motivation, oral interaction.

CLIL-based English-Medium Instruction requires a pedagogical shift from 
a lecturer-centred to a student-centred methodology. The general goal of any 
bilingual teaching program regarding students should be improving their 
command of the vehicular foreign language both conversationally (i.e., Basic 
Interpersonal Communication Skills or BICS, Cummins 2008) and academically 
(i.e., Cognitive Academic Language Proficiency or CALP, Cummins 2008) in 
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order to harness their potential as prospective engineers, mathematicians, 
architects, etc. Internationalization seems to be the general driver of 21st century 
higher education institutions, with students at the epicentre of this pedagogical 
revolution. In this line, we wanted our participants to tell us how they felt they 
could motivate their students to enhance oral interaction, and to make them 
aware of the relevance of communicating in English using the vocabulary of the 
different academic disciplines.

First, we asked participants whether they had a main goal for their lessons. 
In 2015-16, nine participants (90%) admitted that improving oral interaction 
and communication was their main goal for their students as EMI teachers, but 
highlighted the importance of reading specialized papers and enriching their 
vocabulary.

In 2016-17 only three participants (16.6%) gave a detailed description of their 
goals concerning students, focusing on both the improvement of the students’ 
English—i.e., the acquisition of specific vocabulary—and understanding the 
subject matter at a reasonable pace, with the priority being the latter.

My main goal while teaching in English remains the same as in the case of 
teaching in Spanish. I want my students to understand the content of the 
subject. To learn, to study the content. However, I also want my students to 
interact with me and between them [sic] in English. It is important to make 
students participate no matter the level of English they have. They should try to 
get better and better (T3, 2016-17).

In 2018-20, six participants (35.2%) pinpointed content acquisition and key 
vocabulary as their main goal. Moreover, after at least four years in the BEP, the 
teachers interviewed also tried to frame their goal within the larger academic and 
professional context: “The main goal for me as a CLIL teacher is that my students 
should learn to read academic articles in English and that the use of English 
would become a natural part of the subject and a completely normal element in 
the students’ lives. The world of engineering demands the daily use of English” 
(T16, 2018-20).

Another question was how they considered students could learn better through 
English. In 2014-15, six participants focused on the need for improvements in 
students’ language skills. Five of them acknowledged that they dedicated more 
time to listening and speaking than the other skills, though reading and writing 
were also taken into account.

In 2015-16, all the participants recognised the importance of English for 
their students and how they tried hard to make students aware of this fact. They 
also agreed that the CLIL approach provided them with the necessary tools to 
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give their students support and scaffolding throughout their learning process, 
and that alternating between English and Spanish should be a natural way of 
communicating in the bilingual class (T3, 2015-16). In 2016-17, one participant 
expressed his concern with improving his students’ reading and writing skills, 
while also recognising that oral interaction was essential (T7, 2016-17).

Finally, in the period 2018-20, three participants commented on the 
importance of English for their students’ career prospects, their motivation for 
learning through an international language and the fact that having international 
(i.e., Erasmus) students in their classes with hardly any knowledge of Spanish 
encouraged them to include more activities in English and use English more 
frequently for oral communication (T14, T19, T30).

Encouraging oral interaction between students and the teacher and between 
students themselves both during and outside of lessons was another topic of 
the interview. Most participants agreed that they did their best to encourage oral 
communication in and outside the classroom, except in 2014-15 when very few 
participants were actually doing activities in English, and Spanish was frequently 
used as the language of oral communication in the class.

Discussion and debate in small groups was a strategy that participants had 
started to use in 2018-20. All in all, once they gained some experience and got 
more confident about their training as CLIL teachers, participants reported they 
were trying to find new strategies and techniques for encouraging oral interaction 
in the class. For example, telling the students that communication is not a matter 
of correction (T8, 2016-17).

Motivating students has been one of the key factors in support of the 
implementation of bilingual teaching programs as opposed to traditional EFL 
courses (Lasagabaster 2011; Doiz et al. 2014; Turhan and Kirgöz 2018). In our 
monitoring session, participants had to talk about techniques and strategies 
(Dörnyei 2001) they used or would like to use in their lessons to motivate their 
students to learn through English. They used strategies such as grading activities, 
games, videos, mixing different types of activities and telling students about their 
professional experience with English. Job-hunting by collaboratively building 
their CVs, attending talks by international experts, real-life simulations and using 
humour are other ways of motivating students that were mentioned: “I compare 
the School of Engineering with a company. I know that to motivate my students 
(i.e., the workers) I need to motivate them continually” (T20).

All these opinions come to reinforce the teachers’ 2018 position as language 
facilitators (Rubio-Cuenca 2018: 94). They all agreed that they should scaffold 
their students’ subject specific discourse in the foreign language, basically 
focusing on the acquisition of technical vocabulary but also helping them with 
oral communication. The teachers’ perceptions were obviously influenced by 
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their training in bilingual teaching methodology. However, we must admit that 
some teachers are implementing their courses fully in English with no CLIL-
based training and providing no language scaffolding to their students. In spite 
of that, they argue that they are succeeding in their teaching without paying any 
particular attention to language issues. In line with this, Aguilar (2017: 7-9) 
found that most of the engineering teachers participating in her study gave a clear 
preference to content over language, they were more for conventional EMI than 
CLIL-based EMI strictly speaking as they refused to give corrective feedback on 
language issues or assess their students’ English, mostly because they themselves 
felt insecure about their proficiency in the foreign language. Some agreed that 
paying specially attention to key technical vocabulary placed their focus halfway 
between CLIL and EMI.

3.2.3. Activities: types of activities, successful activities, planning and  
implementation

In the academic year 2014-15 all the participants gave a detailed description of 
the different activities they used to make lessons more dynamic, with different 
ways of grouping students (individual, pairs, small groups). However, in the 
following years participants tended to provide very general statements and rather 
than describing specific activities they talked about the types of activities in very 
general terms: pair work, group work, active learning, peer feedback, cooperative 
work, listening, reading writing activities, projects, etc. One of the participants in 
2018-20 declared that, though not consciously, she planned her activities using 
CLIL teaching techniques (T20, 2018-20).

Table 4 provides data on the number and variety of activities the participants 
reported to have been implementing in their lessons.

From the data in Table 4, looking at whole 2014-20 period it is clear that 
presentations—by both teachers (N=14) and students (N=16)— along with 
video-based activities (N=15) and direct questions (N=13) were the activities 
favoured by participants. As for teacher presentations, participants explained 
that they tried to make them dynamic using a variety of activities and scaffolding 
strategies (e.g., uploading the presentation to the course’s virtual platform, 
backing up the presentation with a list of key terms, etc.) with the aim of activating 
prior knowledge of the topic and guiding understanding (Dale and Tanner 2015). 
On the other hand, most of the teachers had student presentations as one of the 
central activities in their lessons, as they considered student presentations to be 
a complex activity, cognitively demanding and integrating language skills.
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tAbLe 4. Types of activities

ACTIVITIES
2014-15
(N=17)

2015-16
(N=10)

2016-17
(N=18)

2018-20
(N=17)

2014-20
(N=62)

teacher presentation 7 0 4 3 14

student presentation 7 4 2 3 16

video-based activities 8 1 3 3 15

group discussion 2 0 1 3 6

group problem solving 3 0 0 0 3

class debate 3 2 1 2 8

direct questions 6 2 3 2 13

true/false questions 2 0 0 0 2

questionnaires, tests 0 2 0 1 3

brainstorming 2 0 0 0 2

vocabulary 2 0 0 5 7

paragraph matching 1 0 0 0 1

gap-filling 0 1 0 1 2
pronunciation and 
spelling 4 0 1 1 6

summaries 2 0 0 0 2

translation 0 0 0 2 2

web search 2 0 0 0 2

reading activities 0 1 2 1 4

writing activities 0 0 3 3 6

games 3 0 0 4 7

simulations 0 0 0 3 3

interviews 0 0 0 1 1

forums 2 0 0 0 2

TOTAL 56 13 20 38 127

Short thematic videos were quite useful resources according to participants. 
Moreover, multimedia resources with powerful visual support were considered 
to be generally successful when used properly. Participants normally used direct 
questions, subtitles, follow-up pair or group work and discussion.
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Asking questions in any format comes naturally in educational contexts and 
our participants used questions to reinforce or check understanding (i.e., for 
assessment) but also for triggering web searches on the topic or for guiding or 
scaffolding students towards a fruitful outcome when engaged in more complex 
activities such as group discussion or class debates. As such, we agree with 
Sánchez-García that asking questions is a powerful strategy to enhance both 
teaching and learning processes (Sánchez-García 2018:106). In the same way 
as direct questions, activities that directly or indirectly focus on reinforcing key 
terms and specialized vocabulary have become almost an obsession for EMI 
practitioners, as they are aware that key terms convey essential subject-matter 
concepts. Moreover, many participants thought that reading articles in journals 
or set books and writing essays or summaries, in English, equipped their students 
with the necessary skills to become good communicators in their professions (T7, 
T16, T21, T23, T29). We would like to point out that in 2018-20 some teachers 
were already implementing, or directing their planning towards, more complex 
activities, such as serious games (N=4) and real-life simulations (N=3).

Finally, when talking about planning, we asked participants whether they 
had any language goals, that is, whether they included key terms, discourse 
functions or any specific language skills. In 2014-15 and again in 2018-20, only 
one participant (T5 in both cases) stated that she planned activities trying to 
integrate all four skills, as in her opinion, as a CLIL teacher she should help 
students gain command of the English language. This holistic approach to 
language issues is quite unusual for a non-language specialist, showing that a 
teacher should always be language aware when she plans or designs her courses. 
Eight participants openly declared that they had no language goals when planning 
activities. However, from the information gathered about the types of activities 
(see Table 4), language goals were likely intuitively in their minds.

3.2.4. Tracking the teaching-learning process: scaffolding, feedback, assessment

Scaffolding, feedback and assessment are three recurrent topics for in-service 
training teachers. This is the fourth thematic block of MS1. Very few participants 
gave their opinions on these topics for several reasons: maybe because they did 
not quite grasp the concept, as in the case of scaffolding as applied to bilingual 
teaching; or because they could not devote time to answering or simply did 
not know how to do it, as in the case of feedback; or even because some topics 
may be considered difficult in English-medium higher education, as in the 
case of assessment in English (Wilkinson and Zegers 2006), mainly due to 
uncertainties and fears caused by the language barrier (Rubio-Cuenca 2012; 
Reierstam and Sylvén 2019).
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Regarding scaffolding, providing videos with subtitles or with transcripts in 
English, uploading presentations and glossaries of key words to the course’s virtual 
platform, brainstorming as a technique for activating previous knowledge on the 
topic, underlining or highlighting key words, gap-filling or even alternating English 
with Spanish were mentioned as scaffolding techniques. Only fifteen participants 
(24.1%) in the whole 2014-20 period mentioned scaffolding explicitly.

From the limited information gathered, feedback was understood rather 
as corrective language feedback, even though the question had a more general 
goal, which included content as well as language feedback: “How do you give 
feedback on your students’ learning process?” Only eight participants (12.9%) 
explicitly talked about giving feedback on language rather than content. They 
gave students feedback by checking pronunciation, using rubrics to check 
their progress in the language, repeating questions, or even writing corrective 
or encouraging remarks, such as “You should work on grammar!”, “You are 
improving your pronunciation!”(T7, 2015-16). Some others said they gave 
corrective feedback when communication failed or when inaccurate vocabulary 
was used. For individual feedback, one participant regularly held one-to-one 
meetings with her students (T5, 2018-20).

Assessment in EMI has always been a controversial topic affecting both 
teachers and students. As stated by Wilkinson and Zegers (2006: 28), there 
is an assessment gap in English-medium higher education due to a series of 
assumptions regarding EMI teachers’ competence to teach in English and 
students’ competence to learn through English and to cope with highly demanding 
academic content. A crucial assumption amongst EMI practitioners was—and 
still is—that the students’ competence in English is equal to what would have 
been expected if the students had studied in their mother tongue (Wilkinson 
and Zegers 2006: 29). Obviously, these assumptions may affect assessment at 
any level, particularly in our context with teaching staff enrolled in our BEP on 
a voluntary basis, without a minimum English level requirement, without an 
official accreditation, even without stating the bilingual nature of the teaching-
learning process in the course syllabuses. Within this ‘adverse’ context, most 
teachers refused to assess in English the contents they had taught in English, as 
students might complain. They even run the risk of being admonished by the 
university authorities.

To be able to fully interpret the results of our study regarding assessment, we 
should keep all these assumptions in mind. Most participants admitted that they 
did not use English to assess the learning of their students in terms of subject 
content. Some declared that English was neither assessed nor evaluated, which 
means they did not focus assessment on language. Some of them gave students 
partial assessment, with the choice of doing tests in either English or Spanish. 
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Some administered evaluation questionnaires on the contents of the bilingual 
lessons to get feedback from their students, but they were not graded (T10, 
2015-16). A Master’s course participant stated that although she prepared all 
the texts and exams in English, the language itself was not evaluated (T9). The 
following statement provided by one of the most experienced teachers sheds 
some light on how EMI should integrate English assessment in their lessons: 
“For me, the students’ professional development comes first and the students’ 
English is assessed throughout the course, although English is never graded but 
the assessment (of the students’ use of English) is integrated in the activities and 
projects of the course” (T5). Thus, English is assessed but students do not get 
marks for their performance in the language.

All in all, year after year participants recognized that they had been learning 
a lot as CLIL-based EMI teachers and all of them were very willing to continue 
imparting their course in the future using the techniques and strategies learned 
in our training programs.

4. Conclusion

Monitoring sessions through informal interviews in English with EMI practitioners 
have proved to be an appropriate tool to gather first-hand information on 
teachers’ beliefs and perceptions regarding their practice as EMI teachers in order 
to track the development of bilingual programs and check the impact of training 
on the teaching-learning process. Within the context of the Bilingual Education 
Program (BEP) at the School of Engineering (UCA), monitoring sessions have 
shown a move over time towards participants’ preferring to alternate English and 
Spanish in their lessons, supporting the results of our 2018-study where most 
teachers in this same setting valued the use of L1 as a resource. Moreover, there 
has been a gradual increase in the number of sessions and courses imparted in 
English. By the end of the period studied (2014-20), participants had increasingly 
committed to planning their courses in collaboration with other colleagues. The 
fact that we have no language-level requirement for joining our BEP together with 
the fact that participation in all the actions undertaken were on a voluntary basis 
may justify the average B1+/B2 English level of our participants, which is slightly 
below that of our 2018-study (Rubio-Cuenca and Moore 2018:93).

When asked about the drawbacks in their work as EMI teachers, the students’ 
low or heterogeneous level of English together with insecurities about their own 
level of English stood out as teachers’ main fears. The extra time needed to prepare 
and implement activities, the slower pace at which lessons advance together with 
the lack of institutional recognition of them as EMI teachers were other notable 
drawbacks. When compared with similar research, already mentioned in the 



151Monitoring EMI Teachers to Assess their Progress in University Bilingual Programs

Alicante Journal of English Studies, Issue 34, 2021, pages 131-157

body of this work (Pavón and Rubio 2010; Pérez-Cañado 2014; Aguilar 2017; 
Sánchez-Pérez and Salaberri 2017; Rubio-Cuenca and Moore 2018; Contero 2020; 
Doiz et al. 2020; Llinares and Mendikoetxea 2020; Rubio-Alcalá and Mallorquín 
2020), we conclude that these are key issues common to bilingual programs in 
higher education in Spain. In order to mitigate such issues, quality teacher-training 
programs should be designed and developed based on a detailed needs analysis for 
each specific academic context and backed by the structured internationalization 
framework that the institution needs to develop (see Bazo et al., 2017).

Fortunately, weak points are normally balanced by strong points and as 
teachers advanced in their training, they felt more satisfied with their teaching 
and with the students’ progressive involvement with the new way of learning. 
Thus, we may conclude that monitoring and training have had a positive impact 
on their own self-image as EMI practitioners. Moreover, teachers were gradually 
becoming more confident with their command of the language and with how 
students were naturally acquiring the contents while improving their English.

As for teachers’ goals regarding students, understanding subject-matter 
content came as a priority, which was promoted by encouraging students’ oral 
communication and reading of subject-specific academic papers to reinforce 
the acquisition of key vocabulary and key concepts. Today’s engineers need 
to be excellent communicators in English (T16). Participants demonstrated 
that although learning the contents is the priority, they felt that part of their 
responsibility as EMI practitioners was to help their students improve their 
academic and/or technical English, which often involves using Spanish as a 
resource or scaffolding strategy.

The results reinforce the perceptions of participants in our 2018 study 
(Rubio-Cuenca and Moore 2018) and are backed by similar research in different 
academic contexts (Airey 2012; Lasagabaster 2013; Aguilar 2017; Doiz et al. 2020; 
Llinares and Mendikoetxea 2020; Zayas and Estrada Chicón 2020). All these 
academic works highlight that teachers feel they should scaffold their students’ 
subject-specific discourse in the foreign language, prioritize key vocabulary 
over language structures, and also help them with oral communication. We 
thus consider increased language awareness to be a radical change in how, after 
training, teachers perceive their teaching practice and themselves as teachers.

Another positive outcome of their training is how participants have oriented 
their teaching increasingly towards activities that would make their lessons 
more dynamic and balanced with the aim of raising the students’ interest and 
motivation in an integrative context, regardless of their level of command of the 
language. Activities tend to be more naturally implemented and more ecologically 
minded (McConnell-Moroye and Ingman 2018) more student-centred, thus 
promoting a good learning environment.
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Conventional activities in higher education such as teacher presentations, 
student presentations and asking questions, were thus planned and implemented 
in a more dynamic way than when courses were implemented in Spanish. 
Teachers even used scaffolding strategies to activate the students’ knowledge and 
guide their understanding. Exploitation of thematic videos in a variety of ways 
was also a very popular activity in participants’ classroom practice. Moreover, 
in the final monitoring period some participants reported employing complex 
activities such as debates, simulations or even serious games, thus devoting more 
time to student-student oral interaction, something quite unusual in university 
settings (Llinares and Mendikoetxea 2020; Zayas and Estrada Chicón 2020).

As for feedback, most of the interviewees understood the question as relating 
to corrective feedback on students’ English, while our aim was rather to discover 
whether they gave both subject-matter and language feedback in English. 
Consequently, a few participants commented that they gave corrective feedback 
on vocabulary, on some grammatical constructions when students did not know 
how to express something in English and with pronunciation. We might call this 
‘incidental feedback’ as there were no feedback strategies planned beforehand. 
Moreover, most teachers stated that they planned no language goals.

Regarding assessment, most participants reported that they did not assess 
English, even though our question was addressed to whether they assessed the 
learning process (i.e., content). We could thus conclude that content assessment in 
English in EMI environment is still a critical topic. Moreover, teachers fear students 
might complain about subject-matter content being assessed in English when it is 
not a requirement of course syllabuses. Therefore, we make a call to all stakeholders 
involved in the language policy of their institutions to channel bilingual teaching 
initiatives towards full recognition of EMI programs all over the Spanish university 
system. In this vein, we recommend universities to follow the three lines of action 
for internationalization proposed by the CRUE (Spanish Universities Board of 
Rectors): accreditation, training and incentives (Bazo et al. 2017).

We should not conclude our study without pointing out its obvious 
limitations and giving some suggestions for future research. One of the caveats 
of this analysis is the fact that the data under scrutiny is only part of our 
monitoring to be contrasted in future research with the teachers’ self-perception 
of their performance, which is the aim of the second monitoring session, mainly 
focusing on class management and oral interaction. Another limitation is the 
limited scope of our analysis both regarding the number of participants and 
the academic context, a School of Engineering. A more generalizable picture 
would be achieved by extending the interviews to lecturers from other Schools 
of Engineering across Spain. Differences in the English language proficiency of 
participants was another shortcoming, which has obviously biased their views 
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and impacted their answers to our questions. A recommendation for further 
research would be to classify both qualitative and quantitative results according 
to participants’ proficiency level and years of training as EMI teachers. Further 
research should be carried out on EMI’s already proven relevant topics, such as 
classroom management, oral interaction, planning, time management, discourse 
management, materials and activities, content and language scaffolding, and 
strategies to improve pronunciation.

All in all, the results show that participants are satisfied with their training 
and have experienced great progress. After years of monitoring their teaching 
practice, it is clear that they have become more language aware and have a clearer 
image of themselves as EMI practitioners. They also feel they are contributing 
to improving both their and their students’ language level, and that CLIL-based 
training and monitoring has meant a turning point in their teaching practice by 
applying specific didactic strategies making the learning process more dynamic, 
participatory, stimulating and creative.
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Abstract:

Globalisation and technological advances have 
contributed greatly to increasing mobility in higher 
education (HE). One of the main stakeholders in this 
process are lecturers, for whom internationalisation is 
often understood as simply the use of a lingua franca—
usually English—in their teaching (then known as 
English medium instruction, EMI) to the detriment 
of other key factors such as intercultural competence. 
The present study focuses on the analysis of a specific 
in-service training module intended to develop the 
intercultural communicative competence (ICC) of a 
group of 21 Spanish lecturers working at two public 
universities. Adopting an empirical approach, we 
specifically aim to contrast the participants’ beliefs about 
their own ICC before and after taking the training course. 
Adopting a mixed-method approach, two data gathering 
processes were used prior to and after the training: 
questionnaire and self-reflection report. The results 
show that before the training participants were willing 
to learn but mostly unaware of the importance of ICC. 
Once trained, many of them seem to have become aware 
that EMI goes beyond language issues and that there is a 
crucial need to work on the intercultural component to 
fully develop HE internationalisation. Furthermore, this 
study highlights the need for major changes in in-service 
training courses as well as in language policies for EMI in 
order to give ICC the presence it should have.
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1. Introduction

Lecturers are one of the main stakeholders in the steady process of 
internationalisation that universities are undergoing. However, for many 
of these lecturers, internationalisation (despite its complexity) is merely 
understood as the use of English as a lingua franca in their teaching. As a result, 
many institutions merely demand stakeholders (teachers, students, staff) to 
certify a specific level of English (this varies across institutions) to conduct 
their international lessons in English (aka English medium instruction, EMI) 
and pay no heed to other key factors such as intercultural communicative 
competence (ICC) (see Dafouz and Smit 2020).

In fact, as research has proven (Laffier et al. 2017; Murray 2016; Zhou and 
Austin 2017, among others), linguistic competence in the language of instruction 
is insufficient in internationalised classrooms, and both lecturers and students 
need not only to be intercultural aware but also intercultural competent (Deardorff 
and Arasaratnam-Smith 2017). Keeping the above in mind, the present study 
focuses on the analysis of specific training intended to develop the ICC of lecturers 
from different disciplines engaged in this new teaching scenario. It adopts a mixed-
method approach combining both a quantitative and qualitative analysis.

By adopting an empirical approach, we aim to contrast the participants’ 
beliefs about their intercultural communicative competence before and after 
doing the training. More specifically, our aim is to look into the participants’ 
initial perceptions of their competence to see what their starting point is. Second, 
we looked at what the participants’ beliefs regarding intercultural communicative 
competence were after the course was completed. Once the course was over we 
expected to have changed their initial beliefs regarding this issue and, thus, to 
find some interesting contributions in the self-reflective task related to the need 
to develop this competence for both students and lecturers.

The rest of the paper is divided into four further sections. The second 
section briefly reviews the key theoretical concepts dealt with in the paper—i.e., 
Intercultural Competence and Intercultural Communicative Competence—
focusing on definitions of the two concepts and the main issues raised by the 
canonical definitions. The third section describes the methodology, with special 
attention to the description of the participants’ and the data-gathering process 
and tools. Section four presents and discusses the results, both quantitative 
and qualitatively, before our conclusions are drawn in section five.
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2. Theoretical Background

In one of the canonical publications on Intercultural Competence (IC), Byram 
(1997, 70) defines IC as a person’s “ability to interact in their own language 
with people from another country and culture, drawing upon their knowledge 
about intercultural communication, their attitudes of interest in otherness and 
their skills in interpreting, relating and discovering, i.e. of overcoming cultural 
difference and enjoying intercultural contact.” In their definition, Chen and 
Starosta (1996) point out that interculturally competent people are those who 
can interact “effectively and appropriately” with people with different cultural 
identities. The same authors consider that intercultural competence consists 
of an affective perspective (attitudes), a cognitive perspective (knowledge) 
and a behavioral perspective (skills). Indeed, knowledge of one’s culture and 
that of others is not enough to constitute IC. Thus, the very notion of IC 
primarily rests on the psychological and attitudinal aspects of the individual 
themselves. As Deardorff (2006) has pointed out, all the seminal definitions 
of the concept of IC involve the development of the “individual’s skills and 
attitudes in successfully interacting with persons of diverse backgrounds” (9). 
However, as argued by Dervin and Gross (2016b): “an approach to intercultural 
competence that fails to point coherently, cohesively and consistently to the 
complexity of self and the other fails to accomplish what it should do: Helping 
people to see beyond appearances and simplifying discourses -and thus lead to 
‘realistic’ encounters” (3).

Knowledge of one’s own society could thus be considered the departure 
point for developing IC, as the most influential theories have put forward (Byram 
1997, 2020; Chen 1989, 1992; Deardorff 2011). Taking this into account, our 
study focuses first of all on the participants’ perception and knowledge of the 
self, not only regarding strengths and weaknesses but also as a member of one’s 
own society. This intrapersonal dimension, which constitutes our first category of 
analysis, is in line with King and Baxter Magolda’s (2005) Intercultural Maturity 
Model, which is based on the constructive developmental tradition of human 
development (Kegan 1980; Piaget 1950). In fact, acquiring this knowledge is 
a lifelong learning process that needs continuous learning on the side of the 
individual. In their refinement of the model, Pérez et al. (2015, 760) explain 
that the term constructive refers to “individuals’ abilities to interpret and make 
meaning of their experiences [...]; developmental refers to the growth of increased 
capacities to do so in more adaptive and complex ways over time”. Thus, it is 
possible for an individual to find themselves at an initial, intermediate, or high 
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level of intercultural maturity along three dimensions1: cognitive, intrapersonal, 
and interpersonal. According to King and Baxter Magolda (2005: 574), the 
cognitive dimension includes “complex understanding of cultural differences”, 
the intrapersonal dimension can be defined as the “capacity to accept and not 
feel threatened by cultural differences”, and, finally, the interpersonal dimension 
refers to the individual’s “capacity to function interdependently with diverse 
others”. From our perspective, this model is interesting because it includes 
knowledge of the self (intrapersonal dimension) besides knowledge of one’s 
culture, which are often subsumed within the same dimension in other models. 
Consequently we took intrapersonal knowledge into account when deciding on 
the dimensions to be studied for this work, considering continuous learning as 
our first category.

Together with the individual’s knowledge of the self, another major aspect 
stressed by the seminal definitions of the concept of IC is the notion of “successful 
interaction” (Byram 1997; Chen, 1989, 1992). More recently, IC has been defined 
as “the skill in facilitating successful intercultural communication outcomes 
in terms of satisfaction and other positive assessments of the interaction and the 
interaction partner” (Jandt 2013, 35, emphasis added). This is the main reason 
why we consider interpersonal engagement, closely related to the interpersonal 
dimension of the Intercultural Maturity Model (King and Baxter Magolda 2005), 
as our second category.

IC definitions often stress differences rather than commonalities (see 
Maffesoli and Strohl 2015; Egekvist 2016). As argued by Phillips (2007), a stress 
on similarities might help develop a deeper sense of global citizenship and foster 
the social construction of culture, diminishing ethnocentric perspectives and 
intercultural anxiety (Gudykunst 2005a) or culture shock (Roskell 2013). In fact, 
as Liu et al. (2011, 273) point out: “To overcome the barrier of differences, we 
need to build a mutual understanding with the other interactant. One way to 
achieve this is to focus on similarities rather than differences. As we gain more 
knowledge about each other, we may find that, despite the visible differences we 
share similarities in a number of ways.”

Furthermore, the role psychological and emotional factors play in 
intercultural encounters has also been frequently addressed. These factors may 
interfere with interaction in two ways: first, affecting our attitude when we 
approach the interlocutor and, secondly, affecting our motivation to engage in the 
communicative act itself. As Liu et al. (2011, 272) understand it: “the affective 
component involves the emotional aspects of an individual in a communication 

1 An individual might be at different levels of maturity on each of the dimensions. It is 
beyond the scope of the paper to delve into this issue.
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situation, such as fear, like or dislike, anger, or stress. Emotions affect our 
motivation to interact with others from different cultures.” As a result, we have 
included a third dimension, on psychological attitude, in our research tool.

The terms IC and ICC often seem to be used interchangeably. Some authors 
(Chen 1989; Byram 2020) consider there is one main difference between both 
terms. For example, Guilherme (2000, 297) points out that the main difference 
is that ICC involves “the ability to interact effectively with people from cultures 
that we recognise as being different from our own”. In the same vein, Wilkinson 
(2020: np), argues that ICC “acknowledges the fundamental role of language 
difference, and therefore the need for linguistic as well as cultural competence”. 
In other words, intercultural competence needs to include language—more 
specifically, a lingua franca—as a key aspect. As such, the perspective adopted in 
this paper falls within the field of ICC.

Taking all the above into consideration, we have focused on the following 
four macro dimensions: continuous learning (CL), interpersonal engagement 
(IE), psychological attitudes (PSY) and language skills, both verbal (VB) and 
nonverbal (NVB).

(i) Continuous learning can be defined as the lifelong process through which 
an individual develops their intercultural communicative competence (in line 
with Deardorff’s (2006) Process Model; see also Sercu (2010)). As pointed by Bok 
(2009): “Intercultural competence is a lifelong process; there is no pinnacle at 
which someone becomes “interculturally competent”. Given the lifelong learning 
inherent in intercultural competence development, therefore, it is imperative that 
learners regularly engage in reflective practice in regard to their own development in 
this area.” (xiii, emphasis added)

More specifically, continuous learning encompasses the individual’s 
awareness of the self (“know thyself”), and their curiosity and openness to 
continuing to learn:2

(1) my room for improvement is still very large but my desire to improve as 
well.

(ii) Interpersonal engagement can be defined as the willingness and ability not only 
to interact but also engage with others, especially with individuals from different 
cultures. This is in line with King and Baxter Magolda’s (2005, 576) Intercultural 
Maturity Model, where the interpersonal element is also a key component:

2 Examples have been taken from the self-reflective reports and are quoted without any 
editing.
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(2) I think that preparing and studying hard could bring me new deals in 
this area of EMI as a manner of interchange culture with lectures and 
international students.

(iii) The psychological attitude dimension can be defined as the individual’s ability 
to identify, understand, and manage their emotional reactions —anxiety, fear 
or stress, for example—when receiving intercultural stimuli in communication. 
As already mentioned, positive and negative emotions affect the individual’s 
motivation to approach and interact with others (Liu et al. 2011, 271). (3) and 
(4) illustrate this dimension, (3) shows a positive reaction and (4) a negative one:

(3) I find it [teaching in English] very appealing and I am truly motivated.
(4) Getting to be intercultural competent is a hard job.

(iii) Language skills refers to the capacity an individual has to use a lingua franca 
effectively and appropriately in a particular intercultural communicative situation, 
and to be able to negotiate a shared understanding and avoid communicative 
dissonance3:

(5) English is our “lingua franca” in this process, but it is really important to 
improve (at least in my case) my level of English.

Our concept of language skills comprises two subdimensions: verbal and non-
verbal. The former refers to the use of a particular linguistic code, written or 
spoken, of a language and all its components. The latter to the conscious or 
unconscious use of kinesics and proxemics to convey meaning in a communicative 
act. In (6), the only participant that reflects on the importance of kinesics or 
proxemics points out:

(6) In relation to the [sic] behaviour into [sic] an international classroom, 
paying special attention to issues that often go unnoticed such as kinesics 
or proxemics.

It is important to point out that these four dimensions are not rigidly separate, 
and there may be a slight degree of overlap between them (see Section 4). Figure 
1 shows the interrelationship of the dimensions.

3 Zamborlin (2007, 21) defines communicative dissonance as “any circumstance in which 
speakers, deliberately or not, organise the linguistic action in such a way that hearers 
perceive it as grammatical but conflicting with the harmonious flow of the conversation”.
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3. Methodology

As mentioned in the Introduction, we aim to compare the participants’ beliefs 
about their ICC before and after the training. More specifically, we intend to 
answer these research questions: (i) what were the participants’ initial beliefs 
about their own ICC prior to the training? And (ii) to what extent has the training 
changed the participants’ initial perceptions of their ICC?

For the sake of clarity, the rest of the section has been divided into three parts. 
The first part describes the course. The second part deals with the participants 
involved in the study and the third section describes the data gathering tools and 
procedure.

3.1. Course description

This course is an in-service training EMI course consisting of four modules—i.e. 
linguistic skills, interactive practices, academic literacies and interculturality. 
Each module involves four hours of face-to-face training which is preceded by 
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participants completing a set of preparatory tasks. The full course lasts for one 
week and follows an interactive learning, student-centred methodology that 
uses pair work and small group discussions during the first four days. In the 
final session participants carry out individual micro-teachings on any topic they 
choose, trying to put into practice some of the different strategies they have been 
provided with during the course.

The module on Interculturality is on the fourth day of the course. Following 
mostly an inductive approach, participants are requested to reflect on the 
notion of culture, its components and how they might reflect on working in a 
multicultural class. The module also introduces the concept of ICC.

Prior to the start of the module, participants were asked to fill in a 
questionnaire (see Appendix 1) with the objective of them starting to reflect on 
their own ICC. The post-course activity consisted in a self-reflective report (see 
Appendix 2) where participants were asked to reflect on their own learning, their 
impressions of EMI and their own personal impressions as future EMI lecturers.

3.2. Participants

This study involved 21 participants (12 female and 9 male) from two Spanish 
Universities who took part in three different editions of the course (see 3.1), 
rendering three different groups. Initially, there were 25 participants but 4 could 
not be included as they failed to hand in the post-course task.

All participants are university lecturers, of different professional grades and 
from a wide range of disciplinary cultures (Biology, Chemistry, Economics, 
Law, Medicine, Political Sciences and Psychology). Each had recently gained 
a B2 qualification in English in the Common European Framework of Reference 
(Council of Europe, 2018). None had previously taught in EMI, which was the 
main rationale behind their taking this course. It is important to mention that all 
participants were recruited on a voluntary basis.

3.3. Data Gathering Tools and Procedure

The pre- and post-course tasks, which participants had to complete to be 
certified for their attendance (see 3.1), were also the principal instruments 
used to gather the data for the study, combining, therefore, a quantitative and 
qualitative analysis in a mixed-method approach. The questionnaire consists 
of 20 Likert-scale (1 to 5) questions, divided into four blocks: continuous 
learning (CL), interpersonal engagement (IE), psychological attitude (PSY) 
and language skills, subdivided into verbal (VB) and non-verbal (NVB). Each 
block of questions was followed by a blank space where participants could add 
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their own comments. Unfortunately, only four participants made additional 
comments and these were quite brief.

The questionnaire, adopted from that designed by the Kozai Group (2009), 
is specifically developed to evaluate the skills critical to interacting effectively 
in intercultural contexts. Both researchers decided to use this survey as they 
agreed that it encompassed the main aspects of Deardorff’s process (2006). 
This particular questionnaire was chosen as the basis for the current work as 
it includes questions specifically targeted at the individual’s knowledge of the 
self—emotions and feelings when interacting interculturally, curiosity, open-
mindedness, for example—as well as covering the other aspects of interest here 
in terms of interaction—interpersonal engagement and linguistic skills, both 
verbal and non-verbal. The survey was accompanied by an adapted version of 
the rubric developed by the Association of American Colleges and Universities 
(2019) which also focuses on knowledge (of the self and awareness of their own 
culture), psychological skills, linguistic skills (both verbal and non-verbal) and 
attitudes. Following the rubric, participants were thus able to ‘measure’ their 
own intercultural competence prior to participating in the module and in this 
way identify their own strengths and weaknesses.

The second data-gathering method was the self-reflective report that the 
participants had to write after completion of the training (see Appendix 2), which 
comprised two sections. The first required trainees to write a 350-400 word 
reflection summarising the most salient points in their learning throughout the 
training. This process was guided by the use of questions, which the participants 
did not need to answer in full, and could simply use to sum up their ideas. The 
second block required participants to write a brief description (350-400 words) 
of their role as a prospective EMI lecturer in the context of their own institution. 
They were prompted by four concepts: needs, resources, enablers and barriers. 
This rendered a corpus of circa 17,905 words.

For the analysis of the self-reports, we opted to carry out a thematic analysis 
(Guest et al. 2011). The process was in three phases:

(i) Initialisation phase: this involved two stages: first, both researchers read 
all the reports individually and several times, in line with the recommendation 
for the “careful reading of transcripts, and listing meaningful, recurrent ideas and 
key issues in data” (Vaismoradi et al. 2016, 103). Secondly, each researcher made 
notes and observations on their respective initial reading of the data.

(ii) Construction phase: each researcher labelled the participants’ comments, 
classifying them according to the four dimensions explained. Thus, when 
participants described themselves in terms that identified them as curious, 
willing to learn, or aware of strong and weak points, these comments were 
coded as belonging to the continuous learning (<CL>) dimension. Likewise, if 



Carmen Maíz-Arévalo & Elena Orduna-Nocito168

Alicante Journal of English Studies, Issue 34, 2021, pages 159-184

comments were made about their relationship with others (e.g., other lecturers, 
students), these comments were coded as belonging to the interpersonal 
engagement (<IE>) dimension. Participants’ comments on their fears, 
anxiety, challenges, etc. were coded as belonging to the psychological attitudes 
(<PSY>) dimension. Finally, comments on the use of language, etc. were coded 
as either verbal <VB> or non-verbal <NVB> language skills. For <PSY>, 
<VB> and <NVB>, a further distinction was made between positive and 
negative reflections. For example, when participants described interculturality 
in the EMI classroom as a challenge, it was tagged as <PSY, NEG> as opposed 
to participants who regarded it as an opportunity (<PSY, POS>). Likewise, 
comments by participants who felt confident with their use of English as a 
lingua franca in intercultural contexts were tagged as <VB, POS> while those 
comments stressing a participant’s need for help from native speakers or their 
lack of confidence when using English were analyzed as <VB, NEG>.

(iii) Rectification phase: The two researchers compared and contrasted their 
individual analyses using Cohen’s kappa test for agreement, which produced a 
classification of substantial agreement (0.76) with respect to inter-rater reliability. 
After this first round, the researchers discussed those cases which they had not 
initially coded in the same way (31 comments out of a total of 130). Reaching 
consensus through discussion on these remaining cases led to perfect agreement 
of inter-rater reliability (0.100) being achieved in the second round.

4. Results and Discussion

For the sake of clarity, this section has been divided into two subsections 
relating to each of the two data-gathering methods: section 4.1 deals with the 
questionnaires and answers the first research question, section 4.2 on the analysis 
of the self-reflective reports written by the participants with special emphasis 
placed on the second research question.

4.1. Questionnaires

This section looks at the responses to the pre-course questionnaires, with each 
of the dimensions defined in Section 2 considered separately.

4.1.1. Continuous learning

The first block focuses on the participants’ continuous learning; more specifically, 
their degree of curiosity, their knowledge of the self and their open-mindedness. 
As this section comprised three items, the maximum rate was 15. Scores in the 
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range of 13 to 15 were considered highly skilled, from 10 to 12 as quite skilled, 7 to 9 
averagely skilled, 3 to 6 poorly skilled, and finally 0 to 2 very poorly skilled. Of the 21 
participants 10 had scores of 13 or above (2 at 15; 3 at 14; and 5 at 13), another 
9 rated between 12 and 10 (5 at 12; 2 at 11; and 2 at 10), while the remaining 
2 participants rated 9. By and large, this suggests that, before the training, most 
participants understand themselves to be highly skilled on CL (47.61%) or as quite 
skilled (42.85%), and just 9.5% think they were averagely skilled.

The three items in this block were as follows: Item 1 (Do you continually seek 
to understand and learn about the activities, behavior, and events that occur around 
you?), Item 2 (Would you say that you know yourself (e.g., your values, strengths, 
weaknesses, interpersonal style, behaviour?) and Item 3 (Are you interested in other 
cultures?). Table 1 summarises the results for each item (i.e., the extent to which 
the participant responded positively or negatively to the item).

tAbLe 1. Distribution of responses to block 1 (Continuous Learning)4

Item 1 Item 2 Item 3

Highly (5) 7 (33%) 4 (19%) 5 (24%)
Quite (4) 10 (48%) 12 (57%) 13 (62%)
Averagely (3) 4 (19%) 3 (14%) 3 (14%)
Poorly (2) 0% 2 (10%) 0%
Very poorly (1) 0% 0% 0%

As can be observed, more than two thirds of the participants consider themselves 
very or quite curious and willing to learn. This might explain why they are also 
willing to try a new kind of teaching they have never experienced before. The 
same applies to their self-awareness (item 2), with 76% of participants in the first 
two categories, and 14% in the third one. There are two participants (10%) that 
consider their knowledge of the self to be poor. Finally, all participants declare 
themselves to be open-minded, as was to be expected due to the voluntary 
nature of the course.

4.1.2. Interpersonal Engagement

The second block aims to gauge the extent of participants’ actual interaction 
with other cultures (items 5 to 10), as well as their potential interest in doing so 

4 In all the tables, the first figure refers to the number of participants, being n= 21. In brackets, 
we have included the ratio. As n=21, ratios are approximate and do not include decimals. 
This explains why some of the items do not add up to 100% (e.g. item 7, item 12, item 14, 
item 17), but add up either to 99% or 101%. Exceptionally item 16 adds up to 102%.
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(items 4 and 5). In this case, the maximum rate is 35 so a range of 35 to 29 is 
considered highly skilled, from 28 to 22 is quite, from 21 to 15 is averagely, from 
14 to 8 is poorly skilled and, finally, from 7 to 0 is very poorly skilled. In this block, 
11 participants rate 35 or above (1 at 35; 1 at 34; 1 at 33; 3 at 32; 2 at 31; 2 
at 30) while another 10 rate between 28 and 22 (5 at 28; 2 at 27; 1 at 26; 1 at 
24; and 1 at 22). Thus, 100% of the participants consider themselves to be quite 
skilled (52.38%) and highly skilled (47.61%) in this dimension.

The items in this block were as follows: Item 4 (Are you interested in other 
cultures?), Item 5 (Do you think it is important to develop relationships with people 
from other cultures?), Item 6 (Do you have any friend(s) from other cultures?), Item 
7 (Do you read books, magazines or newspapers about other cultures?), Item 8 (Do 
you watch documentaries, movies, etc. about other cultures?), Item 9 (Do you like 
travelling to other countries?) and Item 10 (When you travel to other countries, do 
you like talking to the people there?). Table 2 summarises the results for each item:

tAbLe 2. Responses to Block 2 (Interpersonal Engagement)

Item 4 Item 5 Item 6 Item 7 Item 8 Item 9 Item 10

Highly (5) 13 (62%) 14 (67%) 11 (52%) 3 (14%) 4 (19%) 16 (76% 13(62%)

Quite (4) 7 (33%)  6 (28%) 5 (24%) 6 (28%) 6 (28%) 4 (19%) 8 (38%) 

Averagely (3) 1 (5%) 1 (5%) 5 (24%) 6 (28%) 9 (43%) 1 (5%) 0%

Poorly (2) 0% 0% 0 (0%) 4 (19%) 2 (10%) 0% 0%

Very poorly (1) 0% 0% 0% 2 (10%) 0% 0% 0%

As can be observed, 62% and 33%, respectively, of the participants report being 
highly or quite interested in other cultures (Item 4) and 100% to be willing to 
develop relationships with people from different cultures (Item 5). However, 
when asked whether they actually have friends from different cultures (Item 
6), the number of participants in these higher bands decreases, with 52% and 
24% rating 5 and 4 respectively. 24% of the informants rate 3. Something rather 
similar takes place in the case of items 7 and 8, which is somewhat at odds 
with the participants’ declared willingness to learn about other cultures (Item 
4). Thus, when specifically asked whether they actually read (Item 7) or watch 
documentaries about other cultures (Item 8), the figure decreases. A plausible 
reason for responses to this item might, however, be lack of time, as one of the 
participants mentions in the following comment:

(7) I would like to have more time to do these activities.
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Finally, there is a clear preference for travelling abroad and actually interacting 
with local people, as the responses to Items 9 and 10 show. The results of this 
block indicate that, on the whole, participants in the study are willing to carry 
out interpersonal engagement in intercultural contexts.

4.1.3. Psychological Attitudes

The third block includes three questions targeted at the way participants perceived 
their own emotional intelligence, ethnocentrism and their degree of anxiety in 
intercultural contexts (Gudykunst 2005a). Since the maximum rate is 20, the range 
of 20 to 17 is considered highly skilled, the range from 16 to 13 quite skilled, 12 to 
9 averagely skilled, 8 to 5 is poorly skilled, and finally 4 to 0 very poorly skilled. In 
this block, 47.61% of participants believe themselves to be highly skilled, i.e., they 
rated 17 or above (2 people rated 20; 1, 19; 4, 18; and 3, 17) and 52.38% to be 
quite skilled (4 rated 16; 2, 15; 3, 14; and 2, 13). Again, no participant considered 
themselves to be averagely skilled or below. In summary, before the training, the 
participants regard themselves as ready to deal with intercultural exchanges 
without any anxiety. Table 3 presents the results for each item:

tAbLe 3. Responses to Block 3 (Psychological Attitudes)

Item 11 Item 12 Item 13 Item 14
Highly (5) 4 (19%) 5 (24%) 8 (38%) 6 (28%)
Quite(4) 11 (52%) 14 (67%) 11 (52%) 12 (57%)
Averagely (3) 5 (24%) 2 (10%)  2 (10%) 2 (10%)
Poorly(2) 1 (5%) 0% 0% 1 (5%)
Very poorly(1) 0% 0% 0% 0%

As can be observed, the most common tendency is for participants to respond 
positively to these four items. In the same vein, none of the participants choose 
the last option (very poorly) for any of the items. However, it is interesting to see 
that almost 91% of the participants report they know themselves as highly skilled 
(24%) or quite skilled (67%) (Item 12). Most of them also report feeling highly skilled 
or quite skilled (28% and 57% respectively) in intercultural encounters, with just a 
minority (5%) showing a slight degree of intercultural anxiety (Item 14).

4.1.4. Language Skills

In the last block, participants were asked about their verbal and non-verbal 
communication skills. This block includes a specific question to find out the 
number of foreign languages participants spoke. This is the only item in the 
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questionnaire which is not based on a Likert scale as participants were asked 
to choose 1 if they only spoke a foreign language (often English) and increase 
this number according to the number of additional languages they spoke. The 
remaining six items were 5-Likert items regarding their perceived proficiency 
in English (Item 15), and their willingness to learn more languages (Item 16). 
Finally, Items 17 and 18, respectively, asked participants whether they were 
aware of kinesics in their own culture and in other cultures. Items 19 and 
20 gauged the participants’ awareness of the proxemics in their own or other 
cultures, respectively.

This block, excluding the answer for the number of foreign languages 
participants spoke, added up to 30 points. The ranges considered are: 30 to 
24, highly proficient, from 23 to 18, quite proficient, 17 to 12 averagely proficient, 
11 to 6 poorly proficient, and finally 5 to 0 very poorly proficient. It is in this 
block where participants perceive themselves as less skilled. Only 19.04% 
ranked highly (2 at 26, 2 at 25), 54.14% quite (1 at 23; 2 at 22; 5 at 21; 1 at 20; 
3 at 19), 19.04% poorly (2 at 16; 1 at 15; 1 at 12) and 4.76% very poorly (1 at 
11). No participant considers themselves to be averagely skilled. Table 4 sums 
up the results for items 15 to 20:

tAbLe 4. Responses to Block 4 (Language Skills)

Item 15 Item 16 Item 17 Item 18 Item 19 Item 20

Highly (5) 1 (5%) 14 (67%) 6 (28%) 1 (5%) 4 (19%) 0%

Quite (4) 11 (52%) 2 (10%) 8 (38%) 1 (5%) 6 (28%) 3 (14%)

Averagely (3) 7 (33%) 2 (10%) 7 (33%) 13 (62%) 7 (33%) 11 (52%)

Poorly (2) 2 (10%) 1 (5%) 0% 4 (19%) 0% 3 (14%)

Very poorly (1) 0% 2 (10%) 0% 2 (10%) 4 (19%)  4 (19%)

When asked how many languages they spoke apart from their L1 (Spanish), all 
the participants report speaking at least one foreign language. Clearly, they refer 
to English, as a B2 qualification in English was compulsory to join the course. 
It is, though, quite surprising that roughly 25% (5 people) speak from three to 
five foreign languages. This may mean that this group enjoys a high degree of 
multilingualism, although does not necessarily mean that they are interculturally 
competent (see Methodology for more details on this specific item).

Regarding participants’ level of proficiency in their L2s (Item 15), more than 
half of the group perceive themselves as highly proficient (5%) or quite proficient 
(52%), while about one third identified themselves as having an average level 
(33%) and only 10% consider themselves poorly proficient. When they were asked 
about their willingness to learn more languages (Item 16), 67% answered highly 
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and 10% quite, meaning they would rather to do so. Only 15% acknowledge 
that they are not very interested in learning other languages, answering poorly 
(5%) and very poorly interested (10%). It is also worth mentioning that in this 
section participants wrote more qualitative comments than in other blocks. In 
fact, one of the participants, who speaks five foreign languages and expresses her 
willingness to learn even more, states:

(8) the learning of different languages helps me to enrich my knowledge and 
personal growth.

As for kinesics, 28% and 38% of the informants respectively seem to be highly 
aware and quite aware of how body language works in their culture, while almost 
one third (33%) feel they have average knowledge. In contrast, more than half 
(62%) state they have an average knowledge and more than a quarter (29%) say 
they know poorly or very poorly how kinesics works in other cultures.

The participants’ responses about the proxemics in their own culture (Item 
19) and in other cultures (Item 20), were quite contrary to our expectations. In 
fact, the sum of participants that rated 5 or 4 adds up to only 47% who considered 
that they knew how distance and space work in their own culture. Another third 
(33%) feel they have average knowledge. 19% of the participants admit having a 
poor or very poor knowledge of proxemics in their own culture. When asked about 
other cultures, roughly half of the participants (52%) think they have average 
knowledge. We expected participants to reflect a higher level of knowledge of the 
proxemics and kinesics of their own culture and much lower knowledge of these 
in other cultures. A plausible explanation might be that they did not really know 
what these terms meant, as we purposefully refrained from offering any further 
explanation or definition of the term, specifically in order to raise their curiosity 
regarding what the concepts might involve and to be willing to find out when they 
studied the module on interculturality. In fact, three participants left the question 
on proxemics unanswered, and one participant commented:

(9) I don’t understand the meaning of proxemics.

Another participant included an extensive marginal note to herself with the 
definition of this term in her L1, which she later admitted to having looked up 
online.

In summary, before the training took place, the participants perceived 
themselves as being highly intercultural, with more than average knowledge of 
themselves and their own culture. Likewise, they regard themselves as highly 
tolerant, open-minded and relaxed when taking part in intercultural encounters. 
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However, in their own perception, their weakness seems to be the use of English 
as a lingua franca, even though they all had a B2 English qualification.

4.2. Self-reflective reports

This section focuses on the results and analysis of the self-reflective reports 
the participants were required to write after the intervention took place. In this 
section we will compare the results with those obtained before the intervention 
in the questionnaire stage. Figure 2 shows an overview of the percentages of 
comments per dimension:

FiGuRe 2. Percentages of comments in self-reflective reports

they studied the module on interculturality. In fact, three participants left the question on 

proxemics unanswered, and one participant commented: 

 

(9) I don’t understand the meaning of proxemics. 

 

Another participant included an extensive marginal note to herself with the definition of this 

term in her L1, which she later admitted to having looked up online. 

In summary, before the training took place, the participants perceived themselves as being 

highly intercultural, with more than average knowledge of themselves and their own culture. 

Likewise, they regard themselves as highly tolerant, open-minded and relaxed when taking part 

in intercultural encounters. However, in their own perception, their weakness seems to be the use 

of English as a lingua franca, even though they all had a B2 English qualification. 

 

4.2. Self-reflective reports 

This section focuses on the results and analysis of the self-reflective reports the participants were 

required to write after the intervention took place. In this section we will compare the results 

with those obtained before the intervention in the questionnaire stage. Figure 2 shows an 

overview of the percentages of comments per dimension: 

 

FIGURE 2. Percentages of comments in self-reflective reports 

  

Regarding Continuous Learning, it is the dimension most frequently mentioned in 
self-reflective reports. In fact, all the participants (n=21) mention this dimension. 
From the total of 130 comments gathered for analysis, 46 refer to this dimension 
(i.e., 35%). This is in line with the results obtained in the questionnaire (where 
about 89% of participants rated themselves as quite or highly skilled or above), 
and shows that individuals are still curious and willing to learn:

(10) my room for improvement is still very large but my desire to improve as 
well.

Initially, this might suggest that the intervention did not really have a strong 
effect on the participants as they were highly curious and they have remained as 
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such because every participant addresses this issue in their self-reflective tasks. 
However, there is a contrast between their initial self-confidence (as reported in 
the questionnaires) and their realisation (after the training took place) that the 
intercultural classroom might entail a different context, requiring a further set of 
intercultural skills. This might explain why in the self-reflective report trainees 
mostly focus on their increased awareness of how internationalisation might 
affect their teaching. As some of the participants reflect:

(11) We have raised our awareness of the factors characterizing teaching and 
learning in the international classroom.

(12) This course has not only make [sic] me gain more awareness about the 
international classroom and its special characteristics, (but also has 
provided me with specific ‘ready-to-use’ strategies and resources, which I 
personally find extremely helpful).

With reference to Interpersonal Engagement, it is less frequently commented upon 
than Continuous Learning. Of the total of 130 comments, 19.2% refer to this 
dimension and, surprisingly, 8 participants (out of 21) did not mention it at all. 
This contrasts with their answers to the questionnaire, where everyone considered 
themselves either highly or quite highly skilled in their ability to engage with others 
from different cultural backgrounds. After the training, the recurrent idea in the 
self-reflective reports is around the importance of fostering students’ interaction:

(13) Moreover, we can foster integration among international and local students 
through our teaching methodology. Mutual exchange and cooperation 
surely enrich the teaching and learning experience.

(14) I hope to improve the learning outcomes and promote a great interaction 
between domestic and international students.

Even though both before and after the training all participants said they found it easy 
to engage with others, it is after the training that they have become aware this was 
not going to be an easy task with students, who might be reluctant to interact with 
international students and remain grouped according to cultural homogeneity:

(15) Initially, I may find some barrier on the part of the students when it comes 
to creating mixed groups between native and international students.

(16) some students are narrow-minded and do not share their experiences with 
the international ones or people who do not have a fluent level in English 
or another foreign language; therefore the communication could be difficult 
for them.
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The Psychological Dimension is the least mentioned. Only 18 of the 130 
comments refer to it (i.e., 14%), and the comments come from only a minority 
(8) of participants. This contrasts with their answers to the questionnaire, where 
everyone considered themselves either highly or quite highly skilled. In other words, 
before the training, most of the participants regard themselves as ready to face 
intercultural exchanges, with just one of the participants (5%) acknowledging to 
be poorly skilled when facing intercultural encounters (Item 14). After the training, 
the tables seem to have turned, with 72% of the comments in this section made 
by 18 of the participants conveying negative ideas as they now talk about fears, 
anxieties, barriers and challenges when facing an intercultural classroom:

(17) Teaching in a foreign language is a great challenge for me, so speaking 
into [sic] English (in this case) will be intimidating and also much more 
complicated than in Spanish.

(18) Teaching in English in a multicultural class to mostly non-native English 
speakers, present [sic] challenges for both students and instructors.

However, 28% of the comments were tagged as positive. In these cases, the word 
opportunity tends to appear:

(19) It has given me the opportunity to open my mind and to discover so many 
things that had been hidden for me, talking in international classroom 
environment [sic].

One explanation we consider could account for this contradiction between the 
questionnaire and the self-reflective reports is that, in their regular intercultural 
encounters, participants might feel comfortable, but they regard the classroom 
as quite a different context:

(20) I think I will be able to cope thanks to the [sic] previous experience (more 
years, more experience). But if more students from abroad continue coming, 
I reckon that more intercultural problems might emerge.

Unfortunately, it is also possible that the intervention itself created this anxiety—
participants may not have been aware before the course of what was happening 
in their classrooms and the course raised their awareness, hence they become 
anxious about it.

Regarding Language Skills, this dimension accounts for 31% of the comments, 
with only 4 participants not making any contribution, 17 participants making 41 
comments. In the self-reflective reports, there are 37 contributions expressing 
concerns about the correct use of English:
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(21) Therefore, another important barrier would be the [sic] English grammar 
and pronunciation.

(22) Improving my English specially related to the topics (International Law, 
International Relations and Integration Processes).

Remarkably, only three of the comments were positive, such as that in (23):

(23) Thanks to this course, I do feel I have gained confidence to teach in English.

In their responses to the questionnaire before the training, participants indicated 
that they felt quite confident regarding their language skills (i.e., using English 
as a lingua franca). In fact, one participant (5%) stated to be highly proficient and 
11 of the participants (52%) described themselves as quite proficient. A group of 
7 participants (33%) regarded themselves as averagely proficient, with only two 
participants (10%) rating themselves as poorly proficient.

It could be argued that the intervention did not have the expected results, as 
one of the trainers’ main objectives was to “empower” these lecturers and help 
them gain self-confidence in EMI contexts. As one of the participants writes:

(24) The first thing I need to do is to improve my level of general English in order to 
gain confidence and ability to face a multicultural group in this language.

If we have a look at the verbal and non-verbal distinction, just one comment 
(0.40%) refers to non-verbal communication:

(25) in relation to the behaviour into a [sic] international classroom, paying 
special attention to issues that often go unnoticed such [sic] kinesics or 
proxemics.

We could interpret this as a lack of awareness of the role of the non-verbal in 
communicative acts even after completion of the course, so maybe more emphasis 
should be placed on this issue on future in-service training courses.

5. Conclusions

The aim of this study was to contrast the participants’ beliefs about their intercultural 
competence before and after taking a course related to the topic as part of an EMI 
in-service training course. With regard to continuous learning, there is a difference 
between initial self-confidence and participants’ realisation after the course that 
the intercultural classroom is a much more challenging context than they had 
perhaps realised. Moreover, they also changed their perception with respect to 
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interpersonal engagement, with participants realising that students’ reluctance might 
pose a considerable barrier. All of this may have taken its toll on the psychological 
dimension, where the intervention seems to have raised the participants’ anxiety. At 
the language level, the training did not fully succeed in empowering these lecturers in 
EMI contexts. Some participants still consider a high level of language competence 
to be a key issue for them to become effective EMI lecturers.

This paper is not without its limitations. The number of participants is 
relatively low and does not allow for generalisability. In addition, the use of the 
original questionnaire in a question format posed problems for the interpretation 
of the Likert-scale answers. A possible solution might be to fully rephrase the 
items as statements rather than questions. Finally, other interesting variables such 
as differences between disciplines, the specific context of each institution, and 
the fact that the instructors were different in each case, have not been considered 
for the sake of space. Future research is planned to tackle these issues.
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Abstract:

Universities in non-native English-speaking countries 
strive to increase the number of international students 
using EMI as one of their internationalisation strategies, 
“being caught up in the rush to offer both undergraduate 
and postgraduate programmes through the medium of 
English” (Macaro et al. 2018, 37). This has resulted in an 
unprecedented demand for EMI lecturers to acquire both 
improved English language proficiency and new teaching 
methodology skills (Gay et al. 2020). The research, 
however, evidences the lack of published materials for the 
development of EMI lecturer training courses (Costa 2015; 
Dafouz 2018; Gay et al. 2020). Moreover, the literature on 
hands-on practice with respect to the experience of those 
involved in EMI lecturer training is scant. Thus, here, the 
authors offer an outline of an EMI lecturer training course 
and provide an analysis of the experience of eight EMI 
lecturer trainers from three leading Russian universities 
that conducted EMI training courses in the academic 
years 2017-2019. Semi-structured interviews and pre- 
and post-course surveys show that EMI trainers encounter 
difficulties which are psychological, methodological and 
linguistic in nature, these being low English language 
proficiency of EMI lecturers, their insufficient knowledge 
of pedagogical strategies, their lack of self-reflection and 
feedback and their resistance to active learning techniques 
and a student-centered approach. The findings of this 
study will be useful for EMI lecturer trainers since the 
study highlights potential challenges and practical advice 
on how to increase training efficacy.

Keywords: English-Medium Instruction; EMI teacher 
training; EMI teacher training course; EMI teacher trainer
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1. Introduction

Globalization has had a tremendous impact on tertiary education all over the 
world, prompting many universities in non-native English-speaking countries to 
develop strategies aimed at raising the quality of the education they offer and 
increasing their market presence in the international education arena, with English 
Medium Instruction (EMI) becoming the driving force of internationalization 
and a prevalent phenomenon in tertiary education (Doiz et al. 2012; Macaro 
et al. 2018). Galloway et al. (2017, 8) summarise the reasons for designing 
and implementing EMI programmes, which have been widely studied in the 
literature (e.g., Costa 2015, Doiz et al. 2012; Macaro et al. 2018; Ruiz de Zarobe 
& Lyster, 2018). They include “gaining access to cutting-edge knowledge and 
increasing global competitiveness to raise the international profile; increasing 
income; enhancing student and lecturer mobility; enhancing the employability of 
graduates’ international competencies; improving English proficiency; reflecting 
developments in English language teaching (ELT); using English as a neutral 
language; offering EMI for altruistic motives” (Galloway et al. 2017, 4).

English Medium Instruction (EMI) programmes are increasing all over the 
world (Wächter and Maiworm 2014; Macaro et al. 2019a; Farell 2020). There 
was a sharp rise in the number of EMI programmes in Russian Higher Education 
Institutions (HEIs) from 122 in 2015 to 3160 in 2019. The Russian Ministry 
of Education supports innovative development in tertiary education through 
the 5-100 initiative, launched in 2012, which aims to raise the research and 
academic profiles of the leading Russian universities and to increase student 
and staff academic mobility. By 2020, 21 universities had joined, each having 
developed new strategic plans. One of the criteria for inclusion in the initiative 
is the number of EMI programmes the university can offer to international 
students; therefore, the departments have to internationalise their education 
programmes and the academic staff have to acquire new skills to be able to 
provide quality EMI programmes. Another high-priority project of the Russian 
Ministry of Education “Developing the export strategy for the Russian education 
services” states that by the year 2025 exports of Russian education services 
should increase, with the number of international students rising from 220,000 
in 2017 to 710,000 in 2025 (Ministry, 2020). Thus, for Russian universities EMI 
is a top-down initiative, deeply rooted in national and supranational policies for 
the internationalization of tertiary education.

Many aspects of the introduction of EMI have been comprehensively discussed 
in the literature: language policies and EMI strategic planning (Doiz et al. 2012; 
Hamid et al. 2013; Smit & Dafouz 2012); varying EMI contexts (Belyaeva & 
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Kuznetsova 2018; Kuteeva 2014; Wilkinson 2018); teacher and student attitudes 
to EMI (Dearden & Macaro 2016; Jensen & Thøgersen 2011); EMI lecturers’ 
training and certification (Cheng 2017; Costa 2015; Dafouz 2018; Klaassen & De 
Graaff 2001; Dimova & Kling 2018; Macaro et al. 2019b, Ploettner 2019; Valcke 
& Alfaro 2016, EQUiiP Project (2016-2019), TAEC project (2017-2020); EMI 
lecturer’s competence (Airy 2020; Morell 2018). The existing literature on the 
experience of EMI lecturers has shown that teaching an EMI course is a strenuous 
task. EMI teachers’ low language proficiency (Coleman 2006; Vu & Burns 2014), 
lack of effective pedagogy (Wilkinson 2005), insufficient intercultural awareness, 
lack of appropriate EMI strategies all aggravate the quality of education and need 
to be tackled in Continuing Professional Development (CPD) programmes.

University administration often delegates the responsibility to develop EMI 
teacher training courses to university Language Centers, where mostly English 
as a Second Language (ESL) teachers work, or Chairs of Foreign Languages 
(Fortanet-Gómez 2020). However, both language specialists and ESL teachers 
are not usually aware of what EMI is as this is not part of the professional training 
they received at university. Language specialists and ESL teachers themselves 
need EMI training to be able to teach others and a well-designed staff training 
is crucial to the success of an EMI training course (Wilkinson 2012; Jiménez-
Muñoz 2020). Although, pedagogical guidelines for effective EMI teaching 
and learning do exist (e.g., Educational Quality at Universities for inclusive 
international Programmes (EQUiiP); Transnational Alignment of English 
Competences (TAEC) Project EMI Handbook), there is little or no EMI content 
in initial teacher education programmes, which is concerning given the rapidly 
growing number of EMI programmes worldwide (Galloway et al. 2017; Jiménez-
Muñoz 2020, 124). ESL teachers should know particular EMI skills to teach 
international students, be competent EMI researchers to create the courses that 
are relevant to a particular EMI context and satisfy the needs of EMI content 
teachers. The literature on EMI is vast and “while the theoretical base for the 
development of EMI training programs is growing, the body of available research 
regarding the implementation of planned EMI initiatives is limited” (Ploettner 
2019, 264). There is also only limited literature (Dafouz & Smit 2020, Gay et 
al. 2020) that outlines the competencies needed and the challenges the ESL 
teachers meet when they start their EMI training career.

This case study employs observation and semi-structured interviews as well 
as pre-course and after-course surveys, to analyse the experience of EMI trainers 
from three Russian universities delivering EMI training courses for in-service 
academic staff. The data sheds light on how EMI teacher trainers reflect on the 
challenges they meet while implementing EMI training to the academic staff of 
their universities. The paper contributes to an empirically-based understanding 
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of how EMI teacher training courses can be designed and implemented and what 
challenges EMI teacher trainers should be ready to cope with.

The research seeks to answer the following questions:
1. What are the perceived shortcomings and prevailing challenges for EMI 

teacher trainers in designing and implementing an EMI training course?
2. What are the potential professional changes that EMI trainees are 

resistant to?

2. Literature Review: Challenges of EMI Training Course Design and Imple-
mentation

2.1. EMI Staff Selection and Preparation

With the increase in EMI education programmes, one of the many challenges 
that university administration experience is selecting staff to deliver such courses. 
There are several approaches to choosing EMI lecturers. One is to assign those 
lecturers who have a high level of English proficiency (Werther et al. 2014), albeit 
that what the acceptable level of English for EMI content teachers is remains a 
topic of debate. Macaro et al. (2018) consider there is no definitive universal 
benchmark for the level a teacher needs to be able to teach in English at national 
or international levels. In Spain in 2015, 43% of universities required their 
teachers to demonstrate a B2 level of English within the CEFR, 44% required C1, 
and 13% required C2 (Costa 2015). For Nordic universities, the only acceptable 
level is C1, while in Russia, the reality is that language proficiency for EMI 
content teachers ranges from B1 to C1. Moreover, the meaning of “ability to 
teach” can also mean different things to different people as the term “qualified” 
has been left undefined in EMI literature. “Qualified” might mean that an EMI 
teacher has a high level of language proficiency or that he has a certificate of an 
EMI course completed (Dafouz 2018). This approach works for the universities 
where a high level of English proficiency is an evaluation criterion for academic 
staff assessment scheme or tenure track. Such language requirements can be 
included in the language policy of a university. This strategy works well for the 
leading Russian universities in Moscow and Saint-Petersburg, which have a high 
concentration of leading researchers who collaborate with international scientists 
and develop networks of international academic contacts.

The second approach is organizing EMI certification of the academic staff 
without providing EMI training courses. Several European universities have 
certification procedures: Test of Oral English Proficiency for Academic Staff 
(Copenhagen University – Center for Internationalization and Parallel Language 
Use) (Center 2020); Test of Performance for Teaching at University Level Through 
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the Medium of Instruction (University of the Basque Country). However, Klaassen 
and Räsänen (2006, 249) advocate the creation of a universal assessment tool 
that can be disseminated both in Europe and worldwide. Moreover, a large 
number of universities after the certification is made will see a high demand for 
developing EMI teacher training initiatives to prepare lecturers to work efficiently 
in international classrooms. In Russia few universities have certification of EMI 
skills and knowledge and the assessment criteria to evaluate the readiness to 
become an EMI lecturer are mostly focused on language proficiency.

The third approach is to design and implement EMI training courses for EMI 
staff which are an integral part of CPD. The demand for EMI teacher training 
is huge universally and is well-documented in the literature (Gustafsson 2018; 
Trent 2017; Werther et al. 2014; Lasagabaster & Douz 2018) with both academic 
staff and students on EMI courses complaining that the EMI staff lack expertise in 
the areas of English language proficiency, including English for Specific Purposes 
(ESP) and English for Academic Purposes (EAP), pedagogical skills, EMI-specific 
micro-skills and intercultural awareness. These knowledge and skills gap lead to 
the reduced self-assurance of EMI lecturers when delivering their courses and 
reduced quality of teaching. As the demand for EMI courses exists in universities, 
the third approach is widely adopted by many European and Eastern universities, 
and it may take a variety of forms, as will be shown later in the paper. For regional 
Russian universities the third approach prevails as there is a lack of EMI staff 
with high language proficiency. It usually takes two or three years of general 
and academic English training courses before a lecturer is ready to take an EMI 
training course, for which B1 is the minimum language requirement.

2.2. Design of EMI Training Courses

The practice of EMI teacher training is evolving, however, few case studies are 
described in the literature. One of the reasons, as Galloway et al. (2017) explain, 
is that EMI teacher training courses are heavily context-dependent and there is 
no one-size-fits-all approach. Nevertheless, there are two recent projects—EQUiiP 
and TAEC—that offer general recommendations on what to include into an EMI 
training course. EQUiiP project (2016-2019) is an Erasmus+ partnership consisting 
of seven European Universities. The project partners are Aarhus University, 
Denmark; the University of Bordeaux, France; Universidad Complutense de 
Madrid, Spain; the University of Copenhagen, Denmark; the University of Freiburg, 
Germany; Glasgow Caledonian University, United Kingdom; the University of 
Groningen, The Netherlands. The project has produced a programme providing 
support for educational developers and lecturers aiming to ensure quality in 
international and intercultural classrooms in higher education. The TAEC project 
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is a collaboration between the following partners: University of Copenhagen, 
Denmark; Maastricht University, the Netherlands; Universidad de Lleida, Spain; 
Universita Degli Studi di Torino, Italy; Faculty of Humanities and Social Sciences in 
Rijeka, Croatia. The purpose of the project is to develop a common framework for 
EMI quality assurance and support, which will help the partners adapt local EMI 
training and certification language assessment instruments for transnational uses. 
The projects’ results may serve as guidelines for an EMI trainer, but they do not 
give a detailed structured description of classroom activities that can be used by an 
ESL teacher making their first steps in an EMI course design. It is still a challenge 
to decide on the content of the course, the skills to be developed for EMI trainees, 
and the learning outcomes to be achieved.

There is no general agreement on the content and length of EMI training 
courses. A study of the current practice at Spanish universities showed the length 
of EMI teacher training courses to be quite diverse: 25% report courses lasting 
between 1 and 15 hours, 36% between 15 and 30 hours, 25% between 30 and 60 
hours, and 14% longer than 60 hours. (Martin del Pozo 2017). Russian academic 
literature on the successful implementation of EMI training courses is scarce, as 
most such courses are still being piloted and results have not been published 
yet. Some practical examples of Russian EMI training courses include an EMI 
textbook developed at South Ural State University (SUSU) (Volchenkova & Bryan 
2019) and by an online course developed by the EMI trainers of Information 
Technologies, Mechanics and Optics University (ITMO).

The content and forms of EMI teacher training courses vary both within a 
country (Martin del Pozo 2017; Belyaeva & Kuznetsova 2018) and in different 
countries. The different approaches to content design are shown in Table 1 that is 
based on the comprehensive research of Costa (2015) and the information from 
the websites of universities.

tAbLe 1. The diversity of EMI teacher training course design

Country:

Institution

Name of the 

course

Content

Focus

Form Length Entry 

level

Certification 

Procedure

1 Belgium :

Universite 

Libré de 

Bruxelles

CLIL Good 

Practices and 

Teaching in 

a Foreign language

Methods of 

teaching

Pedagogy

Seminars C1

2 Croatia:

University of 

Rijeka

English Language 

support 

Programme

for EMI

English 

language 

training

EMI strategies

practical 

classes 

and online 

studies

30 classes,

2 months

B1
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Country:

Institution

Name of the 

course

Content

Focus

Form Length Entry 

level

Certification 

Procedure

3 Finland:

University of 

Jivčshkilč

TACE

Teaching 

Academic Content 

through English

Instructional 

Designs

Intercultural 

skills

Pedagogical 

issues

practical 

classes

B2

4 France:

Université 

de Bordeau

Défi International EMI instruction 

(academic 

reading, 

understanding 

lectures, asking/

answering 

questions)

Language skills 

Pedagogical 

issues (micro-

teaching)

practical 

sessions

18 hours not 

clear

5 Germany:

University of 

Freiburg

Teach in English 

with Confidence

English 

language 

training

EMI strategies

work-shops

semester-

length 

courses

B2-C1 Certificate 

assessment 

procedure

Triangled 

assessment 

(students‘

feedback,

self-

assessment, 

expert 

evaluation)

6 Italy:

University

of Padula

LEAP

Learning English 

for Academic 

Purposes

English 

language 

training

Teaching skills

Methodological 

skills

practical 

classes

work-shops

winter 

schools

40 hours B1

7 Italy:

University of 

Modena

Lecturing in 

English for No-

Native speakers

Methods of 

teaching

practical 

classes

30 hours B1

8 Netherlands:

Utrecht 

University

CLIL Methodology 

in Higher 

Education

CLIL 

background

CLIL 

methodology

ICT in higher 

education

practical 

classes

40 hours C1



Ksenia Volchenkova & Elizaveta Kravtsova192

Alicante Journal of English Studies, Issue 34, 2021, pages 185-219

Country:

Institution

Name of the 

course

Content

Focus

Form Length Entry 

level

Certification 

Procedure

9 Spain:

University of 

Alicanté

Prof-Teaching 

Programme

(Multimodal 

interaction in an 

EMI classroom)

Module 1

Digital and 

Linguistic Tools

Module 2

EMI Reflection, 

Awareness and 

Practice

Module 3

Observation 

and Practice

practical 

classes

40 hours

30 hours

20 hours

B2

10 Spain:

Universitat 

Jaume I

EMI course EMI key 

concepts

Communicative 

classroom 

discourse

Specific courses 

(use of IT, 

assessment 

methods etc.)

Coaching

Teacher-

exchange 

programmes

practical 

classes

10 hours

30 hours

50 hours

15 hours

15 hours

Portfolio

11 United 

Kingdom:

British 

Council

Academic Teaching 

Excellence

EMI 

Introduction

Speaking 

practice

Teaching 

practice

Oral and 

written 

feedback to 

students

Micro-teaching

intensive 

seminars 

in a 

host 

university

1 week C1 Certificate of 

Attendance

12 United 

Kingdom:

Oxford 

University

English Medium 

Instruction

English 

language for 

lecture

intensive 

course

80 hours B2 Oxford EMI 

Certificate
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Country:

Institution

Name of the 

course

Content

Focus

Form Length Entry 

level

Certification 

Procedure

13 Hong Kong:

Hong Kong 

Institute of 

Education

Professional 

Development 

Programme for 

the Teachers 

Using English as 

the Medium of 

Instruction

Language 

Awareness

Planning and 

Principles

Strategies 

for English 

Medium 

Teaching and 

Learning

intensive 

course

8 weeks,

90 hours

Certificate of 

Attendance

14 China:

Chongqing 

University, 

Chongqing 

School of 

Foreign 

Languages 

and 

Cultures,

Professional 

Development 

Programme for 

the Teachers 

Using English as 

the Medium of 

Instruction

Conceptualizing 

EMI

Classroom 

language 

modification

EMI 

instructional 

strategies

Micro-teaching

5-day 

intensive 

programme

Certificate of 

Attendance

15 Russia:

Saint 

Petersburg

ITMO

English Medium 

Instruction

EMI pedagogy

Soft skills

Intercultural 

Communication

Micro-teaching

in-house

course

12 weeks,

72 hours

B2 Certificate of 

Attendance

16 Russia:

Chelyabinsk

South 

Ural State 

University

English Medium 

Instruction

Concept of EMI

Multicultural 

classroom

Academic 

English

Methodology

EMI strategies

Micro-teaching

6 months,

120 hours

B1-B2 Certificate 

assessment 

procedure

Expert 

evaluation

Some universities focus their EMI training courses on methods of teaching and 
pedagogy, while some concentrate on English language training, and others 
consider EMI conceptualization and EMI strategies as the key skills that EMI 
academic staff should acquire. What most universities agree upon is that an EMI 
course should be a hands-on experience and provide practical teaching skills 
in an international classroom. As few universities in Russia offer EMI training 
courses for their staff, the only option for Russian EMI trainers is to study the 
best practices of European and Asian universities, where the EMI agenda has 
been developing since the 1990s.
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2.3. EMI Lecturers’ Resistance to Change

The third challenge that an EMI teacher trainer should be prepared for is that 
academic staff are adult learners with professional experience, particular values 
and deep-seated attitudes to teaching and learning. They should be taught 
using the principles of andragogy (Knowles 1980; Volchenkova 2015). They 
are adults with well-developed critical thinking skills and they need strong 
argument made by an EMI teacher trainer to change their current practice 
(Knowles 1980; Volchenkova et al 2017). This may be an issue, coupled with 
a lack of motivation to increase English-language proficiency that stems from 
the fact that improving language skills is time-consuming (Bradford 2016). 
Moreover, John Airey (2020, 343) notes “In my dealings with physics lecturers, 
I struggle to convince them that they should view themselves as teachers of 
disciplinary discourse. However, for content lecturers, content is king. EMI is 
simply seen as a pragmatic means to a content-related end. In such situations, it 
is not surprising that content lecturers have been reported as insisting that they 
do not teach language (Airey 2012).” Thus, EMI content lecturers may not feel 
responsible for adjusting their own language to their students’ level of English 
or to helping students develop their linguistic proficiency in order to operate 
successfully in their academic subject. This misconception that may be held 
by content teachers should be challenged in EMI teacher training, as it is the 
task of an EMI teacher trainer to persuade the lecturers to take responsibility 
for the students’ language ability, learning outcomes and social skills. Over the 
last 20 years, language proficiency has become the responsibility of education 
providers (Räsänen 2008) as higher education institutions need to prepare 
graduates for the global market, where employers value proficient first and 
second language use, disciplinary expertise and global-networking skills (Yang 
2017). As such, “a paradigm shift is needed” and EMI content teachers should 
“become responsible for the development of students’ language proficiency” 
(Jiménez-Muñoz 2020). The main pedagogical implication is that EMI trainers 
should teach language scaffolding as part of an EMI course.

3. The Study

The study seeks to identify the prevailing challenges for EMI trainers in designing 
and implementing an EMI training course in Russia. The study was conducted 
in 2017-2020 with the participants of EMI teacher training courses and their 
EMI trainers from three universities in the Russian Federation: SUSU (South 
Ural State University (national research university), in Chelyabinsk; ChelSMA 
(Chelyabinsk State Medical Academy of Federal Agency of Health Care and Social 
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Development), in Chelyabinsk; and ITMO (Institute of Information Technologies, 
Mechanics and Optics), in Saint Petersburg.

The EMI contexts of the three universities have some similarities but also 
some differences. On the one hand, the approach to EMI at SUSU, ChelSMA 
and ITMO has been a top-down one, so academic staff have to deliver courses in 
English at the demand of the university administration, i.e., the lecturers did not 
choose to teach EMI courses, and the main selection criteria for the staff was their 
proficiency in English. All three universities have an internal language assessment 
procedure that is aligned with the CEFR. The average level of English proficiency 
of EMI lecturers ranged from upper-intermediate (B2) to intermediate (B1).

On the other hand, each university’s approach to EMI training course design 
and implementation was different. At SUSU, a research-driven approach was 
used that helped to shape the course and integrate it into a CPD programme 
called “Lingva” which aims to raise the English language proficiency of the 
those teaching STEM (science, technology, engineering and maths) subjects and 
social sciences. The results of the SUSU research were reported at two ICHLE 
(Integrating Content and Language in Higher Education) conferences (2017 and 
2019), and used as the basis for the textbook “English for Researchers: English 
Medium Instruction” and a document of recommendations for the universities 
involved in teaching international students. The EMI training course at SUSU has 
been conducted since 2016, with all the trainers using the same EMI textbook 
(EMI textbook was developed at SUSU by Volchenkova and Bryan 2019) and 
having participated in a set of workshops on how to teach EMI. At ITMO the 
university’s Foreign Language Training Center has been providing workshops and 
training courses on EMI since 2017. The EMI course is a stand-alone language 
course delivered for Physics and IT lecturers. The course has been shaped and 
developed on the basis of feedback from a series of EMI trainers’ internships at 
American universities. ITMO trainees had the opportunity to take a three-week 
course on EMI methodology at Boston University after they had completed a 
basic EMI course at ITMO. ChelSMA does not have a language training center. 
The department of foreign languages was responsible for EMI training. In 2019 
they brought in both the teaching materials and an EMI trainer to provide the 
EMI course for the academic staff.
 
3.1 Course participant profiles

The EMI trainees were 113 university instructors, associate professors, and 
professors of various fields of expertise from 3 leading universities in Russia: 79 
content teachers from SUSU (69.9%) (the participants at SUSU taught a wide 
range of subjects from mathematics to philosophy); 18 content teachers (doctors) 

http://languages.ifmo.ru/en/
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from ChelSMA (15.9%); 16 content teachers (IT specialists) from ITMO (14.2%). 
The number of EMI participants are listed in Table 2.

tAbLe 2. Number of EMI trainees

University Number of EMI trainees 

SUSU 79 (69.9%)

ChelSMA 18 (15.9%)

ITMO 16 (14.2%)

The participants’ teaching experience ranged from 5 years to 30 years, most had 
Doctoral degrees in their subject and when they started their courses, none had 
taught or studied abroad.

At the beginning of the EMI course, the trainees could not name any effective 
EMI teaching and learning strategies. 65 respondents (57.5%) perceived the idea 
of introducing English taught courses in their departments as positive, seeing it 
as the main reason international students would be attracted to their university. 
However, 78 respondents (69%) perceived EMI as a simple direct transfer of their 
content knowledge from Russian into English, without taking into consideration 
the potential pitfalls of such a process, or the multicultural issues that may arise 
in the classroom.

Safipour et al. (2017) showed that, although language proficiency is one 
of the main barriers for the integration of foreign and local students in EMI 
programmes, the main hindrance seems to be cultural differences. Thus, EMI 
trainees should pay a considerable amount of attention to the basic guidelines 
for teaching international students: raise awareness about the types of challenges 
foreign students face; provide examples of the kinds of issues that may affect 
students; offer possible suggestions.

Before the EMI course, each of the three universities had had an internal 
language assessment procedure by giving their trainees the Cambridge placement 
test that is aligned with (CEFR). The results show that the average level of 
English proficiency of EMI content teachers at 3 universities ranges from upper-
intermediate (B2) to intermediate levels (B1): 62.5% upper-intermediate (B2), 
37.5 % intermediate (B1).

The intermediate level (B1) of English in speaking, writing, listening, and 
reading, with the receptive skills rated significantly higher than the productive 
skills. Even upper-intermediate users (B2) of English admitted they had difficulties 
of self-expression and stumble on both grammar and vocabulary issues every 
time they used English. Thus, it is essential to develop CPD schemes for content 
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teachers to increase their level of proficiency in English with an EMI course being 
part of the scheme and not an isolated course. Our results match with the recent 
findings of Martinez and Fernandes (2020, 138) that offer to organize English 
without Borders support (this is a program which gives the opportunity to study 
the language free of charge, in online courses, for example) at universities for 
both content teachers and students for EMI not to turn into an elitist programme.

3.1.2. Trainers

Eight EMI trainers were from the three universities: SUSU (4), ChelSMA (1), ITMO 
(3). Their teaching experience ranged from 10 years to 30 years. As indicated 
in Table 3, half of the trainers had received their PhD degree in Linguistics 
and Pedagogy. All of the trainers fulfilled the TKT (Teaching Knowledge Test) 
qualification, two of them are certified CELTA (Cerificate in Teaching English to 
Speakers of Other Languages) teachers.

tAbLe 3. Profiles of EMI trainers

EMI 
trainer

University PhD in 
Linguistics/ 
Pedagogy

Experience in 
teaching

Experience in 
teaching EMI

International 
certification

1 SUSU yes 12 years 3 years CELTA, TKT

2 SUSU yes 24 years 5 years CELTA, TKT

3 SUSU yes 18 years 2 years TKT

4 SUSU no 20 years 2 years TKT

5 ITMO no 30 years 5 years TKT

6 ITMO no 25 years 4 years TKT

7 ITMO no 15 years 4 years TKT

8 ChelSMA yes 10 years 3 years CELTA,TKT

3.2 Instruments

Since the study was conducted with the participants of EMI teacher training 
courses, the background information on the trainees is given. This data is 
important because it shapes the EMI trainers’ perception on organizing a 
successful learning process and producing the desired result.

The data for this study was collected via a pre-course questionnaire 
(Appendix A) and Likert scale (Appendix B), and an after-course evaluation 
survey (Appendix D). The reflections of EMI teacher trainers on the training 
they provided were collected and analyzed after the courses were completed 



Ksenia Volchenkova & Elizaveta Kravtsova198

Alicante Journal of English Studies, Issue 34, 2021, pages 185-219

via semi-structured interviews (Appendix C). 8 EMI teacher-trainers from 3 
Russian universities were interviewed.

The pre-course questionnaire and a Likert scale were distributed among the 
participants before the EMI teacher training course. The questionnaire consisted 
of 18 questions (Appendix A) related to teaching experience, experience in EMI, 
and their ideas about the influence of EMI on the teaching process. The Likert 
scale survey used 40 statements to ascertain participants’ perceptions of the 
possible benefits and drawbacks of EMI, the context of EMI at their university, the 
motivation of the academic staff to develop EMI courses. The after-course survey 
asked participants to assess the course design and course content, to describe 
the skills they had acquired and give ideas on how to improve the course.

The pre-course questionnaire aimed to gain knowledge on the participants’ 
background: 7 questions were on teaching experience, 5 questions on their 
experience (if any) and willingness to teach subjects in English and their attitudes 
to it, 2 questions were on the potential EMI training and 4 questions aimed to 
ascertain participants’ views/ideas about the influence of EMI on the teaching 
process. The Likert scale survey was designed to explore initial EMI trainee’s’ 
motivation and cognitions of what EMI is.

4. Results

4.1. Pre-course Survey

The majority of the EMI trainees expressed concern about using English as the 
only tool to deliver the content of their subjects and admitted that they felt 
they had deficient English language proficiency for EMI instruction. Only 25 
(22%) out of 113 respondents considered their English language proficiency 
high enough to conduct lectures and seminars in English.

It must be noted that EMI trainees did not have a clear understanding and 
needs for EMI introduction, though 32 respondents (28.3%) strongly believed 
that it was the responsibility of the department to choose which courses were 
suitable for EMI instruction, and 81 respondents (71.6%) were uncertain 
about whose responsibility it should be. Similar findings in EMI participants’ 
motivation can be found in the works of Fortanet-Gómez (2020) and Llinares & 
Mendikoetxea (2020).

The participants on the training courses had little or no experience of delivering 
EMI courses (only 16 respondents (14%) had had one or two years of experience 
teaching in English to foreign students being visiting professors at universities 
abroad). They noted that they needed to learn teaching strategies to increase 
their range of options for providing knowledge, and they needed to improve their 
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language skills in both classroom and general English. The major findings of the 
pre-course survey/questionnaire (Appendix A) can be found in Table 5.

tAbLe 5. Pre-course survey major findings

Attitudes and beliefs towards EMI 113 Participants

Positive attitude towards EMI 65 respondents (57.5%)

EMI is a top-down approach 32 respondents (28.3%)

EMI lecture is a direct transfer of content knowledge 
from Russian into English

78 respondents (69%)

EMI experience (one or two years of experience teaching 
in English to foreign students)

16 respondents (14%)

The university’s need to introduce EMI has become the motivation for staff 
to adjust their methods of teaching. Though few of the participants had EMI 
experience they realized how beneficial it could be for their career at their university 
as the Key Performance Indicator (KPI) they had to reach included publication 
activities, establishing international academic contacts and participating in 
international research teams, and teaching in EMI could substantially improve 
their standard of English and provide them with the necessary skills to improve 
their KPIs.

4.2. Post-course Survey

The post-course evaluation survey had 10 questions and was answered by the 
EMI trainees after the final examination. The participants were asked to evaluate 
the structure of the course and the usefulness of the topics studied, as well as to 
give recommendations on how the course could be improved. There were also 
questions that addressed participants’ opinions about the difficulty of the course 
and the challenges they had encountered during the course.

The questionnaire results reveal overall satisfaction with the course structure. 
SUSU and ChelSMA trainers taught the material using the same EMI textbook 
(EMI textbook was developed at SUSU by Volchenkova and Bryan 2019). ITMO 
trainers designed their own EMI programme which is a stand-alone language 
course for IT specialists and physicists. The structure of the course is similar 
though. It includes such units as EMI pedagogy and methodology, EMI strategies, 
Micro-teaching, Intercultural communication, Academic English. The content of 
the EMI course was not generally perceived as difficult. For 62.5% of participants 
with a high level of English (B1, B2) it was easier to complete the various tasks 
and prepare for lectures and seminars that they have to give as part of the course, 
that is why they had more positive feedback than other participants.
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In terms of satisfaction with the different topics covered on the course, 97 
respondents (86.6%) said that the first topic on EMI conceptualization consisted 
of too many unnecessary descriptions and clarifications about what EMI means, 
and was considered redundant. 102 respondents (90%) pointed out that 
interactive learning techniques and practice-oriented sections were extremely 
useful, and 60 respondents (53%) appreciated the information on the polite 
feedback design for effective international communication. The detailed review 
of the usefulness of the different EMI units is shown in Table 6.

tAbLe 6. Usefulness of EMI units

EMI course structure Very useful Somewhat 
useful

Not useful Don’t know

Unit 1. What EMI is 4 (3.5%) 10 (8.8%) 97 (86.6%) 2 (1.8%)

Unit 2. Pedagogy of EMI 62 (55%) 47 (41.5%) 4 (3.5%) -

Unit 3. Alternative ways of teaching 
EMI

72 (64%) 41 (42%) - -

Unit 4. Lecturing in EMI 89 (78.7%) 24 (21.2%) - -

Unit 5. Lecturing in EMI: subskills 102 (90%) 11 (9.7%) - -

Unit 6. Seminars in an EMI setting 102 (90%) 11 (9.7%) - -

Unit 7. Giving Feedback 60 (53%) 53 (47%) - -

Three main findings were identified from the post-course evaluation survey: the 
EMI trainees appreciated the usefulness of new pedagogical and EMI strategies; 
they acknowledged the double value of the course as the new knowledge can be 
used for their professional development; and they noted that developing EMI 
content for classes was time-consuming.

“I learned a lot of new tools and approaches to teaching during this course. I am going 
to apply these strategies working with Russian students.” (participant 2)
“I enjoyed the implementation of studying techniques during lessons. On the other 
hand, I’d prefer to have not as much time-consuming homework as we were given.” 
(participant 4)

As for recommendations on how to further improve the course, 72 respondents 
(63.7%) suggested paying more attention to specific aspects of English in 
teaching: e.g., common grammar and vocabulary for their specific discipline. 
68 respondents (60%) suggested adding a lesson on How to make presentations.
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4.3. Semi-structured Interviews with 8 EMI Teacher Trainers

As the focus of our study is the experience of EMI teacher trainers, 8 EMI trainers 
were asked to fill the semi-structured interview through online Google forms 
after the course had finished.The questionnaire comprised 8 questions: 3 related 
to the trainer’s background, their experience in EMI teacher training and their 
university context; 2 questions were on the typical myths about EMI among 
the trainees and the challenges that EMI teacher trainers encountered while 
delivering an EMI course to content teachers. We also asked about the beliefs of 
content teachers that were most difficult to change and the methods that worked 
best with content teachers.

4.3.1. The myths of EMI trainees

The myths that most content teachers share on EMI implementation are about 
the concept of interactivity in EMI classes, professional expertise and intercultural 
awareness. One of the typical myths of content teachers is that organizing highly 
interactive classes is next to impossible. Moreover, many lecturers consider 
devising interactive tasks as a waste of time. Three of the trainers expressed this 
idea in their interviews. For example, one of the trainers admitted that:

“Content teachers consider EMI lessons to be quite difficult to organize, and 
using interactive techniques every lesson is time-consuming and unproductive 
for many of them.” (Trainer 5)

This can be explained by the fact that in Russia class interaction does not usually 
occur during lectures, where students are passive listeners, especially in technical 
departments. Traditionally the interaction in the classroom is considered from 
the standpoint of communicative leadership of the teacher. This type of teacher-
student interaction came from Soviet times and is still deeply rooted in the 
consciousness of both teachers and students.

The new forms of cooperative learning are developing slowly in Russia, 
mainly due to teachers’ reluctance to change their style of teaching. So many 
efforts were made by the trainers to actively engage the trainees in classroom 
interaction by asking questions, to activate schemata and check comprehension.

Researchers (Airey 2011, Hellekjaer 2010, Klaasen and de Graaff 2001, Morell 
2018) claim that effective lecturing behavior (when the lecturer uses explicit 
instructions, scaffolding, actively involves students in the discussion, etc.) is a 
necessity for information comprehension in second language instruction, and 
that learning outcomes depend on lecture structuring and the use of interaction 
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supported by appropriate non-verbal behavior and well-prepared visuals. 
Therefore, EMI trainers should encourage content teachers to ask audience-
oriented questions (Morell 2020) based on students’ personal experience to 
support their understanding in lectures of any discipline.

Another misconception, that many content teachers share, is that they have 
enough teaching experience to work with any audience and they do not need any 
innovative pedagogical techniques. Simply translating their lectures into English, 
without the need for any adjustment to the audience, is enough. Thus, the 
trainer has to explain to a content teacher that in EMI content understanding is 
a sensitive issue and the teacher should be able to provide adequate scaffolding, 
check comprehension and give feedback to achieve the desired outcomes for 
students studying the subject in a second language.

The third myth that is actively supported by the majority of Russian 
content lecturers is that international students should be treated like Russian 
students. Content teachers often do not have time to learn about the culture and 
educational background of international students. Moreover, most of the EMI 
teachers do not consider it necessary to study the cultural peculiarities of their 
international students to help create a comfortable atmosphere in classes. 

4.3.2. The beliefs of content teachers.

The myths mentioned above are supported by the beliefs of content teachers 
described by the trainers in their semi-structured interviews. The trainers referred 
to the issues of lesson preparation, trust in authorities, and the evaluative nature 
of observation by senior management. In interviews, the trainers reported the 
unwillingness of the EMI trainees to spend much time on lesson planning. As 
two of the trainers noted:

“They believe that too much preparation doesn’t pay financially.” Trainer 6
“Planning is always bureaucracy and not helpful for teachers.” Trainer 8

At many Russian universities no incentive scheme has yet been developed to 
compensate lecturers in this respect. Moreover, to make the lecture interactive 
requires extra planning and the preparation of handouts that makes planning an 
EMI lecture extremely time-consuming, doubling or even tripling the workload 
of the academic staff (Doiz et al. 2012; Dafouz 2018). Thus, content teachers 
prefer using the materials they have in Russian and translate them into English as 
the easiest ways to deliver an EMI course. The goal of the EMI trainer is to show 
participants that word-for-word translation does not convey the appropriate 
meaning of their lectures, and may lead to misunderstanding of the key 
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terminology and the overall message. Our results match with the recent findings 
of Méndez-García and Luque Agulló (2020).

The other issue encountered by the trainers was the deep distrust in highly 
directive university management, which has to comply with national standards 
and generally lacks flexibility in terms of education programme design. One of 
the trainers mentioned that:

“Content teachers don’t believe that their authorities will allow them to make 
the necessary changes in their syllabi and curriculum to adapt the program to 
international students.” Trainer1

The most critical issue in content teachers’ beliefs revealed by the trainers is their 
negative attitude to peer observation (Göker 2016). EMI trainees referred to their 
experience of being observed by their colleagues or heads of the departments 
several times during the academic year. These observations were performed 
in order not to help a person to become a better specialist, but to check if 
teachers followed their syllabi without any variations. Few content teachers treat 
observation positively. One trainer noted that:

“EMI trainees feel that teacher observations are evaluative and not just formative, 
so they impact on their financial status.” Trainer 3

The first aspect that should be clarified here is that peer observation is not 
common practice for Russian universities as it is mostly done by the heads of 
the departments when the university administration decides whether to extend 
a lecturer’s contract or not. Thus, the fear of content teachers comes from their 
working experience. Secondly, peer observation is rarely conducted in Russian 
universities, and the content teachers need practical skills to give feedback 
properly following the sandwich model (where you give the person being observed 
a comment that identifies an area where they can improve ‘sandwiched’ between 
two positive comments that pick out where they have done well) and not to be 
judgmental while criticizing their colleagues.

4.3.3. The methods that work best with content teachers.

The trainers highlighted the methods that work best with content teachers. 
Content teachers appreciate pair and group work as they are eager to share 
their experience and knowledge. One such techniques is TPS (think-pair-share). 
This is a collaborative learning strategy where students work together to solve a 
problem or answer a question about an assigned task. TPS requires students to 
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(1) think individually about a topic or answer to a question; and (2) share ideas 
with classmates. This activity not only stimulates discussion, but also encourages 
teachers to share views with a partner/group, thus, building their confidence and 
creating a cooperative environment.

Content teachers understand the material, that is being presented to them 
during the course, much better if experiential learning techniques are used with 
them. Micro-teaching sessions (several 20-minute lectures and practical classes 
conducted by the trainees and observed by their peers and the trainer during 
the course) were a good way to apply this. Peer observation and constructive 
feedback enriched content teachers’ practice as all of them received feedback 
regarding lecture content and delivery.

The third aspect that trainers recommend is to ask content teachers to reflect 
on their own lectures delivered at micro-teaching sessions and turn this practice 
into a professional habit. Peer observation works best, as there are usually two 
or three teachers from the same field of study in an EMI group. They can see 
each other’s mistakes in terms of content, and the EMI teacher trainer can give 
feedback on the content delivery. Thus, the participants can learn both from each 
other and from an EMI teacher trainer, practicing coaching, giving feedback and 
reflecting on the advantages and drawbacks of the lecture given.

4.3.4. The challenges for the trainers

The answers to the question on the challenges the trainers encountered can be 
divided into three areas: language issues that content teachers face, resistance 
to changing their teaching style, and lack of trainers’ expertise in the subject 
areas of content teachers. The lack of participants’ proficiency in English is one 
of the most recurrent topics in the trainers’ interviews. As discussed above, 
an EMI course should be taught to the lecturers with B2-C1, but the reality of 
Russian universities, as well as many European universities (Costa 2015), is that 
lecturers often start teaching EMI courses when they have a lower CEFR level, 
often causing difficulties to the EMI teacher trainers. One trainer stated that:

“EMI is perceived too challenging and time-consuming by the trainees. They think 
that they are supposed to simplify the content and have impressive language 
competence to provide clarity and accuracy of expression.” Trainer 5

In addition, EMI trainers note that the most serious issue observed through classes 
was language simplification both at the lexical and syntactical levels through the 
adoption of a more direct and concise style. As lecturers’ answers showed that 
language simplification was caused by their limited ability in spoken English. 
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The lecturers explained that they were more accustomed to reading and writing 
in English. Valcke and Båge (2020) have similarly found that EMI lecturers have 
more experience in written than oral communication.

Based on the materials that trainees prepared for the micro-teaching sessions, 
an interesting analogy was observed. The comparison was made between the 
software-aided presentations used in the EMI trainees’ native language and those 
used in the EMI courses. The first difference is the number of slides, with those 
in English outnumbering those in Russian. Secondly, the slides written in English 
tended to have more text as compared to those in Russian, as if there was a need 
to make some concepts and issues more explicit. Moreover, English slides served 
as cue-cards for content teachers, enabling them to read the information, because 
producing a spontaneous coherent narrative in English remains a problem for 
them (Gibbons, 2015). EMI trainees often justify the amount of text on the slides 
in terms of the low abilities of their international students, and seem afraid to 
confess that it is a way for them to get their own language support and to ensure 
they deliver the key content to the students. Moreover, EMI trainees should keep 
in mind that many of their students may experience more difficulties in English 
than others and thus be able to provide language scaffolding assistance. So, it is 
essential to improve the English language proficiency of both staff and students 
through English language training courses.

Another issue noted by seven of the eight trainers is the resistance of EMI 
trainees to changing their teaching styles. One of the trainers stated:

“Sometimes they are resistant to change and to the novelty of teaching techniques 
suggested. Resistance to active learning techniques and student-centered approach. 
Determining learning objectives and splitting big goals into sub-skills goes very 
slowly.” Trainer 7

EMI trainees are experienced university teachers and to change their perspective 
on teaching methods is a challenging task. Before the EMI training, 67 EMI 
trainees (59%) firmly believed that no other changes needed to occur when 
they change the language of instruction from Russian into English. It was 
quite a challenge to encourage EMI trainees to teach more interactively. Their 
unwillingness to switch to student-centered lecturing and employ different EMI 
strategies in the classroom additional efforts from the trainers. This opinion, 
however, changed after completing the EMI course. Trainees adopted a different 
approach conducting and organizing lectures (9 events of Instruction by Gagne 
is a communicative strategy that is intended to further deepen the students’ 
learning process. As each step is completed, learners are meant to become more 
interested, engaged and invested in the learning process), seminars using various 
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pedagogical techniques, such as a flipped classroom, scaffolding (Think-Pair-
Share, project work, pre-teaching vocabulary) and interactive strategies (picture 
prompt, word cloud guessing, empty outlines).

The third issue raised by the trainers was their lack of expertise in the content 
areas of their trainees. Most of the trainers stated that the area of content teachers’ 
expertise was difficult to understand since many of the trainers simply lacked 
knowledge of teaching such content and they did not have the opportunity to 
observe their trainees in real-life scenarios. 

Some of the ways to tackle this issue were discussed by Lasagabaster & Doiz 
(2018); and Trent (2017). At least an EMI trainer can observe trainees’ practical 
classes or lectures to develop a better understanding of their course structure 
and style of lecturing. This will help to relieve stress and avoid conflicts between 
participants and trainers during the EMI class. Moreover, it will allow trainers to 
design an individual learning trajectory for each member of academic staff and 
provide them with transferable skills that they can also use with L1 students.

5. Conclusions

The main objective of this study was to identify the perceived shortcomings and 
prevailing challenges for EMI teacher trainers to design and implement an EMI 
training course. To achieve this goal, we analyzed the reflections of EMI trainers 
on the main challenges that they had encountered: selection of participants for 
EMI training; design of the course; EMI content teachers’ resistance to change. 
We collected the data via semi-structured interviews with teacher trainers from 
three Russian universities. The data on teacher trainees was analyzed via a pre-
course and after-course survey. What follows is a summary of the findings and 
their pedagogical implications.

Since the approach to EMI at the three Russian universities involved in this 
work (SUSU, ChelSMA, ITMO) has been a top-down one, the academic staff have 
to deliver their courses in English at the demand of the university administration, 
whose selection criterion was the proficiency in English of lecturers not their 
interest in EMI. The results showed that the average level of English of the EMI 
content teachers in this study was CEFR B1/B2. Throughout the course, the EMI 
trainees encountered linguistic problems and are still in need of the language 
support. Thus, an EMI course may be better not as a stand-alone course, but 
rather combined with English language training as part of CPD in English. In line 
with the recent findings of Martinez and Fernandes (2020, 138) it is essential to 
develop CPD schemes for content teachers to increase their level of proficiency 
in English before they are enrolled in EMI training.
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The analysis of the semi-structured interviews with the trainers revealed the 
misconceptions and beliefs of content teachers that interfere with the successful 
EMI course implementation. Many of the trainees doubt that interaction with 
and between students can provide a better understanding of lecture content. 
This is likely because they are content teachers and are not familiar with the 
theories and practice of second language acquisition and second language 
instruction. In line with Llinares and Mendikoetxea (2020) and Morell (2004, 
2007, 2020), the trainers tried to persuade participants that audience-oriented 
questions, especially referential questions, will enhance interaction that will not 
only promote student engagement, but also allow for negotiation of meaning. 
The pedagogical implications here are: 1) EMI trainers should demonstrate 
the practical value of interactivity as a scaffolding technique in mastering the 
discipline’s content in EMI; 2) recommendations on how to make EMI interactive 
need to be created for different disciplines as each discipline has its limitations 
and possibilities in terms of interactivity.

Another misconception, that many content teachers share, is that they do 
not need any innovative pedagogical techniques since they are all experienced 
teachers. Moreover, they consider that to give a word-for-word translation 
of their lectures into English is enough. An EMI trainer should explain that 
providing adequate scaffolding, checking comprehension and feedback will 
help to achieve the desired outcomes for students studying the subject in their 
second language. Word-for-word translation does not convey the appropriate 
meaning of their lectures, it leads to misunderstanding of the key terminology 
and may affect the overall perception of the given material. As stated by Norte 
Fernández-Pacheco (2018) and Morell (2018, 2020), developing students’ and 
teachers’ multimodal competence (the ability to understand the combined 
potential of various modes for making and eliciting meaning) has proven to 
be instrumental for improving comprehension and expression in language and 
content learning and teaching contexts.

The challenges that EMI trainers encountered fell into three broad 
categories: language issues, resistance to changing their teaching styles and 
their lack of expertise in the content areas of EMI teachers. The lack of EMI 
trainees’ proficiency in English is one of the most recurrent topics in the trainers’ 
interviews. EMI lecturers were more accustomed to reading and writing in 
English and their speaking skills needed more practice. Our findings are in line 
with Valcke and Båge (2020) stating that EMI lecturers have more experience in 
written than oral communication. Thus, it is necessary to improve the English 
language proficiency of the academic staff through English language training 
courses and the content of EMI courses should include language scaffolding for 
EMI lecturers, and they can then use the strategies in their own EMI courses.
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EMI trainers stated that EMI trainees’ resistance to changing their teaching 
styles, their unwillingness to switch to student-centered lecturing and employ 
various EMI strategies caused additional difficulties for them. However, most of 
the EMI trainers noted that they succeeded in changing these attitudes of EMI 
trainees and the latter obtained a better understanding of how to organize lectures 
and use various pedagogical techniques (flipped class, scaffolding, Think-Pair-
Share) and interactive strategies (picture prompts, empty outlines, word clouds, 
etc.). The pedagogical implications for this are 1) EMI trainers should be ready 
to meet with the resistance of the EMI trainees and devise methods to cope 
with their unwillingness to change; 2) EMI trainers could use video recorded 
examples of interactive lectures from previous EMI courses to demonstrate the 
advantages of student-centered lecturing.

Most of the EMI trainers stated that the area of content teachers’ expertise 
was difficult to understand since many of the trainers simply lacked knowledge 
of discipline teaching and they did not have the opportunity to observe their 
trainees in real-life scenarios. At least an EMI trainer can observe trainees’ 
practical classes or lectures to develop a better understanding of their course 
structure and style of lecturing.

Thus, to design and implement an EMI training course an ESL teacher 
will certainly experience most of the challenges described in the research. The 
combined efforts of university administration, EMI trainers and EMI trainees are 
needed to make EMI teacher training successful. The university administration 
has to select academic staff with a set of specific pedagogical skills and an 
adequate level of English-language proficiency; an EMI training course should 
be research driven and universities must assign ESL language teachers to develop 
an EMI teacher training course, considering their awareness in EMI and their 
research interests. To reduce academic staff’s resistance to change, university 
administrations need to develop a language policy, incentives for participation in 
EMI and provide support in terms of CPD schemes for the academic staff.

The study is not without its limitations. One is that it describes the Russian 
context of EMI teacher training and its findings cannot be generalized to other 
contexts. Another limitation is the number of respondents. The sample of EMI 
trainers is not enough to make broad conclusions on the pitfalls of EMI teacher 
training. The third shortcoming of the research is that only one of the EMI 
trainers had a research interest in EMI and was capable of thoughtful reflection 
on the challenges encountered. All the other EMI trainers had valuable but purely 
practical reflections on their experiences.

Further research is needed to analyse and compare case studies from 
other universities in order to develop general recommendations and ascertain 
the practices that work best with content teachers from different disciplines. 
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Feedback analysis of EMI teacher trainees and teacher trainers will help to create 
customized EMI teacher training courses.
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aPPenDix a
Pre-course survey. Questionnaire

Nº Questions Answers
1 What is your name?

2 What department do you work at?

3 What is your position (Master’s student, Doctoral student, 
Postdoc, Instructor, Associate Professor, Professor, etc.)?

4 What subjects do you teach?

5 How long have you been teaching your subjects in Russian?
6 Have you taught your subjects in English? If yes, for how long?

7 Have you taught abroad?

8 Have you taught in another foreign language other than 
English?

9 Did you study abroad?
10 Has the teaching situation changed for you since you started 

your teaching career? In what way(s)? 
11 Do you think you need to change your teaching approach, 

when you change your language of instruction from Russian 
into English? If yes, then how? 

12 What is your personal definition of a good teacher? 

13 How would you like to be perceived as a teacher? 

14 Do you think your students (will) perceive you differently in 
ENG/Russian? 

15 How did you feel when you had taught in English (for those 
who had the experience)?

16 How do you currently believe teaching in Russian differs from 
teaching in English in terms of

- teaching strategies
- language usage
- comprehension
- classroom interaction

17 Do you think you should be both content (subject) and 
English language teacher for international students when 
teaching in English?

18 Do you think you need additional training for competence 
development to teach in English? 
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aPPenDix C

Semi-structured Interviews with 8 EMI Teacher Trainers (Google form)

1. What is your affiliation?
2. How long have you been teaching an EMI course?
3. What is the average level of English of EMI content teachers at your 

university? (CEFR level)
4. What are the typical myths about EMI among content teachers?
5. What are the challenges that you encountered while delivering an 

EMI course for content teachers?
6. What beliefs of content teachers are most difficult to change?
7. What methods/strategies do work best with content teachers?
8. How would you change the content of the EMI course delivered? 

What would you add?
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aPPenDix D

After-course Survey
The end-term questionnaire (10 questions) Google forms

1. What have you learned from this course?
2. How well does the course support you in your work?
3. Please comment on whether these topics were useful for you. Choose 

ONE response for each topic: very useful; somewhat useful; not useful; 
don’t know

4. Please, make comments about the course topics’ usefulness, explaining 
your answers.

5. Please, express your opinion of the course materials. Choose ONE 
response for each line: good; OK, but room for improvement; poor; 
don’t know

 Materials organization
 Materials content
 Materials timelines
 Videos
 Texts
6.  What aspects of the course did you like and dislike?
7. What aspects of the course did you find most useful?
8. What additional topics would you like to have covered?
9. What changes, if any, would you like to see to the course?
10. How did this course contribute (if at all) into your everyday teaching 

practice with Russian students?





Alicante Journal of English Studies, Issue 34, 2021, pages 221-224

Alicante Journal of English Studies, 
number 33, 2020, pages 00-00

Alicante Journal of English Studies / Revista Alicantina de Estudios Ingleses 
ISSN: 0214-4808 | e-ISSN: 2171-861X
Special Issue: English Medium Instruction (EMI) Teacher Training in Higher Education
No. 34, 2021, pages 221-224
https://doi.org/10.14198/raei.2021.34.10

Emma Dafouz and Ute Smit. 2020. ROAD-MAPPING  
English Medium Education in the Internationalised  

University. Cham, Switzerland: Palgrave Macmillan. 163 pp. 
ISBN: 978-3-030-23462-1

Annette BraDforD

Author:
Annette Bradford
Temple University Japan Campus / Oxford EMI, Japan
abradforrd@ycaps.org.
https://orcid.org/0000-0001-9025-8440

Date of reception: 15/10/2020
Date of acceptance: 03/11/2020

Citation: 
Bradford, Annette. 2021. “A Review of Emma Dofouz 
& Ute Smit. 2020. ROAD-MAPPING English Medium 
Education in the Internationalised University. Cham, 
Switzerland: Palgrave Macmillan.” Alicante Journal of 
English Studies 34: 221-224. 
https://doi.org/10.14198/raei.2021.34.10

© 2021 Annette Bradford

Licence: This work is licensed under a Creative 
Commons Attribution 4.0 International License (CC 
BY 4.0).

It cannot escape the notice of anyone involved in higher education that English-
medium education (EME) has been growing at a remarkable rate across the world. Yet, 
EME is subject to a unique combination of global, national, and local forces which 
shape its implementation and make each EME program highly context dependent. 
Therefore, as Emma Dafouz and Ute Smit point out in the introduction to their new 
book, ROAD-MAPPING English Medium Education in the Internationalised University, 
it is “very difficult to draw meaningful conclusions about what can be labelled ‘good’ or 
‘successful’” EME across sites (4). They emphasise the need for a holistic, but flexible, 
approach to analyzing this global phenomenon.

Dafouz and Smit first introduced us to their ROAD-MAPPING framework for 
conceptualising the educational realities of EME in their 2016 paper “Towards a dynamic 
conceptual framework for English-medium education in multilingual university settings” in 
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the journal Applied Linguistics. Readers have since then likely been eager for a more 
in-depth explanation of the framework’s theoretical basis and practical uses and, in 
this regard, Dafouz and Smit’s new book does not disappoint. It will appeal to those 
that research, plan, manage and teach EME at the tertiary level. And, specifically 
relevant to this special issue journal on English-medium instruction (EMI) teacher 
training, it includes an account of how the ROAD-MAPPING framework can be 
applied to inform teacher professional development programmes.

Although grounded in the field of applied linguistics, the ROAD-MAPPING 
framework, and therefore also this book, encourages discussion across 
disciplinary boundaries among all of those involved in EME in universities. 
This is reflected in the authors’ use of terminology. They promote the use of the 
term English-medium education in multilingual university settings (EMEMUS) 
and its shortened form EME rather than the (up until now) more common EMI 
(see e.g., Macaro 2018; Murata 2019). Dafouz and Smit explain that EMEMUS 
is conceptually broad, encompassing “diverse research agendas, pedagogical 
approaches and different types of education”, and that by referring to education 
rather than instruction, it does not prioritize teaching over learning. The term 
focuses attention on higher education and also deemphasises English, recognising 
that despite its use in teaching, English sits alongside other languages (3). As a 
researcher who does not always want to address the “instruction” part of EMI, 
I hope that the comprehensive discussion of EMEMUS in this book encourages 
widespread usage of the term.

After an introduction to EME, the book is divided into two main parts: 
Chapters 2 and 3 form “Conceptualisations”, comprising a series of vignettes 
showcasing EME and an updated account of the ROAD-MAPPING framework. 
Chapters 4 and 5 focus on the practical “Applications” of the framework, 
detailing how it may be used by researchers and policy developers. The book is 
rounded out with a short concluding chapter that summarises its main themes 
and comments on the framework’s strengths and limitations before suggesting 
areas for further research using ROAD-MAPPING. As the book’s core focus—
ROAD-MAPPING—is not discussed until chapter three, researchers familiar 
with current EMEMUS literature who wish to learn how to effectively use the 
framework might want to begin their reading there.

Chapter 2 begins with six qualitative descriptions which aim to illustrate 
the complexities and situatedness of EMEMUS. Specifically, the chapter looks at 
EME at the University of Stockholm (Sweden), the University of Maastricht (The 
Netherlands), The University of the Basque Country (Spain), Zayed University 
(United Arab Emirates), Waseda University (Japan), and North University 
(Columbia). The case studies provide an interesting window into the realities of 
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EME, however, scholars familiar with the EMI and CLIL (content and language 
integrated learning) literature will have seen this content before. While the 
authors are careful to emphasise that the case studies are not representative of 
their respective country or continent, they are organized by region on the page. 
This may give readers the impression that the EME practices of these higher 
education institutions (HEIs) are somewhat typical of their locality, when in fact 
the cases are, for the most part, unique in their EME practices. A showcasing of 
EME in lesser known HEIs more illustrative of their regions would have provided 
a fresher dimension to the book. The second part of the chapter widens its view 
to consider common top-down reasons for implementing EME around the world 
and again draws attention to the multiplicities surrounding EMEMUS. The 
slightly confusing organization of Chapter 2, however, does serve a purpose. The 
diversity highlighted in the chapter makes a solid argument for the need of a 
theoretical framework to help systemize characterizations of EMEMUS.

Chapter 3 delves into the ROAD-MAPPING framework in detail. After 
outlining the framework’s theoretical anchoring, the chapter allows two pages for 
each elaboration of its six dimensions: roles of English (RO), academic disciplines 
(AD), (language) management (M), agents (A), practices and processes (PP), and 
internationalisation and glocalisation (ING). Dafouz and Smit use the case study 
examples presented in the previous chapter to illustrate each dimension. For 
example, they mention the roles that English plays vis-à-vis Spanish and Basque 
as mediums of instruction at the University of the Basque Country. It is useful to 
the reader to have these concrete case studies on which to hang the theory. The 
dimensions are well-described, and the working definitions provided in the table 
on page 60 are a particularly useful reference. However, as a user of the framework, 
I would have liked to have seen explicit comment on the updates to each dimension 
as compared to when it was introduced in Dafouz and Smit, 2016.

With Chapter 4, the book shifts focus to examine the practical applications 
and show the research potential of ROAD-MAPPING. The chapter very usefully 
provides insights into how the framework was used in the research processes of 
three studies which employed it as a conceptual framework, to analyze data, and 
to present and discuss findings. Dafouz and Smit state that “by letting readers 
look behind the research scene…it will be easier to judge for which research 
purposes ROAD-MAPPING can be used” (76). The chapter successfully enables 
this. It includes clear figures and code book information which capture the way 
past studies have utilized the framework in a way that text alone cannot. The final, 
fourth study showcased in this chapter is one that was carried out before ROAD-
MAPPING was created. The framework is applied a posteriori to demonstrate how 
ROAD-MAPPING can bring to light contextual factors that might otherwise be 
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overlooked when interpreting findings. Doctoral students may find this chapter 
particularly valuable as it functions somewhat as a ‘how to’ guide.

In Chapter 5, the authors explore the use of the ROAD-MAPPING 
framework to inform managerial and policy decisions in EMEMUS. Dafouz 
and Smit present three cases studies to exemplify the use of ROAD-MAPPING 
at the institutional (Complutense University of Madrid), national (Japan) and 
continental level (EQUiiP project in six European countries). As with Chapter 2, 
the authors are not experts in all of the cases, therefore the reader must take care 
to read each case as an example of how ROAD-MAPPING can be applied, and 
not to inform themselves of the current situation in each context. Much of the 
chapter discusses the EQUiiP (Educational Quality at Universities for inclusive 
international Programmes) teacher education project. Readers interested in 
the topic of this special issue journal—teacher training for EMI—may find 
this section particularly useful as gives extensive background on the project. 
The section highlights educational developers as key agents in EMEMUS and 
shows how ROAD-MAPPING can be used to identify areas that might require 
pedagogical attention in teacher education programmes.

In the concluding chapter, Dafouz and Smit summarise their framework’s 
functions: as an analytical tool, as a method for drawing attention to language-
related issues outside of the language classroom, and as mechanism to inform 
action in EMEMUS. They suggest ways in which ROAD-MAPPING may be used 
in further research and encourage conversations among EME stakeholders from 
different disciplinary backgrounds. The interdisciplinary potential of ROAD-
MAPPING is, in my opinion, the greatest strength of the framework. EME does not 
belong to applied linguists, its stakeholders reside in all areas of the international 
university. Therefore, it is important that we are able to systematize and discuss 
EME in a way that encompasses its many facets. ROAD-MAPPING enables this, 
allowing its users to approach EME from their own perspective, while keeping “all 
dimensions in view” (140). This book offers an excellent explanation of ROAD-
MAPPING, its theoretical underpinnings and its practical applications.
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In recent years, we have witnessed how English has achieved a privileged role in higher 
education (HE) contexts, moving from a foreign language (e.g., ESP, EAP) to a language 
of instruction to teach academic subjects in non-Anglophone countries (Dearden 2015; 
Macaro 2018; Dafouz and Smit 2019). As English-medium programs (EMI) become 
more and more popular in HE institutions, new pedagogical and methodological 
challenges are being posed to content teachers. Teaching in EMI does not only 
involve using English as the language of instruction; it involves the implementation of 
specific pedagogies and methodologies to successfully teach in these internationalised 
classrooms. To best support content teachers with this new scenario, it is necessary 
to design specific training programs that address their actual needs (e.g., interactional 
competence, material design), beyond language proficiency, and thus equip them to 
effectively deal with EMI teaching. 
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EMI teacher training is a novel research topic that is increasingly gaining 
prominence and giving rise to a number of publications, as the topic of this 
special issue. A recent contribution to the area of EMI teacher training is 
the edited volume reviewed here, i.e., Teacher Training for English-Medium 
Instruction in Higher Education. This edited volume represents a much-needed 
scholarly source that centers on current trends in EMI training from theoretical, 
pedagogical/methodological, and empirical perspectives. Specifically, it consists 
of a compilation of 18 chapters that are divided into three main sections: 1) 
theoretical perspectives and approaches to teacher training for EMI in HE (3 
chapters); 2) case studies and proposals for teacher training in EMI university 
contexts (9 chapters); and 3) innovative teaching techniques, resources, and 
materials (6 chapters). 

The first part discusses from theoretical and research perspectives different 
approaches and frameworks to design and implement EMI teacher training 
programs in HE. In Chapter 1, Fortanet-Gómez, based on experience in pre-service 
and in-service teacher training for EMI at Universitat Jaume I (Spain), proposes 
some guidelines for effective teacher training and suggests that training should 
embrace classroom discourse, pedagogy and didactics, as well as multilingualism 
and multiculturalism that characterize EMI contexts.  In Chapter 2, Sánchez-
García and Dafouz, drawing on the European Erasmus+ project “Educational 
Quality at Universities for Inclusive International Programmes” (EQUiiP), 
discuss implications for continuous professional development in HE and the role 
educational developers play. Following this trend, Chapter 3, written by Rubió-
Alcalá and Mallorquín, presents a framework for designing teacher training 
programs based on specific indicators (i.e., dimension: language, methodology 
and emotion).  

The second part of this edited volume presents a series of studies that report 
on case studies and provide practical applications for teacher training in HE 
institutions located in several countries, i.e., Spain, Sweden, Mexico, and Brazil. 
In Chapter 4, Valcke and Båge present an EMI training course developed at 
Karolinska Institutet (Sweden) to equip teachers for international classrooms 
and discuss how both teachers and education developers understand their 
shifting roles and profiles. In Chapter 5, Llinares and Mendikoetxea report on a 
case study carried out at Universidad Autónoma de Madrid (Spain) to show how 
reflective practices on classroom interaction may make teachers become aware of 
what language aspects are necessary for them to construct interactive discourse 
in the EMI classroom. Chapter 6, written by Diaz, reports on the potential of 
a set of research-informed indicators (Key Development Indicator matrix) 
to support the introduction of EMI programs at Universidad de Guadalajara 
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(Mexico). Martinez and Fernandes, in Chapter 7, discuss the development of 
an EMI training course purposely designed to meet the needs of teachers at 
Universidade Federal do Paraná (Brazil). In Chapter 8, Aguilar-Pérez and Arnó-
Macià, drawing on a quantitative and qualitative analysis of classroom practices in 
EMI and L1 delivered by the same teacher at Universitat Politècnica de Catalunya 
(Spain), discuss what characterizes effective EMI lecturing. Chapter 9, written 
by Escobar, describes the process followed by a group of EMI instructors at 
Universitat Autònoma de Barcelona (Spain) to collaboratively design a planning 
tool to organize their teaching and foster students’ professional competence 
and their communicative competence in English. Méndez-García and Luque, in 
Chapter 10, explore EMI teachers’ perceptions on their teaching methodology 
at Universidad de Jaén (Spain) and describe research-informed implications for 
EMI teacher training. In Chapter 11, Zayas and Estrada, drawing on teachers’ 
data collected at Universidad de Cádiz (Spain) by means of questionnaires and 
focus groups, discuss some recommendations and solutions for EMI teacher 
training in terms of language and methodological issues. Contero, in Chapter 
12, addresses teachers’ attitudes towards the implementation of EMI programs 
at Universidad de Cádiz (Spain) and discusses a teacher training proposal to best 
support EMI teachers. 

The third part of this edited volume lays out some innovative techniques, 
resources, and materials that may be used in the EMI classroom. In Chapter 
13, Salaberri and Sánchez-Pérez describe the potential of using job shadowing 
as a training tool to deal with bilingual professional skills, knowledge and 
competences through observation, action, and reflection. Chapter 14, written 
by Ávila-López, discusses some criteria to design and develop materials for EMI 
taking into consideration research on content and language integrated learning. 
Pimentel-Velázquez and Pavón-Vázquez, in Chapter 15, report on the importance 
of the pedagogical dimension, the role materials play in that dimension as well 
as some criteria for material development. Chapter 16, by Andujar, discloses the 
potential of the flipped classroom model for the EMI classroom as a way to foster 
students’ active communication and collaborative work. Rivera-Trigueros and 
Sánchez-Pérez, in Chapter 17, argue for the introduction of gamification in the 
EMI classroom to facilitate learning and propose some guidelines to its effective 
implementation. Finally, Chapter 18, written by Ruiz, proposes a framework to 
design and adapt materials making use of digital affordances. 

To sum up, this edited volume, through the different chapters, offers practical 
recommendations for EMI teacher training, reports on various case studies and 
university experiences in varied contexts, and discusses the role of materials and 
classroom innovation. Essentially, a major strength of the book reviewed here is 
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the novelty and singularity of the cutting-edge topics in EMI teacher training. The 
volume also shows strong coherence: it is wisely divided into three sections, and 
each section offers theoretically-grounded chapters. The contributions in the first 
section can shed some light on the design of EMI teacher training programs that 
clearly will benefit EMI trainers. Then, the case studies and experiences reported 
in the second section may inspire other researchers interested in carrying out 
research on EMI teacher training. Finally, the last part could be valuable for both 
trainers and content teachers interested in designing materials and bringing 
innovation to the EMI classroom.   

This book demonstrates that there has been a special interest in EMI teacher 
training research, especially by Spanish academics, which is something that 
should be recognized and welcomed. Although, it may be argued that a more 
international perspective rather than a nearly exclusive Spanish one would 
have been more appropriate, this volume has put Spanish EMI teacher training 
research at the forefront.  

Moreover, it may be assumed that most of these studies can be extended and 
applied to other contexts. There is no doubt that this edited volume is a valuable 
addition to the field of EMI teacher training. It tries to fill the gap of research on 
EMI training by offering a compilation of chapters dealing with pedagogical and 
methodological issues, case studies, and practical applications. This volume will 
be surely welcomed by researchers in EMI teacher training, as well as by university 
stakeholders such as teachers (content and language), trainers, and managers. 
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