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Summary

This doctoral project aims to conduct case studies of English as a medium of instruction
(EMI) at three higher education institutions (HEIs) in China, Japan and the Netherlands — three
‘Expanding Circle’ countries. The research focuses on how EMI in each case is approached and
how the major stakeholders’ (academic staff, students, administrators) perceive EMI. However,
it must be pointed out this project is implementing cross case studies, rather than comparative
studies defined in the field of comparative education. Furthermore, though three cases are
situated in different contexts, general implications are expected to be explored to understand
EMI implementations worldwide, or at least these three countries.

Chapter One sets the scope and breadth of the research, beginning with an introduction to
the rise of Global Englishes/World Englishes in the context of the rapid globalisation. Kachru’s
Three Circles of English are elaborated. Particularly, among the Expanding Circle countries,
further discussion is pursued about English and its use in China, Japan and the Netherlands. The
internationalisation of higher education (HE) worldwide, a growing phenomenon driven by
globalisation and the rise of Global Englishes means changes in educational policies across the
globe at the national, regional and institutional levels. EMI is one of the key components of
internationalisation strategies used in higher education. At the end of the chapter, the rationale,
significance and goals of this research are described. The chapter concludes with a definition of
EMI suitable for this study and an overview of the thesis structure.

Chapter Two narrows down the scope and focus on EMI. The literature review centres on
the origin, the development and the expansion of EMI in different regions of the world. Layers
of its complexity are depicted through a comprehensive review of previous studies on EMI.
Previous research topics are categorised at the macro level, such as EMI policies, and at the
micro level, such as attitudes and EMI pedagogical approaches. Specifically, accounts of
previous studies in perception-based EMI research are provided to summarise, and draw a
comparison between, stakeholders” EMI perceptions in different contexts.

Chapter Three explores the context of the research in each case study. Following the vein



of English forms in Kachru’s Three Circles of English, the internationalisation of higher
education and the EMI development worldwide mentioned in previous chapters, a specific
description of the EMI in each country is presented to summarise the history, status quo,
problems and challenges of EMI in each country. Chapter Three demonstrates a sense of
compatibility between the three institutions with contrasting features. Notably, previously
conducted comparative EMI studies across institutions and nations are summarised to highlight
the recent research focus on contrastive studies.

Chapter Four examines the research methodologies in previous EMI studies and present
the chosen methodology in this current research, namely a mixed-methods approach with a
concurrent design. Three research questions of this doctoral project are presented, aiming to
answer how EMI in each case is enacted and approached, and how the principal stakeholders,
i.e. students, faculty teachers and management levels, perceive EMI . Specifically, the details
cover how convenience sampling with a case study style was selected, a description of the
research instruments and the administration, as well as the ethical research aspects. The
research instrucments employed are questionnaires, semi structured interviews, archive
examination and classroom observation. At the operational level, the chosen methodology
involves the use of SPSS for quantitative analysis of questionnaires and Nvivo for the
processing of the qualitative data, the interviews, observation notes and EMI course-related
documents.

Chapters Five to Seven consist of a presentation of the data collection and analysis that are
conducted by the order of the research questions. Interpretations of the separate qualitative and
quantitative data are combined when necessary to provide a multifacted and sophisticated
understanding of EMI. Chapter Five answers the first research question, exploring how EMI is
approached in each case study and the general implications emerged beyond universities. The
qualitative data gathered from the interviews, classroom observation and archive examination
are presented to illustrate how each dimension of the ROADMAPPING framework is enacted at
each university. Chapter Six elaborates the second research question, addressing students’

perceptions focusing on English improvement and general content learning outcomes. The



quantitative data from the questionnaires provide a comparison of students’ EMI perceptions in
three universities, combined with in-depth information and illustrations from students’
interviews. Chapter Seven investigates the thir research question, focusing on teachers’
perceptions with an emphasis on perceived students’ English proficiencies and content
comprehension. Additionally, comparative perceptions between the teachers and students in
each university are drawn upon.

Chapter Eight pursues further discussion on the findings and a cross-case analysis for
exploration of possible similarities and differences in the EMI implementation in the three
institutions. The chapter then concludes by summarising the significant general findings,
emphasising the important arguments and stressing the significant comparisons. The
implications based on the findings are integrated into further general suggestions and
recommendations for EMI implementation in different contexts, in terms of explicit EMI goals
at the institutional level, fundamental transition to a proactive pedagogical approach, efficient
collaboration between content and language support faculties and consistent training support for

teachers, as well as high awareness of implementing EMI in a multilingual university setting.
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Chapter 1 Introduction

This doctoral project aims to conduct case studies of English as a medium of instruction
(EMI) at three higher education institutions (HEIs) in China, Japan and the Netherlands — three
‘Expanding Circle’ countries (Kachru, 1992). The research focuses on how EMI in each case is
approached and the major stakeholders’ (academic staff, students, administrators) perceptions
of EMI. Chapter one sets the scope and breadth of the research, beginning with an introduction
to the rise of Global Englishes/World Englishes in the context of the rapid globalisation.
Kachru’s Three Circles of English (1992) are elaborated. Particularly, among the Expanding
Circle countries, further discussion is pursued about English and its use in China, Japan and the
Netherlands. The internationalisation of higher education (HE) worldwide, a growing
phenomenon driven by globalisation and the rise of Global Englishes means changes in
educational policies across the globe at the national, regional and institutional levels. EMI is
one one of the key components of internationalization strategies used in higher education. At
the end of the chapter, the rationale, significance and goals of this research are described. The
chapter concludes with a definition of EMI suitable for this study and an overview of the thesis

structure.

1.1 Globalisation and the rise of Global Englishes

In Introducing Global Englishes (2015), Galloway and Rose point out that it is the force of
globalisation that has made English a truly global language today, more dominant and more
powerful than any other lingua franca once prevalent in history and even English itself in
different phases of history since the early seventeenth century (pp.11-14). Maringe and Foskett
(2010) interpret globalisation as a “multi-dimensional concept that relates to creating a world in
which social, cultural, technological, political and ideological aspects of life become
increasingly homogenous and in which economic interdependence and growth are driven by
principles in the free market” (p. 24). Such a ‘flat’ world requires a linguistic homogeneity to be
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in place for effective communication and collaboration. Critically, English fits the
“language-external factors”, such as the economic and political ascendancy, as well as the
historical significance that English possesses (Galloway & Rose, 2015, p. 13).

English is the primary working, or dominant, language in most international organisations
and international diplomacy, including the European Union, the United Nations and the
Association of South East Nations (ASEAN). As Crystal (2003) summarises, “The overriding
assumption is that, wherever in the world an organisation is based, English is the chief auxiliary
language” (p. 89). In the domains of world business, technologies, science, academia and
entertainment, English is used as the main working language, or even the only language
(Marginson & van der Wende, 2009).

Regarding individuals and countries around the world that use English, the gap existing
between English as a native language (ENL) speakers and English as a foreign language (EFL)
speakers has only been enlarging. According to a report by the British Council (2013), “English
is spoken at a useful level by some 1.75 billion people worldwide-that’s one in every four. By
2020, we forecast that two billion people will be using it-or learning to use it.” (p. 2). There are
now more EFL speakers than ENL speakers. This message was made clear by the introduction
of Kachru’s Three Circle Model of World Englishes based on the estimated national population

figures in 2014.



The

“Expanding Circle”

China 1,088,200,000
Egypt 50,773,000
Indonesia 175,904,000
Israel 4,512,000
Japan 122,620,000
Korea 42,593,000
Nepal 18,004,000
Saudi Arabia 12,972,000
Taiwan 19,813,000
USSR 285 796,000
Zimbabwe 8,878,000
The “Outer Circle”
Bangladesh 107,756,000
Ghana 13,754,000
India 810,806,000
Kenya 22,919,000
Malaysia 16,965,000
Nigeria 112,258,000
Pakistan 109,434,000
Philippines [sic] 58,723,000
Singapore 2,641,000
Sri Lanka 16,606,000
Tanzania 23,996,000
Zambia 7,384,000
The “Inner Circle”

USA 245,800,000

UK 57,006,000

Canada 25,880,000

Australia 16,470,000

New Zealand 3,366,000

Figure 1.1 Kachru's Three Circle Model of World Englishes with national population figures
in 2014 (Galloway & Rose, 2015, p. 19)

According to Kachru (1985, 1992), the Three Circle Model attempts to represent varieties
of English from diverse linguistic, cultural and geographic backgrounds. The categorisation
adheres to the classifications of English as a Native Language (ENL), English as a Second
Language (ESL) and English as a Foreign Language (EFL) (B. B. Kachru, 1992, pp. 35-36). In

the “Inner Circle”, the UK, the USA, Canada, Australia and New Zealand are referred to as
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“the traditional cultural and linguistic base of English” (Kachru, 1992, p. 356). The issue of
the ‘ownership’ of English by English native speakers is one of the key topics in the study of
Global Englishes. The “Outer Circle” includes countries that were former British colonies,
where English became the official language and a second language. The “Expanding Circle”,
as the name suggests, represents the rising number, and spread, of EFL speakers in countries
where English is neither the native/official language nor has ever been used for internal
purposes (Kachru, 1992, p. 356), but where it is used extensively for a number of purposes,
including education. This model has been very influential in the study of World Englishes and
widely cited by scholars (Crystal, 2003; Jenkins, 2006, 2007, 2009, 2015; Kirkpatrick, 2011,
2014; McArthur, 1998). It offers a neat geographic and historic classification regarding the
existing varieties of English.

Nonetheless, many scholars point out that, whilst the model is useful, it is also flawed
(Bruthiaux, 2003; Jenkins, 2009, 2015). As Galloway and Rose (2015, pp. 18-23) summarise,
the model “overly emphasises geographic and historic factors” (p.19), and “is too focused on
colonial history” (p. 20); it “fails to capture the true role of English in multi-ethnic and
monolingual territories” (p. 20), and it “assumes a monolithic standard” (p. 22). In summary,
Kachru's Three Circle Model appears to be too simplistic and static to provide a fluid and
complex picture of the distribution of English varieties. However, despite its limitations, the
Three Circle Model is used in this research, as the term the Expanding Circle implies a
tendency to grow, develop and include more new countries/regions, which fits this study's
purpose of presenting EMI in three countries, especially in East Asia (such as China and Japan
in this project), where more and more light is being shed on the increasing presence, as well as
the influence, of English. As Schneider (2011) comments, “This model has, thus, instilled
increasing self-confidence in localised varieties of English and strongly influenced language
teaching and applied linguistics in the countries of Asia and Africa in particular” (p. 32).

As mentioned above, EFL speakers far outnumber ENL speakers. Within the Expanding
Circle, where English is neither the native/official language nor played a historical role in the

past, English seems to be expanding and outgrowing its function as a “foreign” language, due to



the rapid globalisation (Galloway & Rose, 2015, pp. 124-146). Below, English in Europe and
East Asia is addressed, with particular attention placed on the Netherlands, Japan and China. On
one hand, in Europe, English has become a predominant lingua franca. On the other hand,
however, multilingualism is constantly been pursued and emphasised in theory. Regarding

English in daily practice, Seidlhofer (2006, p. 5) summarises:

The current role of English in Europe is, thus, characterized by the fact that the
language has become a lingua franca, a language of wider communication, and has entered
the continent in two directions as it were, top-down by fulfilling functions in various
professional domains and, simultaneously, bottom-up by being encountered and used by
speakers from all levels of society in practically all walks of life.

Some updated data has further justified Seidhofer’s prediction. For example, at the
top-down level, one of a series of regular reports entitled Key data on teaching languages at
school in Europe (2012) by Eurydice' indicates that, in 2010-2011, “English was the most
chosen mandatory foreign language specified by central education authorities" (p. 74).
Consequently, in the Netherlands, according to the report, it is required that "all students have
to start learning English between the ages of 6 and 12. In practice, most schools make it
compulsory for all students from the age of 10. This obligation lasts until students are 18 years
old’ (p. 149).

Furthermore, English seems to be a widely accepted and highly regarded foreign language
(excluding the UK and Ireland), according to a survey entitled Furopeans and Their Language
(2012). Some of the major findings indicate that English is the most widely spoken foreign
language, accounting for 38% (p. 5), and 67% of the survey participants view English as being
one of the two most useful languages for them (p. 7). A further breakdown of these percentages
presents variety in the degree to which people in the different EU member states hold such an
opinion. According to the report, “at a national level, almost all respondents in the Netherlands

(95%), Cyprus and Malta (94% in each), Sweden (93%) and Denmark (92%) think that English

The Eurydice network supports and facilitates European cooperation in the field of lifelong learning by providing
information on education systems and policies in 38 countries and by producing studies on issues common to
European education systems’, introduction from http://eacea.ec.curopa.cu/education/eurydice/
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is one of the two most useful languages for personal development” (p. 71). Notably, English
holds the highest prevalence in the Netherlands. In the same report, however, it is found that
there does remain some consideration and respect for a multilingual Europe, as 81% of the
participants feel that “all languages spoken within the EU should be treated equally. Even if
around seven in ten (69%) think that Europeans should be able to speak a common language,
this view does not extend to believing that any language should have priority over others" (p. 9).
Nonetheless, in practice, in cases of either personal development, convenience or cost
efficiency, English seems to be the working language depended on and it has taken a more
prominent share in the media, daily communication, etc. (European Commission, 2012, p. 6;
Galloway & Rose, 2015, pp. 50-57).

In focusing on the Netherlands, English has a high profile. In the report Europeans and
Their Language (2012), with regard to people's competence in using English as a foreign
language, the Netherlands is placed in the high percentage countries. This is due to the fact that
95% of the respondents from the Netherlands, the highest percentage among all of the European
countries (excluding the UK and Ireland), “think that English is one of the two most useful
languages for personal development” (p. 72). In relation to competence in using English in
general life, the Netherlands is the leading country percentage wise, as 90% of the Netherlands’
respondents “are particularly likely to speak English as a foreign language” (p. 21). These
figures imply a dominant and positive attitude of Dutch people towards English. Specifically,
the Netherlands is ranked third (56%) regarding the respondents being most likely to state that
they can follow the radio or television news, read newspapers or conduct a conversation in
English (p. 34) and it has the same ranking (58%) for “understand[ing] English well enough to
be able to use it for online communication” (p. 35).

Moreover, from the perspective of English learning and education, in the same report, 91%
of the Dutch respondents, being the second highest percentage, "are particularly likely to have
used school lessons, where nearly everyone has learned in this manner" (p. 102). In addition, it
is also indicated in the report that the Netherlands is ranked fourth in terms of 96% of the

respondents thinking that “English is one of the two most useful languages for children to learn



for their future” (p. 80). Particularly, Dutch people's communicative competence in English, as
mentioned above, might be associated with the emphasis placed on communicative English
teaching. The Eurydice report (2012) reports that, in the Netherlands, much more importance is
placed on reading and oral communication skills, such as listening and speaking at the start of
the compulsory foreign language education (p. 127).

The similar finding is reported by Dearden’s English Medium Instruction: A growing
global phenomenon (2015). The comments from respondents in the Netherlands, a British
Council representative supported by any stakeholders in the field the particular representative
could reach (p. 5), points out that there seems to be continuous commitments from the
government level to promote internationalised education at the secondary and tertiary levels,
and also to emphasize foreign language learning (mainly English) from the primary level (p. 13).
It can, thus, be summarised that the Netherlands is a leading country in Europe where English is
highly popular and there is a widespread preference of introducing English in early formal
education, as well as there being a high competence in using English in daily life.

In the East Asian country of Japan, the rise of English has been closely interrelated with,
firstly, the modernisation of English in the 19t century and, secondly, kokusaika, or the
internationalisation since the 1960s (Galloway & Rose, 2015, p. 131; McConnell, 2000). In
particular, committed investment by the government has been witnessed over the years through
the JET programme (the ‘Japan Exchange and Teaching Program’), established in 1987, which
aims to promote internationalisation through language education and cultural exchange between
Japan and other nations around the world® (Butler, 2007, p. 133; McConnell, 2000). According
to the latest data released by the Japanese Ministry of Education, as of 1 July 2016 (for the year
2016-2017), 4952 “foreigners’ are participating. Of these, young people from English-speaking
countries occupy the dominant position, as is it shown in the Assistant Language Teacher (ALT)
section, which is the largest part of the JET programme, with 4203 participants out of the total
of 4536 from English-speaking countries. Furthermore, these English-speaking countries are all

Inner Circle countries, which indicates a certain attitude towards the ownership of English as a

2 See the JET introduction at its official website: http://jetprogramme.org/en/history/



global language (Galloway & Rose, 2015, pp. 191-192). It is also notable that, the greatest
number of participants are from the United States, most likely due to the strength of the USA’s
influence after the Second World War. This also indicates a general preference for American
English (Galloway & Rose, 2015, p. 131).

As well as this national level investment, for local communities across Japan, English also
holds a predominant role in Japan's foreign language education policy (Galloway & Rose, 2015;
Glasgow & Daniel, 2016; Hashimoto, 2013; Taguchi, 2014b). For years, English has been the
only foreign language tested in higher education entrance exams as a compulsory subject. Since
2011, English has also become a compulsory course in primary schools (Galloway & Rose,
2015, P. 131). Prior to that, although not officially specified, English was almost exclusively
selected to be included in foreign language(s) learning activities (Butler, 2007, p. 129). In
universities, English is still a part of the compulsory curriculum in the first two undergraduate
years, regardless of the disciplines and majors (Galloway & Rose, 2015, p. 131).

With regard to China, the role of the English language has some similarities with Japan,
such as English having a prominent role in realising the ambition of internationalisation.
Furthermore, English and English language education is consistently regarded as being an
inextricable and vital part of national modernisation and economic progress (Adamson, 2003;
Hu, 2005; Qi, 2016). English has been experiencing a rapid spread and enormous popularity in
China through its membership to the World Trade Organisation in 2001 and it being the host
country for the 2008 Olympic Games and the Shanghai World Expo in 2010, as well as the
many more forthcoming international events (Galloway & Rose, 2015, p. 132). According to
statistics in 2012, there were about 390 million English learners in China, indicating that
English has been the most pursued foreign language in China (Wei & Su, 2012, p. 11). As
Graddol (2006) estimates, India and China are decisive countries in further research on English
as a global language (p. 15), and he (2010) further concludes that the English learners in China
may have already surpassed those in India (p. 14).

At both the national and personal level, adequate proficiency in English is seen as a

valuable asset (Adamson, 2003; Hu, 2005; Jin & Cortazzi, 2003). Domestically, since its status



of being the first official foreign language in schools was established in the 1960s in the context
of national modernisation (Galloway & Rose, 2015, p. 132; Hu, 2005), although this was
temporarily interrupted by the Cultural Revolution (late 1960s to 1970s), increasing weight has
been placed on English in schools at all levels (Cheng, 2002; Hu, 2005). The Ministry of
Education (MOE) in China requires formal English education to start from Grade 3 at the
elementary level and to continue to the end of 9th grade in junior high school, which is the
period known as compulsory education (Cheng, 2002, p. 257; Galloway & Rose, p. 125). Due
to China’s massive territory and unevenly distributed education resources, English has, in fact,
been introduced from Grade 1, or even earlier in kindergarten, in urban areas (Cheng, 2002). At
the same time, English shares the same importance as the core subjects of Chinese and
Mathematics, all of which have a critical say in students’ entering a high-ranking secondary
school and undergraduate programme. In addition, English is also a compulsory examination
subject in post-graduate programmes in China. Furthermore, in the job market, English is
considered as one of the essential skills for ‘high-end' and well paid jobs, especially in private
business sectors and foreign corporates (Hu, 2005; Jiang, 2002).

Moreover, English seems to be even more indispensable for connecting to the world
economies and international communication. For example, similar to the situation in Japan,
English is key to studying abroad (English and Non-English speaking countries) and
participating in academic activities. In this sense, private English education has become a very
lucrative business (Jiang, 2002). The market for English learning has long been a prosperous
business segmented for various needs, such as English tutoring for the domestic tests from the
primary to tertiary level, college preparation tests for North American universities, such as the
TOEFL, GRE and SAT/ACT’, as well as the IELTS and A-Level* for the UK and
Commonwealth countries (Canada, Australia and New Zealand). Recent years have witnessed a

great increase in private English institutions focusing on secondary-level tests, such as the

3 TOEFL: Test of English as a Foreign Language; GRE: Graduate Record Examinations; SAT: Scholastic Aptitude
Test; ACT: Scholastic Aptitude Test

4 IELTS: International English Language Testing System; A-Level: GCE (General Certificate of Education)
Advanced Level
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Junior TOEFL and SSAT?’, and secondary students registering for expensive English language

tutoring packages.

1.2 Internationalisation of higher education and EMI worldwide

Having briefly explored the aspects of English as a global language, particularly in some
of the Expanding Circle countries, this thesis now turns to the domain of the internationalisation
of higher education, the growth of English as a language of instruction and how English
Medium Instruction is viewed as being a central issue from the perspectives of the various
stakeholders. As Graddol (2006) indicates, “One of the most important drivers of global English
has been the globalisation of higher education” (p. 24). The use of English in education on a
global scale has been interpreted as representing the movement of internationalisation and
according to Knight (2003), “the process of integrating an international, intercultural or global
dimension into the purpose, functions or delivery of postsecondary education” (p. 2). With the
world witnessing the spread of English as a lingua franca, English is recognised as an
inextricable aspect in the benefits provided by the internationalisation of education. The
benefits could be, as Delgado-Marquez ef al. (2013, pp. 629-631) summarise, the influence of
an educational institution, academic strength and employment rate—In their argument, it would
be unrealistic to achieve all of these benefits if: institutions were unable to attract and recruit an
outstanding and qualified teaching force across the globe; professors and researchers had few
publications and research achievements in both the academic world and society in general; and
students and graduates were not given the opportunity to compete for more learning experiences
and more prosperous jobs (ibid.). In order to unify the advanced teaching, research and global
networking, English takes on the vital role of reaching the resources as far, and as much, as
possible (Galloway & Rose, 2015, p. 55).

According to the International Association of Universities (IAU) fourth global survey, the
foreign language course having the largest number of students enrolled is English, followed by

Spanish and Chinese (Egron-Polak & Hudson, 2014, p. 17). This aligns with the finding of the

5 Junior TOEFL: Test of English as a Foreign Language for students age 11 to 15
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previous survey conducted in 2010, in that foreign language learning is witnessing an
increasing demand and the foreign language most students opt to take is English (Egron-Polak
& Hudson, 2010). Furthermore, in 2014, the newly established EMI research centre at the
University of Oxford, now a research group, as of January 2018, jointly with the British
Council, published a preliminary and general examination of EMI in 55 countries across the
globe (Deaden, 2015), in which EMI was described as being a growing global phenomenon.
The research mapped EMI across all levels of education (primary, secondary and tertiary) in
fifty-five countries, eliciting a general scenario of EMI worldwide, the visibility and importance
of which is escalating. However, as a first attempt to examine EMI on a global scale, there were
methodological challenges, as stated in the report (p. 7). Namely, the definition of EMI was
interpreted differently in various countries and mixed with EAP (English for Academic
Purpose), EFL (English as a Foreign Language), ESP (English for Specific Purpose) and CLIL
(Content and Language Integrated Learning). Second, the research approach, which involved in
interviews, questionnaires and discursive discussions with only respondents who were
connected to British Council in different ways implied a questionable sampling and data
generalisation issue. Nevertheless, the findings indeed indicate an emerging and growing
interests in, discussion of, as well as implementation of EMI in different contexts globally.
Galloway and Rose (2015, pp. 230-234) offer two categorisations of international
education: a western perspective and a Global Englishes perspective. Regarding the former,
they conclude that, firstly, the international education offered in English as a Native Language
(ENL) contexts is more financial gains oriented, paying limited attention to the potential
contribution of international students seeking overseas study with English as the instruction
language. Secondly, international students are defined and evaluated by the standards set by
English native speaker students. In other words, the diversified backgrounds and competence of
international students are framed by ENL norms. Here, it is advised to pay attention to the fact
that the nations where the western perspective prevails are in the Inner Circle. In contrast, the
Global Englishes perspective views international education as more academically oriented, and

a means of “attracting and keeping the best brains from around the world to help develop their
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own economies” (Shen, 2008, p. 223). Such views are held in countries in Europe, such as
France, Germany and the Netherlands, and in Asia, such as Japan, China and South Korea. This
perspective is justified by an empirical research in five Norwegian higher institutions by Frelich
(2006, p. 406), in that the internationalisation in higher education is much more academic
oriented. In the context of the Asian country of Japan, the primary motivation for
internationalisation comes from the increased institutional reputation, not financial gains
(Yonezawa, 2010, p. 128). Those countries are classified in the Expanding Circle, implying,
however, that, when spoken as a NNL (Non-Native Language), English is increasingly
associated with more job opportunities in the international market, potential financial benefits
and prestige in a social hierarchy, etc.

The Global Englishes perspective in the Expanding Circle seems to be gaining ground over
the Inner Circle or Western perspective (Galloway & Rose, 2015, p. 233). For instance,
according to Brenn-White and Faethe (2013, p. 6), during the past decade, the major European
countries have been witnessing a rapid growth in English medium taught Master’s programmes.
In the same report it was also indicated that the discipline with the highest percentage of
Master’s programmes taught in English was Business and Economics (28%) (Brenn-White &
Faethe, 2013, p. 6). There has also been a similar trend in Asia. In Section 1.4.2, the EMI in
China and Japan will be reviewed, where efforts are escalating to enhance the

internationalisation of higher education for deeper involvement in the world academia.

1.3 Rationale for EMI study

The increasing globalisation has led to a spread of English as a Lingua Franca (ELF), not
only in the way that English language learning has been embraced on a large scale, but also in
the increasing use of English as a language of instruction (Crystal, 2003, pp. 110-116; Jenkins,
2009, 2015). Higher Education (HE) in particular, as Coleman points out, “belongs to a
globalised market” (2006, p. 3). Consequently, higher institutions worldwide are constantly
seeking internationalisation, as, according to Altbach et al. (2009), it is “not possible for higher

education to opt out of the global environment, since its effects are unavoidable” (p. 7). Among
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the key internationalisation strategies of educational institutions worldwide, the use of English
as a medium of instruction (EMI) is one of the most important strategies (Coleman, 2006, p. 4;
Dearden, 2015, p. 24; Kirkpatrick, 2011, p. 100; Wilkinson, 2013, p. 3).

The increasing EMI programmes in HEs is evident, so is the fast growing studies on EMI
among the scholarship worldwide. According to Bothwell (2017), the number of English-taught
bachelor programmes in continental European universities has reached fifty times in 2017 as
many as in 2009, echoed by the significantly increased EMI in Asia-Pacific regions
(Walkinshaw ef al. 2017). Consequently, the publications on the EMI subject has leaped as well.
As Wilkinson (2017) reports, along with the 550 publications in the previous six years, a
significant portion was attributed to East with China and Japan in particular (p. 35).

Competence in English has long been considerably appreciated in various professional
fields, including business, politics and academia. Given the increasingly connected world of
business that requires people from various linguistic backgrounds across the globe to
communicate in English effectively, BELF, Business ELF, has become a research field of its
own (Galloway & Rose, 2015, pp. 160-163). Consequently, business programmes in HE
worldwide are highly present in courses delivered through English where EMI implementation
is in place (Bernd, 2007, p. 48; Dearden, 2015, p. 25).

In this context of English as a global language and the internationalisation of higher
education, this doctoral project will conduct multiple case studies of EMI in undergraduate
business programmes in three institutions in the Netherlands, the People’s Republic of China
(hereafter China) and Japan. As discussed, these countries are categorised in the ‘Expanding
Circle’ of World Englishes (B. B. Kachru, 1985, 1992; B. B. Kachru, Kachru, & Nelson, 2006;
Y. Kachru & Smith, 2008). The strength of case studies in three specific HE institutes is that
they allow a scrunity on EMI at each university. It corresponds with the point by Doiz,

Lasagabaster & Sierra (2013a):

every context has its own characteristics and, therefore, studies rooted in each specific
context will be much welcomed. Results from other contexts may always be helpful and
enlightening, but every institution should carry out its own research, which ideally will lay
the foundation of the most appropriate language policy for them” (p. 219).
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In addition, unlike the self-reported data which should be treated with caution in Dearden’s
report (2015), this doctoral projects brings together data directly from three different but
specific contexts through case studies.

Notably, a discussion will be pursued on how globalisation and internationalisation have
impacted on the higher education in these three countries.

Furthermore, due to EMI becoming a global phenomenon, the differences between the
various perspectives towards internationalisation and EMI will be investigated, as well the
characteristics of EMI in the three Expanding Circle countries, particularly the Netherlands, as a
benchmark Expanding Circle country relating to HE and EMI, and Japan and China, as
emerging countries with a significant growth of EMI programmes.

This project will endeavour to go one step further with regard to the research sample size
and adoption of methodologies. In terms of the research sample size, there have been ample
studies focusing on one particular university or some institutions in certain regions or nations,
but there remains a lack of transnational studies seeking to compare and contrast. As Macaro et

al. (2018) calls for comparative studies on EMI:

The preponderance of research based on case studies of single institutions further
exacerbates the problem of not being able to ascertain the impact of EMI on either English
proficiency or on content learning. The almost total absence of any comparative studies
amongst institutions and/or amongst countries (except for the issue of EMI growth) means
that the rigour offered by comparative education methodology (Bray, Adamson & Mason,
2014) is largely absent (p. 64).

This project aims, therefore, to provide an up-to-date account of EMI in three Expanding
Circle countries through specific case studies. As the growing body of research tends to focus
on the EMI in Expanding Circle countries, a set of multiple case studies will help to pinpoint
the features and characteristics of this approach. However, it must be pointed out this project is
implementing cross case studies, rather than comparative studies defined in the field of
comparative education. Furthermore, though three cases are situated in different contexts,
general implications are expected to be explored to understand EMI implementation worldwide.

In relation to the research methodologies, questionnaires and interviews have been, thus

far, the most commonly chosen instruments to examine stakeholders’ perceptions and attitudes
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towards EMI. A broader set of research instruments will help to enrich the study of this area.
Hence, in addition to questionnaires and interviews, this project will also employ an
observational approach, such as classroom observation and archival research on EMI
documentation of various kinds, in an attempt to profile the EMI policies, implementation and
pedagogical practices, as well as the interaction between stakeholders.

Moreover, since globalisation and international trade have increased the demand for
graduates and human resources in business and economics worldwide (Doiz et al., 2013a), and
that undergraduate business programmes tend to be one of the most popular or earliest types of
programmes delivered through the medium of English in HE, it seems to be worthwhile to
focus on business discipline. Additionally, collecting data within a single academic discipline
enhances the comparability of the case studies. However, even though focusing on a single
academic discipline, the findings from this project can be generalised to a certain degree across
other disciplines as there is no empirical evidence suggesting significant differences of EMI

implementation in different academic disciplines.

1.4 Defining EMI in this study

Regarding the definition of English as a medium of instruction, in this research project the

definition proposed by Macaro ef al. (2018):

The use of the English language to teach academic subjects (other than English itself) in
countries or jurisdictions in which the majority of the population's first language is not
English (p. 37).

Recognised as one of the methodological challenges by Dearden (2014), the definition of
EMI varies in different contexts worldwide and thus the nomenclature is problematic (p. 5). To
define what EMI exactly refers to is highly dependant on specific contexts. The contexts could
impy countries, regions, linguistic repotire of the stakeholders, educational levels, purposes and
so on. For instance, among various EMI definitions, the one proposed by Taguchi (2014a)

implies two tails of EMI: academic subjects knowldge and English proficiency improvement:

English-medium education refers to curricula using English as a medium of instruction for

15



basic and advanced courses to improve students’ academic English proficiency. The goal
of English-medium education is to broaden students’ general and specialized knowledge in
academic subjects, and to promote professional expertise in English that enables students
to take leadership in the international community. In such a context, English is viewed as a
tool for academic study, not as a subject itself. Attainment of English skills is a by-product
of the process of gaining content knowledge in academic subjects (p. 89).

These two aspects are not specifically indicated in Macaro et al’s definition. However, it
has to be recognised that, for Non-Native Speakers (NNSs), progress in their English
proficiency is an inextricable part of their expectations, given the ultimate motivation behind
the trend of internationalisation and EMI in particular. Thus, overal, the case studies in this
project demonstrate the problematic EMI by definition, which on the other hand explore the

various implications of EMI in different contexts.

1.5 Thesis structure

In this section, a general outline of the thesis structure is presented chapter by chapter.
Chapter Two will narrow down the scope and focus on EMI. The literature review will centre
on the origin, the development and the expansion of EMI in different regions of the world.
Layers of its complexity will be depicted through a comprehensive review of previous studies
on EMI. Previous research topics will be categorised at the macro level, such as EMI policies,
and at the micro level, such as attitudes and EMI pedagogical approaches. Specifically,
accounts of previous studies in perception-based EMI research will be provided to summarise,
and draw a comparison between, stakeholders’ EMI perceptions in different contexts. Chapter
Three will explore the context of the research in each case study. Following the vein of English
forms in Kachru’s Three Circles of English, the internationalisation of higher education and the
EMI development worldwide mentioned in previous chapters, a specific description of the EMI
in each country will be presented to summarise the history, status quo, problems and challenges
of EMI in each country. Chapter Three will demonstrate a sense of compatibility between the
three institutions with contrasting features. Notably, previously conducted comparative EMI

studies across institutions and nations will be summarised to highlight the recent research focus
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on contrastive studies.

Chapter Four examines the research methodologies in previous EMI studies and present
the chosen methodology in this current research, namely a mixed-methods approach with a
concurrent design. Three research questions are presented, aiming to answer how EMI in each
case is enacted and approached, and how the principal stakeholders, i.e. students, faculty
teachers and management levels, perceive EMI. Specifically, the details cover how convenience
sampling with a case study style was selected, a description of the research instruments and the
administration, as well as the ethical research aspects. The research instrucments employed are
questionnaires, semi structured interviews, archive examination and classroom observation. At
the operational level, the chosen methodology involves the use of SPSS for quantitative
analysis of questionnaires and Nvivo for the processing of the qualitative data, the interviews,
observation notes and EMI course-related documents.

Chapters Five to Seven consist of a presentation of the data collection and analysis that are
conducted by the order of the research questions. Interpretations of the separate qualitative and
quantitative data are combined when necessary to provide a multifacted and sophisticated
understanding of EMI. Chapter Five answers the first research question, exploring how EMI is
approached in each case study. The qualitative data gathered from the interviews, classroom
observation and archive examination are presented to illustrate how each dimension of the
ROADMAPPING framework is enacted at each university. Chapter Six elaborates the second
research question, addressing students’ perceptions focusing on English improvement and
general content learning outcomes. The quantitative data from the questionnaires provide a
comparison of students’ EMI perceptions in three universities, combined with in-depth
information and illustrations from students’ interviews. Chapter Seven investigates the thir
research question, focusing on teachers’ perceptions with an emphasis on perceived students’
English proficiencies and content comprehension. Additionally, comparative perceptions
between the teachers and students in each university are drawn upon.

Chapter Eight pursues further discussion on the findings and a cross-case analysis for

exploration of possible similarities and differences in the EMI implementation in the three
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institutions. The chapter then concludes by summarising the significant findings, emphasising
the important arguments and stressing the significant comparisons. The implications based on
the findings are integrated into further suggestions and recommendations, in terms of explicit
EMI goals at the institutional level, fundamental transition to a proactive pedagogical approach,
efficient collaboration between content and language support faculties and consistent training
support for teachers, as well as high awareness of implementing EMI in a multilingual

university setting.
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Chapter 2 English as the Medium of Instruction

2.1 Introduction

This chapter reviews the literature relevant to the aspects of EMI covered in this current
research. It begins with defining EMI through the distinctions between the various terms used to
describe the integration of content and language learning. Such review on the differencitation
between EMI and others underpins the pedagogical rationale for EMI, which is the integration
of content and language learning.. Next, the current study’s themes relating to EMI are
reviewed, presenting a general research scope. This is followed by a presentation of
‘ROADMAPPING’, a theoretical framework for EMI proposed by Dafouz and Smit (2014) that
scrutinises EMI through six dimensions, all of which will be adopted to describe the case
universities in addressing the research questions. Furthermore, reception-based research is

discussed, focusing on student, teacher and management perceptions of EMI.

2.2 Defining EMI in relation to CLIL, CBLT and immersion

As previously mentioned, although EMI research has been gaining increasing attention, the
definition of EMI remains problematic, and relatively broad, fluid and inclusive. For instance,
to elaborate how EMI is interpreted to facilitate the learning worldwide, Macaro (2017)
explicitly proposed a variety of classrooms in which English plays nuanced roles while

intermingling with content:

In virtually every research paper on this topic we come across we read that, in the
particular context that the writer is operating, English as a medium of instruction (EMI) is
on the increase. But what exactly is EMI? If we consider every classroom around the
world in which learners are exposed to English language as their second language (L2) we
are faced with a huge variety: English as a foreign language (EFL); Immersion, English
for academic purposes; English for specific purposes, English for examination purposes,
Content and language integrated learning (CLIL); content-based teaching; content-based
language teaching, and so on. And then we have EMI (p. 1).

Macaro’s description of such variety can be an informative supplement to EMI while the
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EMI is observed and examined in different classrooms at different institutions in this project.

In ELT (English Language Teaching) literature, EMI is sometimes associated with CLIL
(Content and Language Integrated Learning) or ETP (English-taught Programmes), a way of
labeling that is popular in Europe, albeit not exclusively in Europe. In other situations, it is
categorised as a kind of immersion or content-based learning, which is often found in North
America (Macaro et al, 2018, p. 37). In the same vein, bilingual education, CBLT
(Content-Based Language Teaching) and content-based instruction, etc., frequently appear as
keywords in the related literature. It is essential to clarify how the various terms (CLIL and
immersion in particular) have been modified and specified in multiple educational contexts
worldwide.

As Lasagabaster and Sierra (2010, pp. 367-375) argue, although immersion and CLIL
share many similarities both theoretically and methodologically, as the CLIL approach
originates from immersion, their differences create pedagogical practices that could result in
confusion and undesired consequences if they are implemented without good understanding.
Notably, the case studies in this project originate from three Expanding Circle countries with
distinct cultural, historical, social and economic characteristics, and it is highly likely that the
implementation of EMI will have modifications and different forms in each context. Therefore,
a clear understanding of the nuanced differences between CLIL and immersion would possibly
yield a more in-depth and more comprehensive interpretation of the EMI in each case study.
Historically speaking, CLIL is a further development of immersion, according to the study of
the European Commission, Content and Language Integrated Learning (CLIL) at School in
Europe (Eurydice, 2006). Originally, school-based immersion education was developed in
Europe under the pressure of parents to further improve the French competency of their
children, whose native language was English, rather than giving them standard second language
(L2) French classes (Lambert & Tucker, 1972). Initially, according to Lamber and Tucker,
immersion bore such characteristics as: first, the immersion language was involved as the
medium of instruction for academic subjects that took up at least half of the school day ranging

from the 5 grade to secondary school level; second, additional bilingual education was
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enhanced through the instruction in two languages; third, teachers were fluent in both languages
and, in the beginning phase, teachers taught in two separate languages separately; fourth, the
curriculum was content based with attention placed on language competence and awareness of
the culture attached to the language; and, fifth, in the context of a communication language
learning/teaching approach, the ultimate goal of a successful immersion programme was
effective communication. Therefore, students were required to be highly engaged in
communication-orientated learning activities in a supportive environment for learner autonomy.

With the success of immersion programmes spreading, firstly in Europe and then later in
the U.S. and other countries of the world, along with the prevalence of English around the
world, other terms began to appear as a reflection of the diversified and modified bilingual
education in specific contexts, such as CLIL. CLIL has been gaining attention since the 1990s
(Coyle, Hood & Marsh, 2010) and is defined as, according to Colye et al(2010), “a
dual-focused educational approach in which an additional language is used for the learning
and teaching of both content and language" (p. 1). In the global context, with the great number
of languages and cultures, the "additive language" in the schools in different countries/regions

varies. Consequently, the definition provided by Eurydice (2006, p. 8) notes that CLIL:

is used as a generic term to describe all types of provision in which a second language (a
foreign, regional or minority language and/or another official state language) is used to

teach certain subjects in the curriculum other than language lessons themselves.

Lasagabaster and Sierra (2010, pp. 370-373) challenge both CLIL definitions in claiming
that they do not show any differences between immersion and CLIL, which they believe exist.
Based on immersion and CLIL programmes in Spain, they propose that, unlike the immersion
language that is "reachable" at home or within the society, or both, the languages in CLIL are
foreign languages that most students only have exposure to in their formal learning. In many
Spanish schools, unlike northern European countries where English is comparatively more
common, the students' exposure to English is quite limited to school time, despite the media
influence (ibid). Secondly, regarding teachers' language competence, it is a fact that most
teachers in immersion, as mentioned by Lambert and Tucker (1972), are native speakers of the

instruction language or have a professional level. However, this might not be the case for CLIL
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teachers. Again in Spain, CLIL teachers apparently need more training (ibid) with regard to
English as the CLIL language in the spirit of the European Union. Thirdly, in relation to the
time duration, while most of the immersion programmes start from a young age, CLIL seems to
be implemented later, meaning that the amount of exposure to the additive language is not
comparable, resulting in a call for careful consideration of pedagogical practice. Lasagabaster
and Sierra draw upon the fact that one of the purposes of CLIL programmes is to further
enhance the language skills that have been developed through traditional language learning at
an earlier stage, such as in primary school. An obvious example would be the increasing of
CLIL with English as the instruction language in Europe and many CLIL programmes of this
kind start in secondary or post-secondary level where students have already acquired a certain
level of English proficiency. Fourthly, the degree of the authenticity and adaptation of teaching
materials varies between immersion and CLIL. Based on the authors' previous immersion
teaching experience in a Spanish secondary school and their years of observing immersion and
CLIL programmes in Spain, they state that immersion teaching materials target the native level,
while, in CLIL, the teaching materials are normally modified and adapted to suit students' needs.
In other words, CLIL teaching materials are constantly being adjusted to cater for a variety of
pedagogical situations, while immersion materials tend to be maintained to the highest standard
of originality and authenticity, even from the early stage. Fifthly, the language objectives are
not the same. In considering the differences mentioned above, the desired additive language
proficiency levels differ. In Spain, C1/C2 is expected at the end of the post-secondary level in
immersion programmes (B2 by the end of secondary), while, in the case of English (as a foreign
language) as the instruction language, the desired level is B1 by the end of the post-secondary
level. Immersion has a higher language goal.

The authors further explain that immersion in Europe aims for more of a multilingual
continent with the coexistence of minority, regional and heritage languages, whilst CLIL
focuses on promoting students' proficiency in the major foreign languages, such as English as a
popular lingua franca worldwide. Finally, again in the context of Spain, immigrant students

have more access to immersion programmes than they have to CLIL, due to the fact that
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immigrant students struggle with both (local major and minor) languages in immersion
programmes and, thereafter, may not be able to meet the required language proficiency, of
English for example, in CLIL later in their schooling.

In summary, it seems that the nuanced differences between CLIL and immersion lie in the
nature of the additive language (foreign, lingua franca, regional or minority, etc.), the
competence level of the users (both teachers and students) of the additive language, the
approach to learning/teaching the language (original or modified materials, for example) and
the outcomes expected from the additive language (immersion higher than CLIL). In this sense,
the additive language in immersion is relatively more prevalent and more demanding than it is
in CLIL. Consequently, the categorisation of EMI within CLIL or immersion depends on how
English is weighted in a specific educational context. However, Cenoz et al. (2013) later argue
that distinguishing CLIL from immersion would potentially separate CLIL research from
mainstream research on multilingual education. Given the fact that CLIL and immersion do
share the same motivations, goals and drives (content driven), CLIL can be better described, in
a broad sense, as an umbrella term, similar to CBLT (Content-Based Language Teaching), that

can accommodate a variety of content-based bilingual/multilingual programmes.
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Content Language
courses Language classes with
Total Partial Content classes with
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language . for language

units .
classes practice

Figure 2.1 Range of CBLT settings, adapted from Met (1998, p. 4)

Indeed, the boundaries between content-based learning approaches bearing different names
have blurred, resulting in more importance being put on the interaction between the content and
the language. For instance, according to Jenkins (2015), there was a clear difference between
EMI and CLIL a decade ago. At that time, EMI referred to subjects at the tertiary level being
delivered in English and students were expected to have adequate English proficiency at the

start of the content learning, whilst CLIL was implemented at the secondary or primary level
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with language support being at the side of the content learning through the additive language.
Furthermore, EMI in universities nowadays also has the language component in its own right
along with the content teaching (Jenkins, 2015). Another example is the report by the EMI
centre at the University of Oxford (Dearden, 2015), where EMI research was conducted on all
educational levels, namely primary, secondary and tertiary education. All CLIL and immersion
programmes around the world at all levels with English as the additive language are labeled as

EML. In this doctoral project, however, EMI relates exclusively to the tertiary level.

2.3 Current research in EMI

As a global trend, EMI in HE has been researched worldwide, especially in the Outer and
Expanding Circles (B. B. Kachru, Kachru & Nelson, 2006; Y. Kachru & Nelson, 2006; Y.
Kachru & Smith, 2008). This section provides a general picture of the current investigation of
themes related to EMI.

In recent years, there have been conferences and publications dedicated to systematic
reviewing both macro and micro levels, in aiming to present a holistic picture of EMI in a
specific educational institution, region, country or continent. For instance, the volume series
English-Medium Instruction in Europe Higher Education: English in Europe, Volume 3
(Dimova, Hultgren, & Jensen, 2015) have sought to systematically review the EMI in HE in
Europe, from the north to the south, and the west to the east. The book English-Medium
Instruction at Universities-Global Challenges (Doiz et al., 2013b) presents a collection of
studies covering various angles of EMI from case studies worldwide. Wilkinson (2017) further
identifies the significant increase of EMI research beyond Europe where EMI was orginally
initiated by Erasmus programme and later enhanced by Bologna Declaration, and the increase is
mainly from East and Southeast Asia (China, Japan, Malaysia and South Korea).

Furthermore, Macaro et al. (2018) published the newly updated and systematic review on
EMI in HE worldwide, covering 83 empirical studies and explicitly proposing aspects or areas
that have been under-researched and, thus, need attention in the future. Particularly, it points out
that the contrastive case studies among different HEIs, or even across nations, are inadequate to

ascertain the impact EMI has on English proficiency and content learning. This current project
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aims to fill this gap in research with a cross-case study of EMI’s impact on English

improvement and content learning outcomes.

2.3.1 Macro-level research

On a macro-level, or ‘societal perspective’, studies have been conducted to pursue the
motivations/rationales/drives behind EMI and, correspondingly, the education and language
education policies at the national, local and institutional levels in catering for the
implementation of EMI (Airey, 2004; Coleman, 2006; Collins, 2010; Costa & Coleman, 2010;
Hu, 2008; Madileng, 2007; Mouhanna, 2010). Particularly, Airey and Linder (2006) point out
that the universities in Sweden adopting English-medium instruction view its benefits as being
capable of addressing international students and foreign academics, availability of content
textbooks in English, enhanced students' employability in the international job market, and
preparing students for further academic pursuits. As well as the motivations that the nations, or
HEIs, initially embraced, some studies reveal that the essential stakeholders, or actors, in EMI
implementation, such as students and teachers, were not consulted about, or engaged in, the
process of decision making regarding the EMI implementation in place. Therefore, those key
actors became involved in the EMI in a passive manner. For instance, according to Cho (2012),
52.9% of the teachers in a Korean study stated that they were teaching through English to meet
the school’s requirement. Another study conducted in Taiwan (Yeh, 2014) indicates that
students’ mainly choose to enroll in an EMI programme because of the reputation of a
particular content subject faculty, rather than the aspect of English as a medium instruction
language.

Consequently, examination of the impact on the institution and the local society (the local
multilingual environment in particular) has been conducted in various countries (Doiz,
Lasagabaster, & Sierra, 2014; Hellekjer, 2007; Tange, 2008, 2010; Wilkinson, 2013). Criticism
has emerged regarding the potentially negative influence of the prevalence of English on local
linguistic systems and the attached social and cultural implications (Charise, 2007; Tange, 2010;
Wilkinson, 2013). For instance, Wilkinson (2013) lists, in his review of the EMI development

in Maastricht University in the Netherlands, the challenges and potential pitfalls at the national,
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local and institutional levels. Economically, the increased budget for introducing and practicing
EMI may raise questions from the taxpayers funding international students and the
dissatisfaction of students not having EMI courses. Politically and socially, the perception of
‘international and elite' attached to EMI may cause public social division. Additionally, the
promotion of English as the academic language and lingua franca beyond the class may create
further domain loss of the local and national languages, in this case Dutch, German and other
European languages. In particular, the phenomena of an HE's departure from its national and
local languages has been a topic of great discussion (Doiz, Lasagabaster, & Sierra, 2014;

Hellekjeer, 2007; Tange, 2008, 2010; Wilkinson, 2013).

2.3.2 Micro-level research

On a micro-level, or ‘individualistic perspective’, research has been undertaken pertaining
to the perceptions towards EMI of perspective students and the teaching faculty, and the
interrelationship between students’ and teachers’ English proficiency and their performance in
content learning and teaching (Ali, 2013; Chapple, 2015; Earls, 2016; Jensen, Denver, Mees, &
Charlotte, 2013; Hamid et al.,, 2013; Khan, 2013; Lechtonen, Lonnfors, van Leuwen, &
Wilkinson, 2003; Hu et al., 2014; Tange, 2010). Currently, much EMI research examines how
stakeholders perceive EMI with the top down policy support and bottom up efforts (Dimova et
al., 2015, pp. 317-320). Substantial empirical research has investigated stakeholders’ personal
accounts, their experience with EMI as well as insights into pros and cons of EMI. In many
cases the findings of stakeholders’ perception aligned with the policy assumption that EMI is
beneficial in many ways, while in more cases the opposite perceptions appeared, revealing the
concerns and negative experience of EMI (Macaro ef al., 2018). Perception-based studies
focusing on students and teachers, including the school management, will be further reviewed
in Section 2.5, as the second and the third research question in this project are about exploring

the main stakeholders’ perceptions, i.e. the students’ and the teachers’.

2.3.3 Pedagogical implications and learning outcomes

Specifically, in the field of EFL (English as a Foreign Language), ESP (English for
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Specific Purposes) and EAP (English for Academic Purposes) pedagogies, there have been
ongoing discussions around the pedagogical approaches that promote EMI in HE, EMI courses
and programme design, students’ and teachers’ assessments and evaluation, as well as EMI
teachers’ (content or language support, or both) training and support (Hoare 2003; Wichter&
Maiworm, 2014). Correspondingly, there are doubts and controversies relating to the
effectiveness of content delivery and improvement of students’ English proficiency (Aguilar &
Mun oz, 2014; Hu & Lei, 2014; Lin & Morrison, 2010; Jime nez-Mun oz, 2014; Rogier, 2012;
Yang, 2015). For instance, Shohamy (2013, pp. 196-210) identifies and summarises three
critical issues in relation to linguistic competence (of both students and teachers), the
compromise between content and language, “inequality in the global status of English for
different groups” (p. 204) and biased assessment, due to it being conducted in the second/third
language. In this section, studies of three significant impacts on pedagogical implications and
learning outcomes are presented.

Firstly, improvement of English proficiency through EMI has been argued for a long time,
and more empirical studies are needed to provide substantial evidence. Only a limited number
of studies use language tests of various types, rather than stakeholders’ own perceptions, to
quantify EMI’s impact on English proficiency. A study (Rogier, 2012) carried out in a
university at UAE at the undergraduate level used IELTS for the enrollment and graduation of
the same group of undergraduate to investigate whether there were significant score gains over
time. The students' IELTS scores at the exit stage offered positive evidence. On the contrary, a
comparison study (Hu et al., 2014) of one EMI group and other non-EMI groups in the
mainland did not show that the EMI group scored higher than the non-EMI groups. There are
also studies that directly investigate the proficiency improvement in specific skills, such as
writing and speaking (Aguilar & Mun oz, 2014; Tai, 2015). However, the validity of such
studies is problematic, due to there being so many uncontrolled variables in the comparisons,
such as the questionable validity of the tests used, uneven exposure to English and students’
pre-test differences (Macaro et al., 2017, pp. 57-59). As Jime nez-Mun oz (2014) reflects, ‘until

conclusive proof is found, the controversy over the usefulness of CLIL and EMI to promote
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excellence in both content and language learning will continue’ (p. 30).

Secondly, studies that are critical of the use of EMI have explored whether or not the
content being instructed in English would compromise the content comprehension. The number
of such studies, compared with the ones on the improvement of English proficiency, is even
smaller. Hellekjer (2011) compared students’ listening comprehension of their EMI lectures
and lectures in their native language through a self-reported questionnaire. This contrastive
study was carried out in a Norway university and two German universities. The results showed
a lower comprehension of EMI lectures than L1 lectures, although through descriptive statistics.
Later, Hellekjeer (2017) expanded the sample size to three Norwegian (346 students) and two
German (47 students) universities, showing no significant differences between the EMI and the
L1 lecture comprehension, although some students reflected difficulties with EMI. Furthermore,
similar language-related challenges were discerned in both EMI and L1 lecture comprehension.
Another study in Korea (Joe & Lee, 2013) found no significant difference between EMI and the
Korean lectures. Again, what made such comparison studies less grounded were the
uncontrolled variables, such as the difficulty levels of the content in EMI and non-EMI
programmes and the students’ English proficiencies between EMI and non-EMI programmes
(Macaro et al., 2017, pp. 60-61).

Thirdly, ample studies have shown that the content, teachers’ English proficiency and the
pedagogical approach play significant roles in EMI implementation in HE. Also, other studies
have described the detrimental effects on EMI learning outcomes to draw HEIs’ attention to
teachers’ training (Barnard, 2014; Fang, 2018; Galloway et al., 2017; Gustafsson ef al., 2011;
Klaassen, 2008; Lei & Hu, 2014; Nuan, 2003; Shohamy, 2013). However, little evidence was
found in studies of HEIs offering proper faculty assistance for better content delivery in English.
In an overview of EMI in Europe, Wichter & Maiworm (2014) revealed that it was optional,
rather than obligatory, for teachers to improve their English proficiency, and there was no
teacher assessment based on their English capacity. Airey (2012) documented a professional
development course in a European university for teachers with limited prior EMI experience

and pointed out that the course was not supportive enough, given that some teachers were
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instructed to switch to EMI with little notice. A recent study carried out in Italy (Guarda &
Helm, 2016) reported on a development programme with adequate duration, sessions and
content that received positive feedback from the faculty. Furthermore, other case studies by
Airey and Linder (2006) pointed out that little interaction between the faculty and students was

observed in EMI programmes.

2.4 ROAD-MAPPING framework for EMEMUS

Dafouz and Smit (2014) have proposed the conceptual framework with the acronym
‘ROAD-MAPPING’, within the context of English-Medium Education in Multilingual
University Settings (EMEMUS), responding to the lack of a consensus on specifications and
theoretical framework of how the EMI should be documented, analysed and synthesised in HE
settings (Macaro et al., 2018, p. 64). The ROADMAPPING model functions as a reference in
exploring individual cases, whilst taking into consideration the significance and the fluid
interaction between global and local factors. Furthermore, the framework allows the scholarship
to transform the research findings in separate and specific cases for a synthesised analysis
across cases for further comparison and discussion (Dafouz & Smit, 2014, p. 399). Thus, this
doctoral project uses this framework to discuss how EMI is approached in each specific case
while identifying the shared characteristics of EMI, analysing the common issues and
underpinning the solutions to the recurring challenges across three cases.

According to the framework, ROAD-MAPPING (Figure 2.2) refers to six interrelated
components: Roles of English (RO), Academic Disciplines (AD), (language) Management (M),
Agents (A), Practices and Processes (PP), Internationalisation and Glocalisation (ING). The
figure below shows that the discourses lie in the centre connecting all the components,
indicating that these aspects are examined through the discourses of a setting. A discussion
follows on each component with recognition that all of the components are multifaceted and

interrelated (p. 404).
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Figure 2.2 The ROAD-MAPPING framework for EMEMUS

Notably, given the problematic EMI definitation, i.e. the fact that HE institutions
worldwide have vastly different linguistic contexts, institution policies and pedagogical
approaches in relation to EMI implementation, the framework is used in a way that sets the
notion of EMEMUS inclusion being applied to any university. This could be ‘a multilingual
situation where students, using the language they know and those they are getting to know, are
enabled to succeed’ (van der Walt 2013, p. 12). Such ‘organic’ understanding of a university
setting is of particular help to the contrastive study in this project, as the three universities are
apparently situated in different contexts, that is either heterogeneous or homogenous
geo-linguistic areas, either multilingual or bilingual education, partially EMI or
comprehensively EMI, and either pedagogically explicit or implicit, etc. (p. 399). Thus this
study contributes in a way that the ROAD-MAPPING framework is applied to analyse EMI
contexts outside Europe and also problematize the understanding of EMI worldwide. The
following subsections will explore the components of the ROADMAPPING model with
reference to the relevant literature on each aspect. These six aspects of the model feed into the

research design and analytical framework used in the three case studies.

2.4.1 Role of English

According to van der Walt (2013, pp. 76-78), the function constellation of English in
specific higher education has to be examined through its relationship with the general linguistic
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repertoire in that education site. Generally speaking, the linguistic context of an HEI can range
from monolingual to multilingual with regard to language management, language practices and
education goals (Dafouz & Smit, p. 404). Consequently, how English is positioned in an HEI
can range from it having a central position, as English vis-a-vis other languages to a marginal
language. Nowadays, with EMI programmes expanding rapidly, English has apparently
maintained a dominant position in HEIs.

Specifically, English functions as a ‘gatekeeper’ in a school’s admission process as one of
the admission requirements, especially for international students whose native language is not
English, or whose previous educational experience has not been in an English-speaking country
for a certain period of time. Thus, it is common for some EMI universities to request proof of
English proficiency from incoming international and domestic students. Additionally, the
requirement of English proficiency, in some cases, is also applicable for teachers' recruitment
and promotion, particularly when the criterion is connected to a teacher's publication with
English as the dissemination language (ibid., p. 404).

Regarding the coursework, English is treated as a subject in general English, English for
Academic Purposes (EAP) courses, English for Specific Purpose (ESP), bilingual courses
(English and another language, being native, regional, national, ethnical or migrant, etc.), and
EMI (p. 404). In the pedagogical practice, English is used partially or wholly as an academic
language, whilst beyond the classroom, English serves as a communicative language in the
educational community. Along with its enhanced international profile, exchange and
collaboration of educational resources across institutions worldwide, English assists the
communication as a lingua franca. Gradually, English has expanded beyond being an academic

language to now being a communicative medium in its function castellation (ibid., p. 405).
2.4.2 Academic disciplines

In relation to the classification of academic disciplines, many education practices can be
referred to in formulating an explicit categorisation, such as teaching and learning
implementation, curriculum design, selection of textbooks and teaching/learning materials and

assessments. The various ways of these practices indicate the epistemological characteristics of
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each academic discipline (Becher 1989; Neumann et al., 2002). Becher (1989) proposed a
two-dimensional space for the discipline classification based on the differences in the education
practices: hard vs. soft and pure vs. applied. For instance, within the field of business studies in
this project, International Commerce would be considered as soft and pure. In general, such an
academic subject tends to adopt essays (papers), discussions and presentations to conduct the
teaching and assessment (Dafouze ef al., 2014). Consequently, it can be expected for the
implementation of EMI in different academic disciplines to demonstrate different
characteristics. It should be noted here that this dimension is elaborated on in the findings and
discussion in this project, as the academic discipline involved in the three case studies is

singular, namely business.

2.4.3 Language management

Language management refers to the top-down language policies and statements made by
collective agents, such as institutions and such individuals as teachers, to pin down and
maintain the role of English in either a legal status or application (Dafouz & Smit, p. 406). As a
policy, statement or declaration, there is a possibility of it being implicit, absent, under-enforced
or contradictory with other policies in reality (p. 406). An example to prove this point is the
review of EMI in Japanese HEs by Bradford & Brown (2017, pp.6-12), in which English was
not acknowledged as being the specific language in the policy documentation related to HE
internationalisation and EMI implementation, but, rather, a foreign language, despite, in

practice, the instruction in a foreign language precisely referring to English.

2.4.4 Agents

Various stakeholders participate in the planning, implementation and assessment of
language policies with their perspectives being different, due to their various motivations and
goals (p. 406). The actor approach proposes a continuum with individual and collective (or
institutional) actors at two ends (p. 406). The individual actors refer to stakeholders, such as
students, teachers and school officials, while the collective actors refer to departments, faculties,
schools, organisations and the HE as a whole. As the actor-network reminds that no actor is
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‘autonomous' and independent (Saarinen & Urisin, 2012, p. 151), all agents are playing
dynamic and interactive roles in a HE with their individual perspectives taken into
consideration. For instance, while promoting EM], it is more likely that the school management
level would invest more in the international profile that EMI would eventually bring, while the
content teachers would be more focused on content delivery in English along with a proactive
approach. However, at the same time, the language support teachers would be more concerned
about students' English proficiency reaching the desired level. Such different expectations based

on their own interests are somewhat challenging to balance (Smit Dafouz, 2012, p. 8).

2.4.5 Practices and processes

Practices and processes refer to how teaching and learning activities shape, and are shaped
by, the specific EMI context (Dafouz & Smit, 2014, pp. 18-19). Generally, there are three types,
namely ‘way of doing’, ‘way of thinking’ and the combination of both. ‘Way of doing’
indicates the practice that has been developed to support the language policy with English as a
disciplinary and educational language, as well as a lingua franca (p.19). In a multilingual
classroom, the teaching and learning practice reflects the process of how the participants from
various geo-linguistic areas develop a shared linguistic repertoire to achieve academic and
social communication with the assistance of English as the academic language and, in some
cases, as a lingua franca (Hynninen, 2012, pp. 16-18).

‘Way of thinking' literally suggests the beliefs and opinions held by teachers when
reflecting on the teaching and learning process and practice that can present students’ positive
support (Dafouz & Smit, 2014, p. 407). Such beliefs can be viewed as the motivation behind the
agents' actions, and, in turn, the actions influence and shape the fluid development. EMI
generally involves content delivery and language support and, hence, the actions and beliefs of
teachers in both aspects interact and impact on the academic literacy attainment as a whole.
Thus, in considering the complementary strengths from both sides, Jacob (2007, pp. 65-68)
suggests a collaboration of both for effective integration of academic literacies into the

discourse of both content and language.
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2.4.6 Internationalisation and Glocalisation

Although internationalisation and globalisation are, in many cases, used interchangably,
there are nuanced differences between the two concepts. As Scott (2011) summarises,
internationalisation is the process of the escalating exchange between nations that mostly takes
place in public domains, while globalisation indicates the integration of the economic structures
in different nations in the framework of the global arrangements and the ‘homogenisation’ of
distinctive national cultures, and both types of integration holistically take place in private
domains (p. 60).

With such a difference in mind, the internationalisation of HE can be underlined as being
the mobility and exchange of students, teachers, pedagogical approaches, collaborative
researches and internationally recognised publications. However, while HEIs are on the way to
achieving internationalisation by meeting the criterion, such as the enhanced international
profile and the diversified student and teacher body, they should delicately manage the potential
confrontation between the international influence and the national and local forces and interests
(Dafouz & Smit, 2014, p. 408) in the integration process. Therefore, the ‘glocalisation’, refering
to the ‘tensions but also the synergies’ (Scott 2011, p. 61) between HEIs’ multifaceted roles in
society in an international context as well as the national and local. Glocalisation seems to
present more difficult challenges as the HEIs become increasingly multilingual and intercultural.
A typical example would be the growing concerns about the national or local languages being
ruled out by the prevalence of English in the context that HEI in the Netherlands were
embracing internationalisation by launching more and more English-taught programmes in a
fast-pacing fashion (Wilkinson, 2013). Another example is the protests from local students who
find the admission becoming more competitive, due to the increasing number of international

students.

2.5 Student and teacher perceptions of EMI
This section provides a review of studies of stakeholders’ perspectives on EMI in HE. The
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perceptions of two major stakeholders, namely students and teachers, tend to touch on themes
of motivation, English improvement, academic task performance in English and the benefits
and challenges of EMI. The perception convergence and divergence offers a glimpse of the

international and external contexts in which stakeholders are implementing EML
2.5.1 Students’ perceptions of EMI

Regarding students' motivation to enrol in EMI programmes, as well as doing so because
of the external influence, such as institutional policy, overall, more positive motivation has been
observed provided students are in the position to make a choice. On a macro-level, in Khan’s
(2013) research in Pakistan, the student participants perceived EMI as a key component in HE
and, furthermore, that the internationalised HE in their country will expedite the modernisation
process. Earl’s (2016) study carried in a Germany university reflected that students accept EMI
as an inevitable trend in the context of globalisation and believe that teaching some business
subjects, such as International Accountin in languages other than English does not make sense
(p. 108). On the level of personal interest, the students in a study in Turkey (Bozdogan &
Karlidag, 2013) expressed a desire to improve their English skills and job opportunities through
EMI programmes, which is also the view held by the Japanese students in Chapple’s (2015)
study. According to the students in a study (Ellili-Cherif & Alkhateeb, 2015) carried out in
Qatar, English enjoys higher recognition than their regional language of Arabic and, therefore,
learning English is very necessary, as it has a direct influence on their future career. Some
studies have also documented the motivation shift from an external, such as the concept of
internationalisation, to an internal level, such as personal interest. Gao (2008) conducted a
longitudinal study on students from mainland China in universities in Hong Kong, with the
results showing that the students gradually perceived EMI as a self-motivation to their
advantage.

During studies of EMI programmes, the students are generally confronted with an essential
component of EMI, namely English, resulting in their main concern generally being related to
their English proficiency. However, prior to delving into how students perceive their English

improvement, it is necessary to specify what ‘English proficiency’, ‘English competence’,
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‘English skills (such as writing and speaking)', ‘English ability' and ‘English capacity' that
appear in different studies refer to. A distinction has to be made as to whether these varied
terminologies refer to academic English and non-academic English, being general English. The
differentiation is based on the seminal model by Cummins (1979). However, regarding the
English proficiency in EMI, it is rare for studies to explicitly specify whether it is academic or
general English that students or teachers are referring to. This remains a debatable issue
(Macaro et al., 2017, p. 52), and, in this project, unless otherwise specified, English proficiency
is interpreted in a general sense.

Despite commencing with positive EMI motivation, studies have shown more negative
perceptions of English proficiency and improvement being held by students (Macaro et al.,
2017, p. 53). In Chol’s (2015) research in Korea, the students stated that their limited listening
skills led to an inadequate understanding of the content lectures. The Pakistani students in
Khan’s (2013) study expressed hesitation to speak in English and obstacles in comprehending
lectures and written text. However, the study carried out in Hong Kong by Evans & Morrison
(2011) indicated that the undergraduate students felt that they overcame the language
difficulties whilst advancing to senior years, despite feeilng inadequate, especially in productive
skills, at the beginning of the programme.

Consequently, some studies found a negative impact on the content learning, which
students associated with inadequate English proficiency. According to Ellili-Cherif &
Alkhateeb (2015), students believe they could have learned the concent better if it was in
Arabic rather than English, which is similar to the view held by students in Turkey (Kirkgo Z,
2014; West et al,, 2015), who expressed that the learning outcomes may have been better
through their L1 language rather than EMI. In a quantitative study in Korea by Kang and Park
(2005) a correlation was identified, through inferential statistics, between the level of English
proficiency and the understanding of lectures, as well as students’ decision to refer to the
translation while reading the content text.

Furthermore, some studies have also investigated a potential correlation between English

proficiency and students’ emotions, identity and relationship with social surroundings. A study
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conducted by Hengsadeekul et al. (2014) in Thailand revealed a negative correlation between
students' motivation and their interest and anxiety in speaking, fearful reaction to negative
evaluation and peer comparison. The study alluded that the students with adequate English
proficiencies would be sufficiently motivated. Another study by Sultana (2014) in Bangladesh
made a comparison between Bangla-medium school students and private EMI school students,
with the result suggesting that public students tend to be faced with more issues and, thus, feel
academically, socially and emotionally inferior to private EMI school students. Their
insufficient English proficiency prevented them from fully participating in the school and
receiving equal attention and respect from the surroundings. Finally, an EMI classroom
involves both the students and teacher and, thus, students' perceptions towards their teachers'
English proficiency also reflects how students examine and respond to EMI. This aspect will be

reviewed in the following section.

2.5.2 Teacher’s perceptions of EMI

There are both convergences and divergences between students’ and teachers’ perceptions
towards EMI. Regarding motivation, similar to students, EMI is regarded as a key component in
the HEI internationalisation process and also beneficial to personal and professional
development. The Danish lecturers in the study of Jensen & Thegersen (2011) stated that EMI
is an effective way of attracting international students. They viewed the teaching and learning
engagement through English as an essential part of internationalisation. The lecturers in Hamid
et al.’s (2013) research regarded English as a critical tool to connect them with people of
various backgrounds across the globe. The teachers in Earls’ (2016) study extended EMI to
their exploration into cultures and ‘mental flexibility’ (p. 124). In the study of Hu, Li and Lei
(2014) in China, the teachers believed that both the institution and the country would benefit
from EMI, by expanding it to gain a favourable reputation and the potential advantages attached
to English, such as a more fluid social mobility and more promising job market. Also, the
teachers’ faith in EMI corresponded to the institution’s strategy and policy. In Dearden and
Macaro’s (2016) cross-nation study, teachers in Austria, Italy and Poland mentioned the

potential overseas studying opportunities for their students, as what the teachers had been
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offered during their time was a convincing reason to embrace EML.

Pedagogically, some teachers’ concerns about teaching content in English relate to both
their own and their students’ English proficiency, although, generally, teachers tended to show
more concern than satisfaction towards students’ English proficiency. In Turkey, teachers in
more than one study (KirkgoZz 2009; Ba sibek et al., 2014; Macaro et al., 2016) frowned upon
students’ general English and the vocabulary related to content in particular, and such a view
was also held by students in Bozdogan and Karlidag’s (2013) study, in that inadequate English
proficiency presented an obstacle to content learning. Furthermore, teachers in many studies
doubted whether students’ English proficiency had ever met the requirement, or been proven to
be sufficient, to commence the EMI programmes. In Rogier’s (2012) study, the teachers in an
UAE university stated that students were weak in both listening and academic writing at the
entry level. In two Korean studies, the teachers perceived students’ English proficiency as being
the greatest obstacle to effective content learning (Choi, 2013), with one of the studies
indicating that one-third of the students were believed to be underprepared regarding their
general English to obtain benefits from the EMI programmes (Kim & Shin, 2014). Even in
northern Europe, where the prevalence of English and English education appears to be more
vigorous than in other Expanding Circle countries, the lecturers in Aire’s (2011) study in
Sweden recognised the inadequate English proficiency the students had.

Regarding English proficiency, the studies showed a ‘pure’ and subjective perception,
rather than any actual English proficiency tests, such as the tests for students to quantify their
proficiency level. Therefore, many studies revealed that teachers had a different understanding
and standards of ‘qualified English language proficiency’. This is the case in the cross-nation
study of Austria, Italy and Poland (Dearden & Macaro, 2015), in which the lecturers assumed
that the criterion of an appropriate English level was a university degree in English-speaking
countries, overseas teaching experience or a conclusion reached by the school management.
From a school’s perspective, Dearden’s (2015) worldwide (55 countries) questionnaire showed
that 83% of the participants taking part in teachers’ recruitment indicated that, even with their

English proficiency being left as an unspecified term or form, such as a language proficiency
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certificate, the number of linguistically qualified teachers was less than enough. Additionally,
content teachers of different subjects also hold various perceptions of qualified language
proficiency. For example, Physics lecturers in Turkey (Macaro et al., 2016) suggested that the
English needed in a Physics class was relatively minimal. Furthermore, contrastive findings
regarding students’ perceptions of teachers’ English proficiency and teachers’ perceptions in
Sweden by Bolton and Kuteeva (2012) revealed that, while a small percentage of teachers
recognised their inadequate language, a considerable percentage of students were casting doubt
on their teachers’ English proficiency.

Regarding subjective perceptions, more studies seemed to show more negatively
self-assessed English proficiency. Across the Italian universities, teachers expressed anxiety, in
that their unsatisfying English may have presented students with more difficulties to
comprehend the content and even mislead them in their English learning and use (Pulcini &
Campagna, 2015; Campagna, 2016). In another study carried out in Italy (Guarda & Helm,
2016), the statistics showed that 19% of the teacher participants perceived their language
capabilities as being one of the significant challenges in teaching EMI programmes. Here it is
necessary to note that the teachers in different studies based their concerns on different
standards of English proficiency. For instance, while the Danish teachers referred to their
inadequate English as ‘not being able to speak off-the-cuff” (Werther et al., 2014, p. 455),
limited vocabulary, difficulty with spoken English and unclear grammatical structures may
have challenged teachers significantly (Borg, 2016; Vu & Burns, 2014).

EMI has also resulted in further pedagogical implications and challenges for teachers.
Studies have shown that teachers need to adjust their curriculum, teaching approach, teaching
materials and students’ assessment (formative, such as assignments, and summative, such as
exams) and even to re-establish the course teaching in order to switch from L1 instruction to
EMI, which demands more time and energy (Bas ibek et al., 2014 ; Hellekjaer, 2010). As well
as the labour involvement, other studies have found that English imposes a distance between the
teacher and his/her L1 language, as well as the local cultural context. The Swedish teachers

suggested that the EMI classroom tied them into practicing humour and introducing the local
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context to international students (Airey, 2011). The Turkish teachers (Kilickaya, 2006) directly
proposed a more protected L1 education, as they believed that EMI had negatively impacted on

the Turkish language and local culture.

2.6 Summary

This chapter presented a general scope of current EMI studies, and highlighted a
theoretical framework proposed by Dafouz and Smit (2014) as well as EMI perception-based
research. The chaptered started with a differentiation between EMI and other pedagogical forms
of integrating content and language learning. Theoretically speaking, EMI does not emphasis
language over the content. However, in reality, the EMI implementation varies greatly around
the world. The chapter continued to review EMI research at the macro-level such as policies at
different levels, its social and economical impact, as well as the controversies caused. The
review on the micro-level research, on the other hand, focused on the EMI pedagogical
implementation as stakeholders’ perceptions of it. Then the chapter highlighted
ROAD-MAPPING framework for EMEMUS as the theoretical framework in this project to
discuss how each dimension of the framework at each research site is enacted. The chapter
concluded with a review on perception-based EMI research with emphases on the perceptions

from students and teachers.
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Chapter 3 Research in the Contexts of the Study

3.1 Introduction

This chapter focuses on the EMI research of HE in Europe and Asia, in the Netherlands,
China and Japan, where the three case studies are situated. The chapter begins with a general
review of EMI in Europe, where the most EMI research has been conducted. The following is a
summary of the most recent EMI studies in the Netherlands to outline the generalised context in
which the case study at a particular Dutch university was conducted. The chapter continues with
a focus on EMI in Asia, followed by a specific review of studies in China and Japan, where the
second and third case studies were carried out. The review shows that, in these three Expanding
Circle countries, the EMI development has demonstrated its characteristics in each case and has
been confronted with different challenges, due to the contrastingly different geographical,
political, social, historical and cultural implications. The concluding section draws upon

previous contrastive studies, especially in Europe, the Asian and across two continents.

3.2 EMI in the Netherlands

In Europe, educational programmes delivered in English came into existence as early as
the 1950s in north Europe (Barnard, 2014, p. 10; Unites, 2014). Given the multilingual and
multicultural context in Europe, the expansion of EMI programmes, especially at the
post-graduate level, was escalated by three schemes and initiatives that responded to a drive
towards Europeanisation in the 1980s and 90s (Unites, 2014, pp. 54-61).

During the past decade, there have been many comprehensive research projects examining
EMI in Europe (Brenn-White & Faethe, 2013; Maiworm & Waichter, 2002; Wéchter &
Maiworm, 2008, 2014). Those studies, conducted at the higher education level, depict a context
where EMI is well developed and up to date regarding the number of EMI programmes and the
percentage occupied by EMI programmes. For instance, the study by Maiworm and Wéchter

(2002) was the first to document the English-taught programmes (ETPs) across Europe, through
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two large-scale surveys of 1,558 HEIs in 19 European countries. The results showed that only
between 2% and 4% of HE programmes were conducted in English. However, another survey
in 2007 covering 2218 HEIs in 27 European countries pointed to an increase of 229% in EMI
(excluding programmes conducted only partially in English ). In 2014, Wéchter & Maiworm
carried out the most recent comprehensive survey on EMI in 28 European countries. Among the
2,637 HEIs with the ‘ERASMUS Charter’ in the 2012-2013 academic year, there was a 239%
increase, from 2.389 ETPs in 2003 to 8,089 ETPs in 2014. In the aforementioned surveys, the
Netherlands was identified as the leading European country for EMI provision, which was
confirmed in other studies. Among the European countries with a steady increase in offering, or
switching to, EMI programmes, the Organisation for Economic Co-operation and Development
(OECD) indicated (2012) that Denmark, Finland, the Netherlands and Sweden were offering
the most English taught programmes, after English-speaking countries. In particular, the
Netherlands was ranked as first for the total number of EMI (Master’s) programmes
(Brenn-White & Faethe, 2013).

A longitudinal study by Wilkinson (2013) at Maastricht University, one of the first higher
institutions in the Netherlands and Europe to initiate EMI programmes, described the history of
EMI at Maastricht University over thirty years, starting in the mid-1980s. At the macro level, in
terms of national policy and social equality, Wilkinson summarised what drove the Netherlands
and other European countries to adopt EMI and proposed two questions for national authority
regarding the policies on internationalisation. Along with the fully advancing EMI programmes,
there seems to be another trend emerging in Europe, which is the attention returning to the
national language coexisting with English. Wilkinson (2013, p. 20) confronted this in his
questions for the policymakers, as to whether more EMI programmes should continue to be
established and more international students should continue to be attracted, in considering his
observation that the increasing of EMI tends to separate the university from the local linguistic
and cultural context.

Furthermore, he presented the interaction between the academic subject lecturers and the

language (English) staff from the perspectives of linguistics and language teaching. Awareness
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that the ‘ability of Dutch students to follow programs in English’ (p. 4) could potentially
‘jeopardise the whole programme’ (p. 7) prompted the school to test students and then to
initiate close collaboration between the language staff and the EMI faculty.

Focusing on the linguistic competence of the key stakeholders, other studies in the Dutch
HE context examined the EMI pedagogical practice. Klaassen (2008) evaluated a training
programme assisting lecturers at Delft University of Technology, which is another frontrunner
university in internationalisation and EMI in the Netherlands. One of the modules of the
programme was designed to improve lecturers’ language proficiency and awareness of the
cultural diversities, as well as the pedagogical approaches in an EMI classroom. Later, Klaassen
& Bos (2010) published the first large-scale empirical study to identify teachers’ English
proficiency by screening the language assessment scores of 1300-1600 scientific staff®
throughout the university since 2006. The results indicated that the majority of the staff
portrayed a common European language proficiency level of C1, meeting the official minimum
requirement set by the Board of Directors at Delft University required to deliver undergraduate
level teaching. There were two major points of significance in this study. First, such a
large-scale screening offered valuable insight and empirical reference for the school authority to
further organise professional training policies and resources. For instance, the low percentage of
staff members achieving the C2 level made the university rethink the C2 ambition. Second,
with the background of students’ dissatisfaction regarding their teachers’ English proficiency at
DUT, the screening results eased the rising complaints. Additionally, the screening of a whole
Dutch university with the reference screen being on 800 academic staff in Leiden University
(conducted in the same study) proposed, at least, a general picture that the teachers in Dutch
universities tended to demonstrate a qualified language proficiency. This is partially due to the
language support available for teachers. The language centre in another study (Gustafsson ef al.,
2011) at Groningen University identified essential strategies and practice to ensure effective

support for teachers in two faculties to deliver quality EMI programmes.

% According to the author, scientific staff include professors, associate and assistant professors, lecturers, PhD
students and support personnel with education tasks (p. 62)
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3.3 EMI in China

Many Asian countries introduced EMI in HE as in Europe, as summarised by Walkinshaw
et al. (2017), by the rise of English as a lingua franca, the rising HE and the internationalisation
of HE policies at the national level (p. 1). In its infancy stage, at the beginning of the 21
century, Nunan (2003) investigated the EMI in several Asian regions, namely China, Hong
Kong, Japan, Korea, Malaysia, Taiwan and Vietnam, being countries representing a broad range
of economic development, cultural diversity, territory coverage and the status of English in their
history. His study highlights the influence of English as a global language on the educational
policies and practice in each country. Furthermore, he reveals the problems in the EMI
implementation, namely the ambiguity in policies, unbalanced access to proficient language
instruction, insufficiently trained teachers and the conflicts between the ‘curriculum rhetoric’
and ‘pedagogical reality’ (p. 589).

Since then, the exponentially increasing number of EMI programmes offered at the HE
level has witnessed the rapid internationalisation of higher education all over Asia and the
increasing significance placed on EMI as a critical strategy over the decade. Generally,
successful EMI expansion has been empowered and accelerated by top-down national or
institutional policies and strategies. For instance, in Malaysia, it is obligatory for public
universities to teach Science and related subjects in English (Mohini, 2008). In Korea, the EMI
programmes started to expand with the launch of the Globalisation Project by the Korea
Advanced Institute of Science and Technology (KAIST) (Cho, 2012). By 2010, approximately
2.2% (9000 courses) of the 410,000 courses at the undergraduate and post-graduate levels were
being conducted in English (Byun et al., 2010). China and Japan have also experienced
overwhelming EMI development, which will be discussed in the following sections. Despite
EMI prevailing in Asia with continuous growth, there are certain countries where EMI has not
been enthusiastically embraced. For instance, in the ‘Expanding Circle’ countries’ English has
been allowed in public universities as a medium of instruction, but only in the private education

sectors (Hamid & Jahan, 2015).

7 Outer Circle refers to countries and regions where English used to be one of the official languages in history.
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In the countries where EMI continues to develop, it seems that Nunan's concerns about
EMI in Asia remain relevant in today’s context. Barnard (2014) states that the lack of English
proficiency, although it has been recognised and efforts have been made to adapt the textbooks
in English and media-aided resources, is still presented as a problematic issue and a primary
concern in need of significant consideration. He then proposed dual/bi-medium university
instruction, in which the first language can be resorted to for achieving particular purposes,
such as explaining complicated concepts for better comprehension, while the second language,
being English, can be used in “eliciting information from the students or evaluating their
questions” (p. 15). He perceives the teachers’ English competence as being detrimental to the
learning outcomes, suggesting that the interpretation or translation embedded in the classroom
deserves consideration.

The Ministry of Education in China (MOE, 2001) started to promote EMI as one of the
twelve principal means of offering high-quality undergraduate education. The motivation was
to enable Chinese students to avail themselves of the advanced technologies and expertise in
English, as well as gaining an international perspective, which would finally enhance the
competitiveness of Chinese talents on the world stage (McKay & Hu, 2012). Specifically, the

8™ measure, as one of the twelve, states (translated):

Actively promote teaching through English and other foreign languages. To orient
education towards modernisation, the outside world and the future and adapt to challenges
by economic globalisation technological revolution, undergraduate education should
create conditions for the teaching of both public and specialised courses through English
and other foreign languages...Efforts should be made to achieve 5% to 10% course taught
in foreign languages within three years. Schools and majors with yet mature conditions for
teaching in foreign languages can organise textbooks in foreign languages and the
teaching in Chinese for specific courses.

Continuous financial support and preferential policy investment have been provided for
universities to enforce the strategy, especially the ones listed in the Project 985 (39 universities),
Project 211 (211 universities) and Double First Class University Plan (42 first class universities
and 465 first class disciplines from 140 universities (Peter & Besley, 2018).

According to Wu et al. (2010), 132 HEIs in the survey showed an average of 44 available
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EMI programmes. In 2013, 2014 and 2015, the International Education Research Centre
attached to the China Education Association for International Exchange issued their annual
report on the internationalisation of higher education in China, presenting a general
development pattern and the characteristics of EMI in China. According to the report in 2015,
among the 556 HEIs out of the 1,205 that offered effective responses to the questionnaire, an
average of 42 programmes taught entirely in a foreign language were available, with an average
of 17 international teachers in the faculty, an average of 28 teachers with international PhD
degrees and an average of 850 students in joint running programmes and schools. However, the
average numbers did not show a massively uneven distribution of resources between the
first-class and ordinary universities, as in some indicators, such as the number of international
teachers, the number in a Project 985 could be ten times the average. Additionally, the report
series did not include the “offshore branch campuses® of English-speaking countries” (Fang,
2018, p. 33) that have replicated and relocated their institutional management, curricula and
pedagogical practice in their Chinese campuses. It has become an increasing phenomenon that
regional universities of such a kind, that is entirely EMI, are continuing to grow and establish a
strong presence in the EMI landscape in China HE.

However, unlike the large-scale and consistent empirical investigations conducted in
Europe, there remains a limited number of studies focusing on how EMI has been approached
in China (Pan, 2007) and the challenges that arise in achieving the anticipated goals. For
instance, students’ limited capability in English seems to be one of the major problems (Tong &
Shi, 2012; Wu et al., 2010) the academia in China remains concerned about. In a similar vein,
some studies have questioned whether EMI has helped to achieve the goal of "enhanced English
proficiency". According to Zhu and Yu (2010), since the year 2000, few empirical studies have
been conducted to test if the aspect of EMI "to enhance students' English proficiency" has been
realised. Therefore, it is necessary to conduct empirical research to comprehensively evaluate
the outcomes of EMI and its state-of-the-art presence in the current China.

It is in recent years that the EMI research in China has become established as a

8 These campuses include Ningbo Nottingham University, Xi’an Jiaotong Liverpool University, New York
University Shanghai and Duke Kunshan University.
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recognisable and independent research topic. From the perspective of EMI motivation and the
perceived potential benefits at the institutional and personal levels, EMI has been positively
welcomed and is linked to expectations of internationalisation, career competitiveness and
improved English proficiency (Botha, 2014, 2016; Hu et al., 2014). However, in pedagogical
practice, studies have highlighted issues and concerns related to the learning outcomes and
satisfaction with EMI.

Hu and Lei (2014) investigated an EMI business administration programme at the
undergraduate level in a mainland university through a qualitative analysis of interviews (10
students and 5 faculty teachers) and document examination. The findings indicated that,
although there were motivational and strategic convergences between the national and
institutional levels, a mismatch existed between the policy and pedagogical practice in the
classroom. Whilst the stakeholders (interviewees) positively approved the motivations and
potential benefits of EMI from national, institutional and personal perspectives, they also
expressed concern and anxiety regarding the use of English to function in the classroom. The
students perceived a less effective and desirable learning outcome related to either English
proficiency improvement or content comprehension, with this finding being echoed in another
of their studies (Lei & Hu, 2014). In the study, the analysis of two sets of standardised English
test scores of 136 Chinese undergraduates (sophomores and juniors) selected from the same
university, combined with perception-based questionnaires and interviews with ten students,
indicated that there seemed no significant influence of EMI on the students’ English proficiency.
A most recent study by Hu and Duan (2018) of teachers’ questions and students’ responses in
20 subject classes in both English and Chinese further confirmed that it was doubtful whether
EMI in the form of teachers’ questions being answered by students could help the learners
achieve their goals of English improvement and content learning. The analysis of the incidence,
and cognitive and syntactical complexity (p.1) of teachers’ questions and students’ responses in
Chinese and English showed no significant difference.

Recently, Fang (2018) reviewed the EMI in China and proposed three directions for future

research. In recognising the expansion of EMI in Chinese HE and common pedagogical
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challenges, stakeholders should be given specific and consistent EMI policies, and substantial
language support is expected for stakeholders for the sake of effective learning. Ultimately,
EMI implementation should consider a multilingual educational context with acknowledgement

of stakeholders’ linguistic diversity (p. 37).

3.4 EMI in Japan

Compared with China, Japan seems to have achieved more regarding internationalisation
in the past decades. For instance, Japan has attracted a higher percentage of international
students in the whole HE student body (Wallitsch, 2014, p. 24). Similar to the tremendous
enforcement of the top-down policies in China, the continuous support at the government level
has boosted the EMI development in Japan. In 2009, the Global 30 Project was initiated by the
Japanese Ministry of Education (MEXT, 2009) in aiming to enhance the internationalisation in
30 selected universities, with EMI being one of the four major strategies, in that establishment
of EMI programmes became a focus. In 2014, this scheme was concluded and, in the same year,
a reinforced project, following the Go Global Japan Project launched in 2012, began to shape
the current university globalisation strategy in Japan, namely the Top Global University Project
(MEXT, 2014). This project continued to offer financial support to the selected 37 universities
at the national, public and private levels to “enhance the international compatibility and
competitiveness of higher education in Japan” (MEXT, 2014). Specifically, 13 Type A “Top
Type” universities are aiming to achieve being in the world top 100, while 24 Type B “Global
Traction Type” universities are expected to set an example of internationalising Japanese HE
and society (Rose & McKinley, 2018, p. 112).

According to Wallitsch (2014, p. 23-25), there is one notable difference between China
and Japan regarding the motivation related to EMI promotion. As an importing country for
international students, particularly Asian students, Japan’s target is to maintain and increase its
attraction for international students and prestige as a destination that offers the best education in
the world. China, as mentioned above, is promoting EMI to accelerate China’s integration into

the world. However, in recent years, increasing the presence of international students has also
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attracted considerable attention from the MOE in China (Chinese Education Association for
International Exchange, 2015; Hu & Duan, 2018, p. 2).

In contrast to China, there have been specific studies of the various forms of EMI in Japan.
From the perspective of strategy and policy evolvement at the national and institutional level,
Rose & McKinley (2018) conducted a qualitative examination of publicly available documents
(projects documents and the websites of MEXT and the Top Global University Project
universities) to discern the evolvement of government policies and schools’ implementation of
EMI and HE internationalisation in Japan. Overall, a more positive interpretation of
internationalisation was observed. Notably, the purpose of EMI has slightly shifted from
increasing the number of international students to increasing the “need to internationalise for
academic, social and integrative purposes” (p. 125). Furthermore, the role of English, perceived
as being owned by international students and the faculty of non-Japanese backgrounds in
previous project policies, has been interpreted as being more like a lingua franca, a view shared
by the entire academic and learning community (p. 126).

Recently, with the theoretical framework by Dafouz and Smit (2014), Bradford and Brown
(2017) presented an up-to-date general review of the EMI in Japanese HE, driven by the current
Top Global University Project, the goals of which were not always necessarily aligned with
EMI implementation in practice. Starting from the role of English, although it was wished that
English could be used as a lingua franca (Rose & McKinley, 2018, p. 126), the majority of the
international students, especially at the undergraduate level, were actually in Japanese medium
programmes, with EMI being implemented more in short-term programmes the international
students had enrolled in (Bradford & Brown, 2017, p. 1). Therefore, English did not hold such a
dominant position as manifested, for example, in other studies in Europe. Regarding the
academic disciplines, according to the survey by Brown (2015), humanities and social sciences
tended to have the most undergraduate EMI programmes, while engineering and natural
sciences at the undergraduate level witnessed a rise in ETPs among the universities already
offering EMI (Bradford & Brown, 2017, p. 2). Furthermore, the EMI programmes in Japan

seemed not yet to be recognised as academic disciplines, but, rather, as a language proficiency
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challenge that needed to be tackled in a narrow sense of language learning (p. 2). Consequently,
when considering language management, there seemed to be an absence of official policies
specifying English as the particular language of instruction, or lingua franca in the academic
community. Moreover, there appeared to be limited and inexplicit specification of students’
language proficiency upon entry to and exit from an EMI programme.

With regard to the practice and process, according to the Japan EMI Research Project’
researchers, Brown and Lyobe (2014), it was illustrated that, as of 2006, despite a quarter of
universities in Japan claiming to offer EMI to undergraduates (MEXT, 2009), as of 2013, only
twenty-five universities were offering undergraduate programmes instructed completely in
English. As for the rest of the EMI programmes, some offered "ad hoc" classes, leaving the
English for teachers to decide, whilst others added classes in English to the existing classes in
the native language. According to the different roles that EMI plays in the curriculum across
universities, Brown and Lyobe (2014) summarised six patterns of undergraduate EMI
programmes in Japan (ad hoc, semi-structured, integrated, +a program, English-taught
programme and campus-wide). Also, statistics demonstrated the characteristics of each EMI
pattern regarding the student body size, faculty make-up and fields of study. In China, studies to
identify the different EMI patterns among universities and the follow-up analysis of each
pattern are, unfortunately, absent.

Brown (2016) recently presented an overall picture of the undergraduate EMI programmes
in Japan covering the scale of rationales for and the implementation of EMI based on official
statistics (MEXT, 2015) and a nationwide survey by Brown (2014; 2015). Brown (2016)
summarised, corresponding to the characteristics mentioned above of the EMI in Japan, the
implications that EMI has in four fields related to language pedagogical practice. First are the
evolving roles of language support teachers. Second is the different and changing needs of
Japanese university students. Third is more possible collaboration between the content faculty
and language support teachers, given the context that most undergraduate programmes are not

‘pure’ EMI. Fourth is that the expansion of EMI in higher education in Japan, particularly at the

° Funded by MEXT, the Japan EMI Research Project has been active in tracking the development of EMI in
Japanese universities.
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undergraduate level, is highly likely to lead to a positive reflection and changes in the actions of

English teaching at the secondary level.

3.5 Comparative EMI studies

As Macaro et al. (2018) pointed out, comparative studies of institutions or countries
regarding the EMI impact on English improvement or content learning outcomes are needed in
future research. This section draws upon: one contrastive study demonstrating the policy and
EMI challenges throughout the implementation between the Japan and European perspectives;
one study providing a general review comparing Europe, Asia and Africa; and two empirical
studies on stakeholders’ perceptions of EMI, with one comparing Japan and Spain and the other
one comparing Japan and China.

In the most recent empirical study conducted in Japan and China, Galloway et al. (2017)
investigated 579 students’ (from 5 Japanese universities and 7 Chinese universities) and 28
teachers’ (from 7 Japanese universities and 4 Chinese universities) perceptions of EMI in
pedagogical practice, including the challenges and obstacles, and the motivation for EMI
implementation. Furthermore, the teachers and students were also questioned about how the
language policy and EMI requirements were managed and executed. A combination of
qualitative and quantitative methods was adopted to analyse the data collected via three
instruments: questionnaires, semi-structured interviews and focus groups. Holistically, both the
staff and students embraced EMI with a positive and optimistic attitude (p. 21).

Regarding EMI in pedagogical practice, the students’ questionnaire responses revealed that
the Japanese students were more exposed to English than the Chinese students with regard to
lectures, course materials, classes and exams. Furthermore, the questionnaire data also indicated
that the students perceived EMI as being more effective than content learning in improving
their English proficiency, while the teachers tended to see the positive effects of both. The
Japanese students demonstrated a significant difference, from Chinese students’ perceptions, in
the perceived effectiveness for language proficiency. The Japanese students tended to believe

that with ‘English only in the lectures and classes’, the content teachers have the responsibility
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to help with students’ language proficiency, and that “EMI content classes should be
supplemented with English support classes” (pp. 16-17). Additionally, in relation to teachers’
English proficiency and overall pedagogical approach, the Japanese students tended to
emphasise more on the teachers’ ‘native-like’ accents and overseas experience (p. 17). Such a
findings is echoed in another study by Galloway (2014) on Japanese students’ attitudes of
English, in which the students explicitly refer to NESs.

The qualitative analysis of the interview data (including the focus groups), however,
further confirmed the quantitative findings and offered a more in-depth explanation. It was
indicated in the interviews that both the teachers and students recognised the personal
advantages and external benefits. Personal advantages included being able to publish in
academic journals, participating in international conferences, improving English capability,
social class mobility and accessibility to better job opportunities in the domestic and
international market, getting familiar to Western culture, and participating in a multicultural and
multilingual community (Galloway et al., 2017, p. 21). Personal advantages included being able
to publish in academic journals, participating in international conferences, improving English
capability, social class mobility and accessibility to better job opportunities in the domestic and
international market, getting familiar to Western culture, and participating in a multicultural and
multilingual community (ibid.). Furthermore, the students perceived more challenges. The
categorisation of the challenges that emerged from the interviews alluded that both the teachers
and students perceived language-related, organisational, culture and geo-linguistic related
challenges (ibid.), echoing the findings from the questionnaire. Additionally, specific
challenges under each type were extracted from the focus group discussions. For instance, the
students’ and teachers’ mother tongue and English competence contributed to the
language-related challenges, whilst the students’ and teachers’ pedagogical approach, cultural
background and educational experience constituted the culture-related challenges (Galloway et
al., 2017, p. 28). Interestingly, despite the students relating use of the mother tongue in the class
to the weakness in the English proficiency of both the teachers and students, the teachers

demonstrated a significantly different view by indicating that use of the mother tongue could
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assist the content delivery.

In concluding their analysis, Galloway ef al. (2017) pointed out, firstly, the significance of
addressing the language-related challenges in EMI that both the students and teachers were
strongly concerned about and that were related to their EMI experience. Secondly, awareness of
English as a lingua franca shared by the entire learning community and awareness that EMI can
also be better implemented in a multilingual classroom should be raised among students and
teachers. Thirdly, further studies on the collaboration between language support and the content
faculty are much needed. This is not only because a more in-depth understanding of teachers on
both sides would offer practical recommendations for more effective collaboration, but also that
different perceptions of the EMI impact on teaching and learning, regarding whether it focuses
more on improving English proficiency or content comprehension, would affect how EMI
should be implemented, involving policy making, curriculum design and pedagogical practice
in the classroom.

Tsuchiya and Pérez Murillo (2015) conducted a comparative study focusing on students'
perceptions of CLIL implementation in a Japanese university and a Spanish university in 2013
and 2014. Among the questionnaire responses from 159 students (129 from the Spanish
university and 30 from the Japanese university) in either second- or third-year undergraduate
studies, positive views towards CLIL in third level education were observed with recognition of
English and its potential benefits for students’ careers. According to the study, forty-six of the
Spanish university students sat in the bilingual programmes while the rest sat in the mainstream
program (majority of the classes were in Castilian with a few subjects taught in English).
However, the students were sceptical of the CLIL risks, such as the compromising of content
comprehension due to the lacking teachers' and students' English proficiency. Particularly, the
interview data illustrated that certain students had a preference for certain technical subjects
being delivered in their L1 language, a which is a phenomenon discussed by Coyle et al. (2010)
through the relationship between ‘linguistic demands’ and ‘cognitive demands’ (p. 68). Whilst
the students had high cognitive demands for the content learning, their relatively lower

linguistic skills, namely CLIL, may prevent students from performing academic tasks with high
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cognitive demands. The students also had concerns regarding their teachers' content delivery
through English. Additionally, an exploration of the CLIL policies in Europe (Spain in
particular) and Japan revealed that the CLIL in Europe promoted a multilingual and
multicultural community and, thus, the CLIL in the Spanish university was ‘proactive’
(Tsuchiya & Pérez Murillo 2015, p. 25), whilst the CLIL in the Japanese university seemed to
be ‘reactive’ (p. 25) to the national policy, in that Japanese young people’s English skills should
be improved for economic development in globalisation, rather than establishing a multilingual
society for interaction and mutual learning. Such a conclusion echoed the findings of studies
mentioned previously (Rose & McKinley, 2018; Bradford & Brown, 2017).

At the macro level of policies and implementation challenges, Bradford (2013) carried out
a qualitative examination of publicly available documents in Japan and Europe, as well as a
synthesised literature review of studies in both contexts, and discussed what the implementation
of EMI in HE in Japan could draw from the European perspective. According to the study,
although the rationales for EMI witnessed a divergence and the EMI implementation in Europe
had advanced to a more mature stage than in Japan, the challenges identified as being linguistic,
cultural and structural (school management and administration) that were experienced in
Europe could also be expected in Japan. Therefore, Japan could still obtain practical insights
and recommendations from the European perspective, especially relating to the
above-mentioned three challenges. As Bradford proposes, classes to improve language and
academic skills should be encouraged to help students with the linguistic obstacles, whilst
faculties could benefit from training in intercultural teaching pedogogies. Regarding the
structural challenge, universities should feasibly adjust their administrative structure and
practice to faciliate EMI implementation. In the long run, efforts should be made to produce
more documentation on EMI implementation and practice and to conduct empirial studies to
examine the EMI impact on learning outcomes, as well as discussions about, and the sharing of,

best practices (p. 12).
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3.6 Summary

This chapter focused on EMI development in Europe and Asia, drawing on specific studies
in the Netherlands, China and Japan. It can be seen that, whilst there have been consistent
studies in Europe, there has been a steady increase in the empirical study of EMI in China and
Japan, especially in Japan. Whilst Japanese HE has often been adopted for case studies in
contrastive research, comparisons between China and countries other than Asian countries, such
as in Europe, are rarely available. Consequently, this current project hopes also to shed light on

EMI implementation in China and the Netherlands.
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Chapter 4 Methodology

4.1 Introduction

The previous chapters outlined the expansion of EMI against the backdrop of the
internationalisation of HE and research topics around EMI, among which the perception-based
exploration emerged as a frequently researched direction. Moreover, studies investigating the
EMI development in three Expanding Circle countries (the Netherlands, China and Japan) were
highlighted in Chapter Three to frame the context of this doctoral project. This chapter explains
the research design, describes the data collection procedure and elaborates on how the data

(quantitative and qualitative) are analysed.

4.2 Research questions

Based on the overall research aim, three research questions (RQ) have been formulated to

navigate the research:

1.  How are the dimensions of the ROAD-MAPPING conceptual framework
enacted in each research site?

2. How do the EMI programmes in each institution impact on students’
perceived English language proficiency?

3. Do teachers’ perceptions of students’ progress in English language

proficiency align with students’ self-reporting?

4.3 Research design

4.3.1 Mixed methods

This research adopts a mixed methods approach, a combination of qualitative and

quantitative methods (Creswell ef al., 2003; Dornyei, 2007). A mixed methods approach aims
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to optimise the strengths, whilst minimising the weaknesses, of both methods. Qualitative
methods are open-ended in the choice of research topics, fluid in the research process, inclusive
of various research instruments and interpretive in the data analysis are useful in exploring new
and unknown topics, presenting the complexity of the research, broadening the audience's
understanding of the topic by asking and answering ‘why’ questions, and including research
materials of various kinds. Furthermore, qualitative methods show a certain degree of flexibility
when the research is interrupted by unplanned circumstances, which can happen quite often in
applied linguistic research (Ddrnyei, 2007, pp.39-40). The disadvantages of qualitative methods
are the limited sample size, loosely controlled procedures and lack of research rigour. However,
these disadvantages could be addressed by the inclusion of quantitative methods, strictly
planned and vigorously controlled in the process, as well as being far-reaching to a bigger
sample size (Dornyei, 2007, pp.25-40).

Over the decades, mixed methods research has been increasingly adopted and referred to
as the third approach in applied linguistics. Mixed methods seem to deliver findings with
improved validity, to present multi-layered and in-depth analysis that could better explain the
complexity of the topic and, also, to reach a broader audience made up of those who prefer
either a qualitative or quantitative approach (Creswell, 2003, 2009; Doérnyei, 2007). Such a
combination suits the purpose of this research well. Firstly, as mentioned in Section 4.2, this
project aims to explore the various angles of the EMI in three different countries, which is
sophisticated enough but needs to prove its validity as much as possible through multiple
research methods. Secondly, and specifically, this project examines both EMI attitudes and
perceptions that require a generally sizable sample to draw on through statistics, and also
institution policies, real learning processes taking place in the EMI classroom that can only be
better interpreted through such qualitative conduction as observations, interviews and document
examination. Moreover, the  qualitative and the  quantitative can  be
complementary/supplementary to each other. For instance, the findings related to EMI
perceptions through surveys could be further corroborated or challenged through interviews

with specific participants, making the analysis more in-depth and multifaceted. In the next
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section, elaboration will be provided on which particular pattern of the mixed methods

approach is applied.
4.3.2 Concurrent triangulation design

Triangulation is a vital concept of mixed methods research, in that “methodological
triangulation can help to reduce the inherent weakness of individual methods by offsetting them
with the strength of another, thereby maximizing both the internal and the external validity of
the research” (Denzin cited in Dornyei, 2007, p 43). According to Tashakkori and Teddle
(2003), there are two major accepted typological principles for a mixed methods approach,
namely the sequence and the dominance. The former pattern refers to a sequential collection of
data with mixed approaches, while the latter pattern indicates which method, or phase, of the
research is dominant and holds more importance for interpretation and analysis of the findings
(Johnson & Christensen, 2004, p. 418). Based on this category the methodology in this research
can be described as using a Quan+qual Concurrent Triangulation Design, in which Quan means
that capitalised quantitative is the dominant method, with qual meaning qualitative with less
priority, and "+" referring to a concurrent data collection (Dornyei, 2007, p. 169). Concurrent
designs indicate that qualitative methods and quantitative methods are used in a separate and
non-interrelated manner, with the data being analysed together in the final interpretation stage

(Dbrnyei, 2007, p. 172).
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Combined Data

Qualﬁmtive

Figure 4.1 Concurrent Triangulation Design (Creswell et al., 2003, p.237)

The critical difference between concurrent “+” and sequential “>>"" is the independence
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between the qualitative and the quantitative and the separate analysis of the data collected by
each method. Concurrent triangulation seems to be the most suitable approach for this research,
as it can deliver data and findings from different sources, in order to include as many
perspectives as possible. These perspectives are highly likely to yield a more complex
interpretation of the EMI picture in the three different countries. The next section specifically
explains the case studies’ research style in which the concurrent triangulation design can be

applied.

4.3.3 Research styles: Cross-sectional case studies

The research style, that is the method of organising the data collection and analysis, is
multiple cross-sectional case studies. A case study is the study of “the particularity and
complexity of a single case” (Stake, 1995, p. xi). Cases do not specifically involve people only,
as they can be expanded to “a programme, an institution, an organisation, or a
community”’(Dérnyei, 2007, p. 151). A case study is more open to an interpretive research
approach that “seeks to understand and interpret the world regarding its actors and consequently
may be described as interpretive and subjective” (Cohen et al., 2005, p. 181).

Given its descriptive and interpretive nature, a case study can identify the cause in a real
world with dynamic and interrelated events and contexts. Therefore, it has several strengths.
Firstly, it is meant to be an ideal method to avail a rich, in-depth and vivid depiction of a
complicated issue or phenomenon in a specific social and cultural context (Dérnyei, 2007, p.
155). Secondly, it combines a description of events with an analysis of them (Hitchcock &
Hughes, 1995, p. 317). Thirdly, individual factors or groups of actors are particularly examined
with the purpose of analysing their perceptions of events (Hitchcock & Hughes, 1995, p. 317).
Finally, the researcher can become fully involved in the case, enabling the researcher to capture
more details and factors that might have influenced the result in an unnoticeable way
(Hitchcock & Hughes, 1995, p. 317). As Duff summarises, cited in Dornyei (2007), “case
studies display a high degree of completeness, depth of analysis and readability, and they are
effective in generating new hypotheses, models, and understandings about the target

phenomena” (p. 155).
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Once ‘what to study’ is chosen, it is necessary to clarify the purpose of the case study, such
as what is to be gained from it. Stake (1995; 2000) offers three distinct types of case studies
from the constructivism point of view, namely the intrinsic, the instrumental and the multiple or
collective. The first type aims to understand the particular case itself. The second is to use the
case as an instrument to gain insight into a more general and broader phenomenon. The third is
to probe a general phenomenon through a combination of multiple cases. The fundamental
difference is when the case guides the researcher(s) to the case itself or something else. The
case studies in this project will be a collection of instrumental types, indicating that all the
findings and data analysis will attempt to identify the potential patterns and themes related to
the research questions. Additionally, as previously stated, this project conducts multiple
instrumental case studies to further yield a discussion relating to three distinct case studies, and
what perspectives and practice can be drawn from other cases that could be applicable in its
own context.

Moreover, given the contrastive and large-scale nature of the study, a ‘snapshot’ of three
cases, that is a cross-sectional approach, is adopted. Such an approach enables comparisons
between different groups at the same time and also allows the inferential statistics to be applied
on the large scale of data collected (Cohen et al., 2005, p. 179). Additionally, the ‘once off’
research and participation is administratively efficient for the researcher and invites possibly
more enthusiastic engagement of the participants (p. 179), which is helpful to reach out to a

greater audience and collect more data.

4.4 Research instruments

Four instruments were used in the field research, consisting of anonymous questionnaires,
semi-structured interviews, classroom observations and archive examination, among which the
questionnaires are the only source for the quantitative data, with the interviews being the
primary source qualitative data supplemented by classroom observations and archive

examination.
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4.4.1 Questionnaire

A questionnaire was adopted as the quantitative approach to collect students’ EMI-related
background information and to mainly probe students’ perceptions towards EMI. A
questionnaire allows an efficient, if well designed and administered efficiently, collection of a
significant amount of information within a designated time (Dornyei, 2007, p. 100).

Generally, the questionnaire employed in this project is highly structured with closed
questions, in considering the potentially large size of the sample, statistical analysis of the
responses and comparisons of different groups in the future (Cohen et al., 2005, p. 247). The
statistical differences among three cases are one of the main investigations as well as aims in
this project, and thus the closed question type are the vital part of the questionnaire. The
questionnaire has both factual and perceptual questions, and the question categories consist of
single choice (dichotomous), multiple choices, rating scales and open questions when necessary.
The open questions that account for a small part of the questionnaire mainly relate to factual
questions seeking background information and “demographic characteristics” (Dérnyei, 2007, p.

102) of the respondents. Table 4.1 below shows a list of factual questions.

Table 4.1 Factual question items

Theme Question Question category
Native language (Q1) Text filling
Other languages spoken (Q2) Text filling
Demographic | Nationality (Q17) Text filling
Age group (Q18) Single choice
Contact (Q19) Text filling
Current academic subject taught in English (Q4) Text filling

. . Single choice with a
English test prior to the EMI programme (Q14) text b
ext box

EMI related

Multiple choi d
Background | National and standard English proficiency test (Q15)!° HHpTe cnotees an

text filling

English learning experience prior to the third level Multiple choices
education (Q16)!! with a text box

10°Q15 collects students' scores on standard English proficiency tests such as TOEFL, TOEIC and IELTS, or national
proficiency tests such as the College English Test 4 in China, if applicable.

1 Q16 collects students’ previous English learning and exposure channels such as ‘I learn English at home’, ‘I learn
at primary school’, and ‘I have lived abroad’.
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The perceptual questions then consist of multiple choices, rating scales and open questions.

For the majority, the rating scales are applied because rating scales can elicit “flexible responses

with the ability to determine frequencies, correlations and other forms of quantitative analysis”,

and thus enable researchers “to fuse measurement with opinion, quantity and quality” (Cohen et

al., 2005, p. 253). However, though widely used, the rating scales present limitations. For

instance, extreme values tend to be avoided by the respondents; no equal intervals or

differences between categories are assumed; respondents are restricted to the given scales rather

than having the freedom of adding extras; respondents’ true answers are hardly to be verified (p.

254). Below table 4.2 demonstrates the main body of the questionnaire, being the Likert-scale

questions.

Table 4.2  Perceptual question items

. N
Theme Question Sub-qs Scale
Self-assessment | (Q3) Level of English proficiency!? 1 Single choice
of English
ability (Q5)Ratings on English skills 5 5 12222{1)22 "
. (Q6)Does this sound like you? By studying ‘this sounds a lot like
English . . ! , .
improvement my programme in English, I believe...e.g. 5 me (5,), not at C,lll
listening ability like me’ (1), ‘N/A’ (0)
E@iiﬁ?ﬁi ty (Q7)HOW would you rate yo(l)lr ability in 1 (poor)to
in performing performmg the followmg.tasks. 11 5 (excellent)
. e.g. reading course materials
academic tasks
Perceived EMI | (Q8)Does this sound like you? By learning ‘this sounds a lot like
motivation and | business through English, I am trying to... 7 me’ (5), ‘not at all
purposes e.g. further study abroad like me’ (1)
(Q9) Do you think learning a business . .
Perceived EMI proéramrneyin English is benef%lcial to you? ! Single choice
satisfaction and | (Q10)Does this sound like you? EMI is ‘this sounds a lot like
benefits beneficial to me because it... 11 me’ (5), ‘not at all
e.g. teaches me English like me’ (1), ‘N/A’ (0)
Perceived EMI | (Q11)When learning through EMI, how ‘very difficult’ (5),
obstacles and | difficult do you find it to...? 12 ‘very easy’ (1), ‘hard
challenges e.g. preview the lesson to judge’ (0)
Perceived (Q12) Do you think that all teachers are 1 Single choice
teachers’ capable of teaching in EMI?
English 13) What level of English do you think a . .
proﬁ%iency ‘Egach)er needs to teach ing EMI? ’ ! Single choice

12 The benchmarking is the Common European Frame of Reference (CEFR).
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Specifically, the perceptual items in the questionnaire are adapted based on two sets of
questionnaires in previous EMI studies by Rogier (2012) and Dearden (2015). The first three
questions in Table 4.2 are adapted from Rogier (2012) investigating students’ perceived English
language ability (pp. 164-165). While the next three questions, i.e. perceived EMI purposes,
benefits and challenges, are adapted from an online survey on teachers’ perceptions of EMI in
contexts of their teaching from Dearden (2015). The subjects of the survey, while adapted and
incorporated into the questionnaire for students in this project, are changed into students. Please

refer to Appendix B (p. 202) for a complete versions of questionnaires.

As an important part of questionnaire administration, piloting the questionnaire is regarded
as “crucial to its success” (Cohen et al, 2005, p. 260). Thus a pilot was planned to check
respondents’ feedback in terms of clarity, validity, font and layout, comprehension of the
question items, average time required for completing the survey, and any unexpected

circumstances in delivering a reliable, valid and practical survey (p. 260).

4.4.2 Semi-structured interviews

As Cohen et al. (2005) state, through the survey (the questionnaire in this project), “the
individual instance is sacrificed to the aggregate response (which has the attraction of
anonymity, non-traceability and confidentiality for the respondents)” (p. 172), and thus
semi-structured interviews, archive examination and classroom observation are qualitative
methods of inquiry focusing on individual instances. They are the alternative sources in the data
triangulating.

Interviewing is regarded as a versatile, and most commonly applied, research instrument in
a qualitative approach (Ddrnyei, 2007, p. 134). Semi-structured interviews, a compromise
between structured and non-structured (Dérnyei, 2007, p. 135-136), are chosen. However, a list
of prepared theme questions that aim to corroborate the findings from the questionnaire can
keep the interviewees focused on the target topics, which will make the answers from the
different participants comparable. Furthermore, in considering the different circumstances in

which the interviewees from different case countries are situated, some flexibility, such as
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adding or removing questions or a change to the question format, is necessary. Moreover, the
semi-structured form offers the participants who have more insights and willingness an
opportunity to give more in-depth answers, which can be viewed as a bonus for the research,
especially relating to questions dealing with attitudes, opinions and values.

In this project, three lists of interview themes were designed for school officials (top
management), students and teachers. Each list consists of general themes for all interviewees
and specific themes for a particular interview category. Generally, the structure of the interview
question themes is designed in alignment with the student questionnaires, in this case EMI
motivations/purposes, perceptions of EMI impact on English improvement and content learning,
and perceived EMI benefits and drawbacks. Similar to the questionnaire, part of the
semi-structured interview themes are adapted from the open questions and interviews by Rogier
(2012) and Dearden (2015). Admittedly, different stakeholders share similar interview
questions, but from different perspectives. For instance, the same interview question, i.e.
assessment of one’s own English proficiency and other counterparts’, is intended to students,
teachers and school management levels. Please refer to Appendix C (p. 230) for a complete list

of the interview themes.

4.4.3 Observation

Observational data mainly serves as a supplement to the instruments of the questionnaire

and interviews. According to Cohen et al. (2005), observation data:

enables researchers to understand the context of programmes, to be open-ended and
inductive, to see things that might otherwise be unconsciously missed, to discover things
that participants might not freely talk about in interview situations, to move beyond
perception-based data (e.g. opinions in interviews), and to access personal knowledge.
Because observed incidents are less predictable there is certain freshness to this form of

data collection that is often denied in other forms, e.g. a questionnaire or a test (p. 305).

Thus, inclusion of observation data fits one of the research aims, which is to capture how
the EMI programmes are approached and implemented in practice at each case study site. As
Dimova et al. (2015, p. 319) call for more ‘ethnographic’ and ‘observational’ studies for
in-depth capturing and understanding of the exact EMI impact on learning in the classroom, the
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adoption of observation, despite functioning only as supplementary data, attempts to capture the
missed, or neglected, aspects of EMI and also to offer some interesting results in addition to the
questionnaire and interviews.

Archive examination allows the researcher to collect data on the ‘programme setting’
(Morrison, 1993, p. 80), which is information concerning institutions' policies, curriculum
design at the macro level and possible teaching materials at the micro level. Since there was no
hypothesis prior to the data collection, the archive examination was designed as semi-structured.
Within the boundaries of school permissions, I, the researcher, seek to examine, from the
perspective of institutions, publicly available course brochures, course handbooks and
curriculum. From the perspective of pedagogical practice, I, the researcher, seek to examine
course textbooks and related teaching materials assigned by the faculty, students’ work for
evaluation, including papers (only if access is allowed), exams booklets, and group or
individual presentation work (if there is any).

In the same vein, classroom observation with the researcher as a complete observer (Cohen
et al., 2005. p. 305) aimed to determine exactly how EMI was dealt with in real pedagogical
practice. Therefore, a classroom observation protocol was designed to keep the observation
organised and well recorded. Positioned in a physical classroom observing the ‘interactional’
and human ‘setting’ (p. 305), the observation objectives were, thus, based on the two
dimensions of the conceptual theoretical framework ROAD-MAPPING: the role of English,
process and practice (way of doing). For instance, rating scales or continuums were used to
record the frequency of the English usage among students and teachers, and the learning style,
whether student-centred or traditional. Pre-stated questions were prepared relating to such
aspects as the class objectives, materials used and geo-linguistics of students and teachers, for
the researcher to record during and after the class. Please refer to Appendix D (p. 233) for the
complete observation protocol.

It was expected that different languages, not only English as the medium language in the
class, would be observed during the class. Furthermore, the discrepancies in the English

proficiencies among the teachers and students were within what was anticipated. In addition,
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different to the survey and interviews that elicited the participants’ personal subjective opinions
and remarks, the archive examination and classroom observation allowed the researcher to
observe from a distance, but close enough to form a conclusion. Therefore, in this sense, these
two instruments were necessary to examine the difference between the policies (theories) and
the practice (reality) in each case, at both the macro and micro levels.

Table 4.3 shows that each research question was investigated through two or more
instruments. It was expected that the findings obtained from the multiple instruments could
scrutinise the complexity of multifaceted EMI in each case. Section 2.4 will address in detail

how each instrument was utilised for different stakeholders to collect the data.

Table 4.3  Instruments adopted for each research question (AE: archive examination, CO:

classroom observation)

Research Questions
Q1 Q2 Q3
Instruments
Questionnaires v v
Semi-Structured Interviews (4 (%4 (%4
AE & CO (4 v

4.5 Research population and sampling

As well as the methodology design and the selection of research instruments, the sampling
strategy also impacts on the quality of research (Morrison, 1993, pp. 112-17). According to
Cohen et al. (2005, pp. 92-104), four factors have to be considered during the formulation of
the sampling strategy: the sample size, the representativeness and parameters of the sample,
access to the sample and the sampling strategy to be used (p. 92). Strategically, a
non-probability sample approach, namely convenience sampling, was particularly chosen, as it
fits the purpose of researching multiple case studies (p. 103). Then, three parameters were set to
maximise the representativeness of each case: third level institutions that advocate
internationalisation of HE and have, or promote, EMI education, and EMI programmes

available at the undergraduate level.
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After a few rounds of communication with several institutions in each country where
features of the distinct characteristics and parameters of the samples happened to be available,
the field research sites in each country were finalised with consideration of maximum access
and minimum research expenses. Following a review of the EMI programmes at each university
with the criterion of being the most developed EMI programmes and academic disciplines that
all institutions shared, business programmes in EMI were deemed to be the most compatible
disciplines. They are all schools related to management and business at the Chinese university
(C-U hereafter), the Japanese university (J-U hereafter) and the Dutch university (NL-U
hereafter).

Regarding the year level, it was decided to control the sampling to the second and third
years. The rationale behind this decision was that the perceptions and experience in EMI, of
both students and teachers, would evolve as the programme goes on, and, especially, the
student’s English proficiency would be expected to improve over time. Therefore, it is
important to observe and present such a nuanced layer of difference and evolution, which could
possibly reflect the contrasting complexities of the EMI in the different cases, given the
different cultural, historical, political and economic circumstances of each university.
Consequently, the questionnaire distribution, interviews, classroom observation and documents
examination all involved students from the 2" year who had previously had at least one year of
EMI experience and from the 3™ year with two years' experience. In other words, four
instruments were applied to two groups of students according to their year grade. In this case, in
the data analysis at a later stage, comparisons could be made vertically, that is two levels in the
same institution, horizontally, being the same levels in different institutions, and crossly, that is
different levels in different institutions. Additionally, from the perspective of practical restraints,
the 2" and 3™ year students had more compulsory classes and, therefore, more commitments in
the university, when compared with fourth year students who are in their final year.
Consequently, a widespread and high participation rate was expected.

The following sections elaborate on how the participants were sampled at each site. The

participants included students from the 2" year and 3" year across different business
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majors/tracks/concentrations, the teaching faculty from both content and language support, if
there were two sides, and the school administrative and management level involved in the
management of EMI policies and program curricula. It should be noted that the sampling
decisions were formulated through communication with the universities prior to the field
research trips. Section 4.6 continues to account for the specific procedures in the data

collection.
4.5.1 The Dutch university

The Dutch University, NL-U hereafter, is one of the earliest Dutch universities that began
to introduce programmes taught in English in the 1970s and 80s. The undergraduate business
courses involved were Corporate Governance, Organisational Behaviour, Consumer Behaviour,
Managerial Economics and Financial Economics, all of which I was permitted to access. In
addition, the English Writing Centre that was closely working with the students on their essay
writing was included as the language support part. Currently, the entire school, including both
the undergraduate and Master’s programmes, are taught in English, except for only one
undergraduate programme. The most distinctive, and also one of the most important, reasons
that the school is a triple awarded business school (1% of business schools worldwide) is that
the teaching and learning are Problem Learning Based (PLB) through a combination of lectures
and tutorials. Such a pedagogical approach indicates that the students have the dominant role in
class in the form of tutorials, group discussions and presentations.

The student questionnaires were intended to reach the 2" and 3"-year students. Regarding
the interviews, course lecturers, tutorial tutors and teachers from the English Writing Centre
were sampled to explore teachers’ perceptions. Together, their opinions would represent both
content and language support teaching. A programme coordinator/educational developer and an
examination and progress officer were sampled as representing the school management. Both of
them had worked in the school for more than twenty years and, thus, had experienced the EMI
development and were in a position to comment at a top-down level.

Regarding the student interviewees, in order to depict different EMI experiences as

multifaceted as possible in the interviews, English proficiency and an equal number from the
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different year levels were used as the criteria for volunteer participants. It was assumed that
students on different percentiles of the English proficiency continuum might perceive EMI
differently, due to the uneven gap between their proficiency and the proficiency
desired/required by the EMI programme. However, this criterion was not applicable in the
NL-U context, as, during the pre-communication with the education developer to discuss the
research at NL-U , I was informed that, according to the related EU regulation, EU universities
are not allowed to require English proficiency of EU students, who constitute the majority part
of the student body at the NL-U. Therefore, given the fact that the majority of the students in
the school are German-speaking, with the others being from Europe and other countries, student
volunteers were sampled among the various mother tongues, representing the diversified
geo-linguistic background of the student group. Moreover, in considering that students from
different countries have different previous exposure to English through different educational
ladders, which might be one of the main reasons for their uneven English proficiencies in the
classroom, it was justifiable to interview students from as many countries as possible to display
the differences in their perceptions of EMI.

Regarding the archive examination and classroom observation, programme brochures,
leaflets and course handbooks, with permitted access, were sampled. Particularly, the archive
research at this school was English, meaning all the text content was in English. Tutorials were
sampled as the classroom observation, due to, as previously mentioned, tutorials being a

significant part of Problem-Based-Learning (PBL) pedagogy.

4.5.2 The Chinese university

C-U is one of the four earliest institutions to specialise in foreign language studies. In other
words, it has a strong reputation in foreign language education and research. In 2002, C-U
launched its first business school in response to a national momentum among higher institutions
of cultivating business talents who are linguistically capable for world business affairs. The
faculty sampled was the school focusing on economics, business law and finance. The
participating undergraduate programmes/concentrations were Business Administration, CPA

(Certified Public Accounting), International Economics and Business, Law and Finance. The
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school boasts about its innovative and advanced internationalised teaching approach, including
the combination of English for Specific Purpose (ESP), bilingual (interchangeable Chinese and
English) teaching and EMI, for seamless collaboration between English language teaching and
content teaching.

The student questionnaires were intended to reach 2™ and 3™-year students currently
enrolled in the aforementioned programmes. For the interviews, two vice deans were sampled
as representing the school management, and content and language course lecturers were
sampled to formulate teachers’ opinions. Regarding the student interviewees,
pre-communication with specific teachers or students' reps ensured that I would recruit
interviewees with different levels of English proficiency.

In relation to the archive examination and classroom observation, publicly available
documents and the curriculum handbook, with permitted access, were sampled, as were the
content and English classes. The archive research languages were a mix of Chinese and English.
For instance, public websites had Chinese and English translations, while the textbooks were
either Chinese, English or both depending on specific books. Most of the curriculum handbook
and documents for school internal admin and teaching use were in Chinese only. Thus, any
mention of the Chinese text content in later chapters was a product of translation by the

researcher.
4.5.3 The Japanese university

J-U was selected by MEXT as being the Top Global Project (Global Traction Type), which
was initiated in 2014. As mentioned in Section 3.5, the Top Global Project aimed to advance
the internationalisation of higher education in Japan. The universities chosen to join the project
would be provided with support to increase their EMI programmes as one of the
internationalisation strategies. The participating school was the business school and the
department engaged was the global business, referring to the English taught curriculum track.
According to the website, in this particular Bachelor’s degree programme, “approximately 70%
of specialised subjects are taught in English”.

Due to the limitation of access, only 2“d—year students were sampled. Thus, the
p
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questionnaires were intended to reach the 2™ year students. One previous curriculum designer
and language support teacher was sampled to represent the school administrative staff, due to
him being appointed as the language support (EAP or ESP in J-U’s case) coordinator and as he
oversaw the formulation of the EAP and ESP for the first class of EMI students at the
department. Lecturers and language support teachers were sampled to explore teachers’
perceptions. Regarding the student interviewees, an equal number from the advanced level class
and intermediate level class of students would naturally provide a sample of students with a
spread of English proficiencies, in considering the school’s policy of students being in different
classes based on their English proficiency reflected in their TOIEC" scores submitted.
Regarding the archive examination and classroom observation, publicly available
programme brochures and leaflets, as well as the ESP curriculum handbook, with permitted
access, and class content materials, were sampled. The archive research language was in
English. ESP classes at both the advanced and intermediate levels were sampled for the

classroom observation.

4.6 Research ethics

Ethical issues may arise from various aspects. As Cohen et al. (2005) summarise, issues
can emerge from the nature of the research, the context in which the research is being
conducted, the procedures the research is following, the methods used in the data collection; the
characteristics of the participants needed, the type of data to be collected and what will be done
with the collected data (p. 49). The sections below focus on the practical issues included in the
ethical considerations, namely informed consent, privacy, confidentiality, benefits and risks,
data storage and publication, and obtaining access to the research field (Cohen et al., 2005, pp.

52-64).
4.6.1 Informed consent

An informed consent form was prepared while the project proposal was taking shape. It

13 TOIEC: Test of English for International Communication, a worldly recognised English skill test organised by
ETS. https://www.ets.org/toeic
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addressed issues of voluntarism, full information and comprehension (Diner & Crandall, 1978,
as cited in Cohen et al., 2005, p. 51). In the informed consent form, I clearly outlined that all of
the participants needed should be adults, that is the participants were able to make their own
decision regarding participation in this project. Furthermore, it stated that the nature of the
participation was completely voluntary and that the participants had the right to withdraw at any
time during their participation. A paragraph providing an introduction to the purpose and the
basic content of the research was clearly laid out. Absolute anonymity and confidentiality
regarding personal information and protection of the data were also clearly listed. It was
guaranteed that access to the data was strictly limited to the researcher and the researcher’s
supervisor only and that no personal information would be revealed in any publication related
to the research topic. At the end of the consent form, contact information of the researcher and
the researcher’s supervisor was provided for any enquiries at any stage of the research.

Two versions of informed consent were created for the survey and the semi-structure
interviews. For the questionnaire, the informed consent was put at the very beginning of the
survey. Furthermore, an oral explanation of the study was presented by me, as the researcher,
before the participants (students) started the survey. The participants could also show their
intention of not taking part by not completing the questionnaire. For the semi-structured
interview participants, given the fact that any individual participant in the one-to-one interview
with the researcher had more exposure to the anonymity and confidentiality issues, additional
information was added to the informed consent form for the interviewees, such as the interview
time, location and form (face to face, phone or written communications). Any further questions

and enquiries were addressed after the oral explanation of the informed consent was conducted.

4.6.2 Anonymity and confidentiality

In following the principle that the confidentiality of all participants is assured to reduce the
participants' risk of exposure of their identity and personal information, the following steps
were planned. Firstly, the questionnaires were conducted anonymously. Secondly, regarding the
interviews, each interviewee would be assigned with a number. Any names and specific

information related to the interview participants' background, such as gender, name of country,
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region, hometown and schools other than the case study countries and institutions would be
omitted or replaced by an alphanumeric code during the transcribing process. The list of the
alphanumeric codes would be securely and separately stored. For the student interviewees, the
programmes’ names and any course names they might mention in the interview would be
removed or replaced by alphanumeric codes. Only the grade (year) level would be identified to
grasp the student sampling difference. For the teachers and school authorities, course names,
titles, positions and any mentioning of specific countries, regions, universities, programmes and
persons other than the case studies’ countries, institutions and programmes themselves would
be removed or replaced by alphanumeric codes. Only the content teaching or language support
teaching was differentiated, due to the different interview theme questions for the content
teachers and language support teachers. Thirdly, regarding the archive examination, there could
be external and internal archive types involved. The external archives, such as public websites,
programme leaflets and handbooks for publicity, would be openly examined. The internal
archives, such as course handbooks, students’ assignments, grades and papers, if access is
permitted, would be examined anonymously without any need for students’/teachers’ names,
and the mentioning of specific names of any kind would be removed or replaced by
alphanumeric codes. Lastly, regarding the classroom observation, only the grade level of the
class would be identified, in order to observe the difference in terms of students’ usage of
English in the classroom. Any information related to the class interlocutors, including the

teachers and students, would be removed or replaced by alphanumeric codes.
4.6.3 Benefits and risks of participating

This research carried a low level of risk for the participants, yet it was noted that a few
questions regarding English proficiency levels and opinions related to the implementation of
EMI programmes might lead to some element of minor discomfort or embarrassment for
individuals. Every possible measure would be taken to avoid any harm to them in the process of

collecting, analysing and publishing the data.
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4.6.4 Data collection and storage

The data were collected in two forms, hard copies and electronic data. During the field
research, hard copies of the questionnaire were distributed to students in three universities for
the sake of a high response rate. The researcher kept hard copy documents while conducting the
archive examination and classroom observation. The collected hard copies were stored in a
secure cabinet, with only the researcher having access. The questionnaire responses were
manually entered into the computer and transformed into digital data. Once the data
transformation was complete, hard copies were securely locked away at the university to be
maintained for five years after the project’s completions. The digital data consisting of the
questionnaire responses, interview recordings, interview transcriptions, classroom observation
documentation and internal documents’ examination removed or replaced any personal
identification information with alphanumeric codes. Those codes were stored in an encrypted
USB key separately, to which only the researcher had access and which were destroyed after
the data collection was complete. For the interview recordings, the participants had the right to
obtain a copy of the voice recording and to request to review the interview transcript and any
further deletion, removal or modification of the interview transcript. They could do so by

informing the researcher orally or through email.

4.6.5 Procedural aspects of research ethics approval

As required by the Research Ethics Committee of the School of Linguistic, Speech and
Communication Sciences at Trinity College, Dublin, the researcher, submitted a research ethics
application, including a package of the research project description, participants' details, the
informed consent entailing anonymity, confidentiality and risks for the participants, and details
of how the data would be collected and stored. The committee approved this project in May,
2016. After obtaining research ethics approval, I began to contact school authorities where |
aimed to conduct the case studies. Throughout the communication with each institution, all
research ethics aspects were ensured and fully discussed, by strictly adhering to the research

ethics standard required by the TCD Research Ethics Committee. The following section
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explains how I collected the data and administrated the instrument modification, data entry and

storage.

4.7 Data collection procedures
4.7.1 Communication prior to the field research

In taking the time consumption and travel expenses into consideration, I conducted the
data collection at C-U and J-U in May and June 2016, at the end of the term but before the
examination season, in order to avoid repeated travel between Europe and Asia. The third field
research at NL-U was completed in March 2017. Prior to each trip, communication was carried
out at its best and it turned out to be vital in the execution of the data collection. Usually, the
communication with each institution started with a package of documents outlining the research
purpose, instruments, ethical protocols and specific requests regarding the sampling. Further
communication continued to discuss the possibly available resources, to negotiate access to the
sampled participants and to eventually arrange the exact schedule. Usually, before arriving at
the physical research sites, a schedule had been agreed regarding the number of classes that
would be reached, and the school officials and teachers who had agreed to have me sitting in
the class or participating in the interviews, as well as documents available for examination.
Accordingly, 1 prepared enough hard copies of the research consent forms, research leaflets,

questionnaires, interview theme questions and other required documentation.
4.7.2 Administration of research instruments

The steps in conducting the research instruments were integrated. I carried the hard copies
of the questionnaire to the designated classes for observation. At the beginning of the class (on
some occasions at the end of the class, depending on the teachers’ arrangements), I was given
the opportunity to explain the research purpose and invite students to participate in the follow

up interviews. Then, the hard copies of the questionnaires were distributed and collected. Next,

14 The Japanese university has a slightly different academic calendar than the Chinese and the Dutch universities.
June 2016 was the end of first (spring) semester (from April to July).
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I sat back and observed the class without interruption. During the break, I walked around and
communicated with the students who were interested in being interviewed. Further
arrangements were made regarding the time and location of the interview in the classroom or
after the class. The interviews with the teachers and school authorities were arranged separately.
The next sections describe the specific procedures through which the major research

instruments were conducted at each research site.

4.7.2.1 Questionnaire

Hard copy questionnaires were administered only once. It took approximately 15-20
minutes for the students to complete the questionnaire. The questionnaire was piloted during the
first two classes (35 students in each class on average) on the first day at C-U. The feedback
prompted me to make the questionnaire instructions more explicit, such as stressing it was a
multiple-choice or single choice question, and what to do if this question did not apply to the
participant’s specific case, by adding the exact instruction at the end of the question.
Additionally, the frequent questions for vocabulary or sentence meaning prompted me to add a
Chinese translation on the items that received requests for clarification (see Appendix B3, p.
220). However, overall, the questionnaire items, themselves, did not require significant changes,
such as removal of, or modifications to, semantics or rating scales. Moreover, the fact that [ was
physically present in all classes, in some of which I performed class observations, enabled me
to orally explain the questionnaire items should students inquire. In most of the classes, I was
allowed to walk around the whole time to assist the students, and the students were also given
adequate time to complete the questionnaire. In one class, the teacher allowed me to explain
each item of the questionnaire to the students. These efforts ensured a high quality of
questionnaire responses, as well as a high response rate.

During the second field research at J-U, in considering the fact that, in China, I used my
native language Chinese to communicate with the student participants and to explain the
questionnaire, while, in Japan, I had to use English as a lingua franca, I had the majority of the
vocabulary translated into Japanese and made a separate translation sheet to be attached to the

questionnaire (see Appendix B4, p. 228). The glossary translation was conducted by a native
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Japanese teaching Japanese people general English as well as working with native speaking
English teachers. Apart from the translation, the questionnaire remained identical to C-U’s. Due
to the limited access, I went to three ESP classes (average class size of 20) to circulate the
questionnaires and conduct the classroom observation.

In NL-U, the questionnaires were distributed and collected by teachers during the open
lecture week when the students of the entire school attended open lectures in venues of a large
size. The education developer coordinating my research recommended this approach, which
was different to my physical presence at the classes in C-U and J-U. By doing this, a wider
audience and higher response rate were ensured. The questionnaire was in English with no

assistance of translation.

4.7.2.2 Semi-structured Interviews

In relation to the one-off semi-structured interviews, I usually confirmed with the
interviewees through email in advance, where I explained the informed consent for permission,
and I particularly informed them that the interview would be recorded. When facing the
interviewees, | repeated the same information and addressed any additional questions from
some of the participants. The interviews, depending on the individuals and certain
circumstances, lasted for approximately 10 to 45 minutes maximum. During the interviews, I
also took notes for the purpose of a retrospective data review. It is necessary to point out that
Chinese was used during the interviews with all of the participants at C-U, while English was

the sole language used at J-U and NL-U.

4.7.3 Data entry

Regarding the hard copy questionnaires, they were carefully counted, packed and
transported. I manually entered the data into an Excel spreadsheet and then imported the data
into SPSS software. To ensure the entry accuracy of each copy, I conducted a review after the
entry once or twice to double check. After the reviews, a random and selective check of some
questionnaire items was further conducted to ensure accurate data entry. Every copy went
through one or two thorough reviews plus one random or selective check. During the entry, I
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discarded those that were not completed. Notably, in the case of NL-U, more were discarded
based on the two further criteria of non-2nd and non-3"-year and English as the native language.
Such phenomena occurred due to the questionnaires being circulated on a large scale and,
consequently, students from other grade levels attended, despite the open lecture week being
arranged for the target year students. Moreover, the school at the NL-U accommodates students
from all over the world, including students from English-speaking countries or with a mother
tongue of English. Further to the mother tongue issue, the questionnaires with bilingual mother
tongues, such as ‘another language/English’ were kept, as there were less than 5 cases, which
would have a trivial influence on the statistics, and they could be assumed as being bilingual
families in Europe. Regarding the questions that were not answered, I left the entry cells blank
to reflect the absence of answers.

In relation to the interviews, all of the interviews were transcribed. Both the interview
audios and transcriptions were imported to NVivo for qualitative analysis. The interviews
conducted in Chinese were transcribed into Chinese by the researcher, and only the extracts for

direct quotes in the findings demonstration were translated into English by the researcher.
4.7.4 Data collection summary

The Table 4.4 below shows the number of participants for each instrument in each
institution in May 2016, June 2016 and March 2017, respectively. The three field research trips

involved the collection of:

° 247 valid student questionnaires, 12 student interviews, 5 teacher interviews,
2 school management interviews and 5 classroom observations from C-U;

. 62 valid student questionnaires, 6 student interviews, 5 teacher interviews, 1
interview with the ESP programme curriculum designer as an equivalent to school
administration, and 3 classroom observations from J-U;

° 254 valid student questionnaires, 10 student interviews, 8 teacher interviews,
2 school management interviews and 2 classroom observations from NL-U.
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Table 4.4 Number of participants involved in each case study

China Japan The Netherlands
2" year student
Y . . 157 (valid) 62 (valid) 150 (valid)
questionnaires
3" year student
year ste 90 (valid) 104 (valid)
questionnaires
Teachers"®
. . 3 3 1
interviewed-Language
Teachers
. . 3 2 5
interviewed-Content
School management
. . 2 1 2
interviewed
2" year students'® 6 3 Advanced ;
interviewed 3 Intermediate
3" year students
. . 6 7
interviewed
Classroom observation'’ 5 3 2

4.8 Data analysis

The data analysis software tools SPSS and NVivo were employed to process and analyse
both the quantitative and qualitative data. The data collected from the surveys was analysed in
SPSS as the quantitative data. Furthermore, NVivo processed the qualitative data, including the
open-ended responses and comments obtained from the questionnaires, semi-structured
interviews, archive documents and classroom observation. For the qualitative data, content
analysis by NVivo was conducted to locate and identify themes and the commonalities, in order
to explicate the relationship with the quantitative data. As the triangulation method suggests, the
findings from both methods would corroborate, validate and even challenge each other, in order
to offer a multifaceted picture of EMI in each case. Furthermore, direct quotes from the

semi-structured interviews, documents and classroom observation would be cited to support the

15 In the case of C-U, a teacher responsible for both content and language modules was interviewed as two roles.
Another content teacher was also interviewed as a school management level. While in the case of the Japanese
university, a curriculum designer, treated as the school management/administrative was also interviewed as a
language module teacher.

16 Students for the interviews were recruited with different level of English proficiencies, based on the information
by teachers in China, or invited from advanced class and intermediate class divided based on students’ TOEIC
language test scores in Japan. Whereas in the Netherlands, students were invited according to their nationalities.

17 Classroom observations were conducted in four language support classes and one content in CU, three language
support classes in JU and two content tutorials in DU.
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findings straightforwardly.

4.8.1 Quantitative analysis

The quantitative analysis led the investigation of the second research question related to
students’ perceptions of EMI, which was also the leading research question in this project.
Before embarking on any statistical analysis of the questionnaires from the quantitative side, the
reliability of the data was checked using Cronbach’s Alpha, used as a measurement of the
internal consistency of the items in a questionnaire (Larson-Hall, 2010, p. 170). This was
necessary, as any findings based on a relatively large size of data could be of reliability if the
data were not statistically consistent. Generally, an acceptable Cronbach’s alpha is the higher,
the better, with a minimum of 0.3, depending on the number of items and the number of
dimensions in the data (Larson-Hall, 2010, p. 171-172). Table 4.5 shows the Cronbach’s Alpha

for the single choice and rating scale questions, which demonstrates reliability of all items.

Table 4.5 Cronbach's Alpha output from the reliability test.

Variable N of Items Cronbach's Alpha
Q3-Q14 excluding Q4 and Q3" 55 .874
Q5 5 953
Q6 5 .909
Q7 11 .964
Q8 7 902
Q10 11 .834
Q11 12 953

Next, the normality test was conducted to decide the proper tests. Parametric tests were
chosen, due to the data being near to an evenly distributed normality based on the skewness and
kurtosis.

Overall, the following statistical methods were adopted to identify the significant
difference between the compared groups. For the single choice items, cross-tabulation was

conducted alongside the chi-square test. For the majority of the question items, that is rating

18 Q4 is text-filling question while Q13 is a multiple-choice question.
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scales, based on the theme divisions of the questionnaire items, the data presentation was drawn
with the three major parametric tests of Exploratory Factor Analysis (EFA), group differences’
comparisons (either independent ¢-test for two groups or One-Way Analysis of Variance
ANOVA for three groups) and correlations among factors. Specifically, the order of these three
analytical methods was a transitional sequence.

Given the large sample size and number of variables, an EFA was conducted on the whole
data set across the three universities (see Appendix E for the EFA demonstration, p. 238). The
purpose was to reduce the number of variables to manageable factors, in order to identify the
underlying factors that were invisible but had significant internal correlations, as well as the
considerable influence (Karami, 2014, p. 3). Five factors emerged and five dimensions were
formulated to statistically investigate the students’ perceptions. They were: English
improvement (F1), English ability in academic performance (F2), EMI purpose (F3), EMI
benefits (F4) and EMI obstacles (F5). Under each dimension, descriptive statistics, such as
mean, standard deviations and standard errors of means were generated to demonstrate the
students’ ratings. An independent ¢-test for two groups or One-Way Analysis of Variance
ANOVA for three groups was applied as the inferential statistics, for example to show if there
were significant differences in students’ perceived obstacles in their EMI studies. Furthermore,
in investigating the correlation between the different factors, the Pearson correlation test was
used to explore, for example, whether the students’ perceived English improvement was

significantly correlated to their perceived benefits.

4.8.2 Qualitative data

Serving as the supplementary analysis to the quantitative data, the qualitative analysis
followed the dimensions within the quantitative data structure. NVivo was chosen, as it
‘organises evolving and potentially complex coding systems into such formats as hierarchies
and networks for at a glance user reference’ (Saldafia, 2013, p. 31).

The procedures to extract the qualitative information were categorising the data input into
nodes through coding, and then formulating those nodes into themes, that is the dimensions of

the theoretical framework ROAD-MAPPING and the statistical categories (five factors). The
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first theme group was formulated to investigate the first research question at a macro-level. The
second theme group aimed to offer a qualitative discussion, in addition to the statistical analysis
for the second research question (students’ perceptions), as well as investigating the teachers’
perceptions towards EMI through qualitative analysis.

The node repertoire was established in two directions. From a top-down level, thematic
coding (Kvale & Brinkmann, 2008) was adopted driven by the topics, that is the interview
question themes. From the bottom-up level, ‘eclectic coding’ ((Saldafia, 2012, p. 188) was
applied to conduct an open-ended exploration into wherever the interview transcription went.

Below is the screenshot showing part of the node repertoire.

Name ~ Files Referen... (
() F1-student-E improvement 15 17
() F2-student-English Ability in Performing Academic Tasks 1 1
() F3-student-EMI purpose 19 22

» () F4-student-EMI benefits and advantages 17 19

;[v () F5-student-EMI obstables-languag related problems ] 10 13
(O Students' dissatisfaction on EMI 2 2

() students’ opinion on teachers' English capacity 5 6

(0 Students' Opinions on language support 2 2

() Japanese U-TOEIC requirement 0 0

v () ROAD-MAPPING-Internationalisation and Glocalisation-mana... 1 2
() Management level-perceived teachers' English proficiency 4 5

(0 School administrative perceived EMI benefits 2 3

(O School administrative view of Internationalisation 2 3

v () Students' education and learnign backgrounds | 0 0
(0 comparison between the home univeristy and the exchang... 1 1

() Students' overseas or exchange at English speaking count... 2 3

[» (O Teacher's educational and teaching background ] 0 0
v () Teachers' Perceptions of EMI 0 0

Figure 4.2 Screenshot from NVivo demonstrating part of the nodes repertoire

The theme highlighted in the first frame, the F5 (factor 5)-EMI obstacles, matched one of
the factors after the EFA analysis. The qualitative analysis of this parent node contributed to the
second research question. The second theme highlighted was one of the ROAD-MAPPING
dimensions discussed in the first research question. The second and third themes highlighted
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were formulated during the bottom-up eclectic coding. They might not be related to the
pre-established themes, but, due to the nature of the semi-structured interview, extra, but
interesting, accounts might have occurred during the interview. Thus, such conversations were
coded and established into themes for further exploration.

It is noted that, since the general interview question themes were designed in accordance
with the themes from the student questionnaires, as previously mentioned in Section 4.3.2, the
coding for the interviews was straightforward, in that the interviewees’ answers were reviewed
question by question, and the answers were coded into the pre-set themes or eclectic topics.
Therefore, the node hierarchy turned out neat and flat, and normally in two layers. Figure 4.3
shows the node hierarchy around the teachers’ perceptions towards EMI, which was the parent

code. The children nodes were established based on the interview questions.

v () Teachers' Perceptions of EMI
(0 RQ-3 Teachers' perceived EMI| advantages and drawbacks
(0 teachers perceived role as a language supoort or content...
(0 Teachers' perception of students' English improvement
() teachers' perception of students' English proficiency

(0 Teachers'-EMI development and restrictions

- . W O . O
- e W O O

(0 Teachers-challenges and how to handle the challenges

Figure 4.3  Node hierarchy

4.9 Limitations of the study
4.9.1 Sample size discrepancies

In reflecting on the three field trips, the importance of effective and feasible access to the
research site for a maximised size of the dataset was recognised. However, a limitation still
existed pertaining to the discrepancy of the sample size in each institution. As the data
collection shows in Section 4.4 on the data collection summary, the number of participants and
sampled EMI programmes involved at each institution were not balanced, particularly between
JU and the other two. Only the 2™ year students were approached and a small number of

questionnaires were collected (62), due to the limited access to the undergraduate programmes.
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To be fair, however, this was inevitable and out of the researcher’s control.

4.9.2 Validity constraints

Validity, as Gronlund (1998) maintains, “[is] the extent to which inference made from
assessment results are appropriate, meaningful, and useful in terms of the purpose of the
assessment” (p. 226). Thus, in a sense, the procedures of designing a research methodology are
the process of establishing the valid statement. Creswell and Plano Clark (2007) propose two
kinds of validation: comparisons among the datasets of different types and bringing the data
findings back to the subject.

In this research, comparison of the different data refers to the research instruments applied
in the data collection. Efforts were made to ensure that the research instruments, especially the
questionnaires and interviews, aimed to explore the same research questions. For instance,
similar and general interview question themes were designed to question different agents
(students, teachers and school officials), in order to achieve the triangulation methodology.
However, due to the limited time, the questionnaires designed for teachers that contained a
similar type of items to the students’ were not eventually circulated among teachers. Thus, in
comparing the students’ perceptions and the teachers’, no statistical (quantitative) findings were
offered from the teachers’ side.

Admittedly, though the classroom observation was conducted and the observation notes
were entered in detail as part of the qualitative data, the data was not given as much weight as
the interviews. Rather, the observational data presentation and analysis were often infused with
the archive examination or interviews, which can be noticed in the following chapters on
findings and discussions. The observational data was not as explicitly or sufficiently presented
as other research instruments was because first the data size of the questionnaires and the
interviews was far larger than the observation data and thus the consequent data analysis was
enormous already. Second, as shown in Table 4.3, the classroom observation and archive
examination were collectively applied in investigating the first and the third research questions,
rather than all of the three, leaving even more limited space for the discussion on the

observational data. Regardless, the minimal presence of observational data, infused and
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integrated into the qualitative analysis, still casts a perspective from the researcher to validate
and challenge the data availed from other research instruments in the triangular concurrent
methodology design.

Additionally, there were discrepancies in administrating the research instruments between
C-U and the other two universities. The use of Chinese in approaching the participants,
explaining the research, and conducting the interviews provided a thorough understanding of
the research requests for the participants at C-U and a high volume of information intake,
especially during the interviews. In contrast, English was used to communicate with the
students in J-U, resulting in a possibly less thorough understanding of the research and fewer
opinions expressed during the interview. However, to counterbalance the potential
discrepancies, more time to explain was provided, in both oral and written (translation sheet)
forms. The interview duration was extended to be as long as possible, depending on the
interviewees’ willingness.

Regarding bringing the data findings to the subjects, ideally, another round of interviews
should have been conducted with the respondents to confirm the validity. Unfortunately,
however, due to the time limit, this was out of the option, although, as stated in the participant
leaflet, the interview transcripts would be returned to the participants for confirmation.
Furthermore, regarding the comparisons between the three institutions, although instrumental,
each case was not able to represent the EMI development in that particular country. Therefore
any generalisation of the EMI in each country should be elicited cautiously. There might be a
scenario where the EMI in one institution turns out to be behind the average development stage
of the country. In this sense, any related discussion would have to be justified through extensive
literature research on the general situation of the EMI in that particular country. Consequently, I,
as the researcher, provided as much information as possible pertaining to the ‘outside’ and the

‘inside’ of the specific cases, and then leaving the audience to draw any possible generalisation.

4.10 Summary

This chapter elaborated on the methodology designed to conduct the cross-sectional case
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studies in multiple research sites (three countries). The research instruments were detailed and
accounted for. The sampling process at each university was described and the ethical aspects of
the research were addressed with care. The following chapters, being Chapter Five, Chapter Six
and Chapter Seven, will report the findings and results from both the quantitative and

qualitative sides.
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Chapter S How are the dimensions of the dynamic

ROAD-MAPPING framework enacted in each university?

5.1 Introduction

This chapter draws on the findings of the first research question, namely the status quo of
EMI programmes at a macro level. Navigated by the theoretical framework ROAD-MAPPING
proposed by Dafouz and Smit (2014), the first research question examines the five dimensions:
agents/stakeholders, the role of English and language management, practice and process, and
internationalisation and glocalisation. Answers to this research question were sought through
the quantitative data. However, the partial demographic information gained from the students’
surveys offer evidence regarding the student constitution regarding nationalities and linguistic
backgrounds. Principally, the qualitative data was attained from the interviews with school
officials and teachers, and combined with the class observation and archive examination by the
researcher as further verification. At the end, general findings were drawn upon beyond these

three cases studies.

5.2 Agents/Stakeholders

As previously defined in Chapter Two 2.4.4 (p. 34), there are a variety of agents playing a
role in EMI implementation and the agents defined in this project stay more on the side of
individual actors against the contrasting side of collective or institutional actors, namely school
administration, teachers and students. However, the comments and opinions from the school
administration could also reflect the collective or institutional actors. Below is a summary of the
demographic information of the agents/stakeholders, revealing the varying degrees of the
multilingual settings at each institution and linguistic backgrounds of the agents, which could
elicit plenty of possible discussions of the differences in how EMI has been represented and

implemented in the three cases.

87



5.2.1 Students

The students’ linguistic backgrounds and English learning history, namely their prior
exposure to English, were explored through the questionnaire. Firstly, the demographic
information, ‘your native language’ and ‘your nationality’, extracted from the student
questionnaires listed the students’ linguistic backgrounds and nationalities in each case. At C-U,

the students tended to have homogenous linguistic backgrounds (Table 5.1).

Table 5.1 First language and nationality in the Chinese university

Chinese University N %
. Chinese 246 99.5
First Language
Uyghur 1 0.5
. . China 246 99.5
Nationality
Korea 1 0.5
Total 247 100

The student participants at J-U showed a bit more diversity in their linguistic backgrounds.

However, the first language and nationality were concentrated on East Asia (Table 5.2).

Table 5.2  First language and nationality in the Japanese university

Japanese University N %

First language Chinese 1 1.6
English 1 1.6
Japanese 59 95.2

Korean 1 1.6

Nationality China 1 1.6
Japan 59 95.2

Japan/U.S. 1 1.6

Korea 1 1.6

Total 62 100

At NL-U, in contrast, the majority of the student participants came from European
countries, and the tables below illustrate the top five nationalities and top five native languages
(Table 5.3 and Table 5.4). Furthermore, the student participants from the NL-U had a much

more heterogeneous linguistic background than the students from the two Asian universities.
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Table 5.3 Top five nationalities and their percentages

Nationalities N %
Germany 100 38.5
The Netherlands 54 20.8
Belgium 16 6.2
Poland 2.7
France 2.3
Table 5.4 Top five native languages and their percentages
First Languages N %
German 113 43.5
Dutch 54 20.8
French 22 8.5
Spanish 13 5.0
Polish 8 3.1

Additionally, as well as the linguistic background and nationalities, the questionnaire item

16 (multiple choice) asking the students how they had achieved a certain English proficiency

before starting their college programmes showed that the NL-U had the highest percentage of

students with living aboard (English speaking countries) experience (40.4%), while C-U had the

lowest (3.2%) (Table 5.5). This finding might provide a further interpretation, in that the NL-U

student participants tended to be exposed to English and the multilingual culture more than the

other two Asian universities’ students.

Table 5.5 Percentage of students who achieved the level of English proficiency necessary

before starting the programme.

Learn English at China Japan The Netherlands
Primary school 44.5% 17.7% 56.2%
Secondary school 94.7% 29% 83.1%
I have lived abroad (English
ave lived abroad (Englis 32% (8)  [28.5% (16)| 40.4% (105)

speaking countries)
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5.2.2 Teachers and school administration/management

On the side of the teachers and the school administration, the teachers’ linguistic
backgrounds and experience of EMI, or using English as their professional language, were
explored through the interviews, the researcher’s observation and the examination of the
schools’ websites, and ‘People’ or ‘Faculty’ in particular. During the interviews, the questions
of ‘what is your native language and what other languages do you speak?’ and ‘do you have
multiple teaching experiences in other countries or continents?’ were explicitly proposed for
teachers to elaborate on.

At C-U, through the interviews, it was confirmed that all of the management level and
teaching staff interviewed in C-U were native Chinese. In relation to the other teachers in the
school who were not interviewed, they were all native Chinese, except for one language module
teacher (English and Cultures of English-Speaking Countries) who was Irish. Regarding their
previous learning, teaching and professional experience, all of the teachers and school
management interviewed (5 in total) had experienced post-graduate study (Master’s or PhD) or
had overseas visiting scholar experience in either English or Non-native English speaking
countries with English as the medium of instruction language. One content teacher had previous
multinational corporate experience with significant exposure to English, in addition to his
overseas visiting scholar experience. In relation to their teaching experience, the teachers
interviewed did have prior teaching experience in other countries or in teaching students with
different native language backgrounds.

In the case of J-U, the linguistic backgrounds showed a closer connection to native English
and an inclination to native speakers. All of the language support teachers (3 in total)
interviewed were native English speakers from either America or Australia. This further
confirmed that all of the teachers for EAP and ESP in the school had English as their native
language. The content teachers (2 in total) interviewed were one Japanese and one American
with multiple teaching experiences in both the west and Japan. For the language support and the
content teachers, they all had studying, teaching and professional experience in English and
Non-English speaking countries. In other words, the teachers at J-U demonstrated more
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exposure to EMI and more experience in addressing students of different linguistic backgrounds
than the teachers at C-U. For instance, a Japanese content teacher summarised his academic
experience as, ‘I have been fortunate to be able to teach in universities where the English as a
medium of instruction is very well known’. Particularly, he described an MBA programme in
one university in Japan as ‘interesting’, because ‘we had about incoming fifty to sixty students,
from forty different countries, so it is not just Japanese students inside but Indonesian students
who could barely understand English questions well’.

The teachers interviewed in NL-U demonstrated much more multilingual linguistic
backgrounds. Firstly, teachers interviewed were either Dutch or German, and they spoke
English as their professional language on top of at least two other European languages (Dutch,
German, Belgian or French). The language support teacher (1 language support teacher in total)
from the Academic English Writing Centre was an English native speaker from Ireland. None
of the content teachers interviewed had prior teaching experience in English-speaking countries.
Furthermore, all of the content teachers had experience of switching from other European
languages as their medium of instruction language to English. For instance, two content
teachers particularly mentioned their experience of using English in their academic job
interviews and in the following teaching positions before their teaching experience using other
European languages in other places or institutions, which is a process of gradually moving from
their native or other languages to English.

In summary, the linguistic and nationality spread at each university demonstrated
noticeable differences. Due to such differences, the role of English in and out of the classroom
and the integration of English and content, that is the language management, and how teachers
and students implement the EMI activities in each case are expected to show significant

divergence.

5.3 Role of English and language management

As English is generally regarded as one of the essential components of the

internationalisation strategy, as well as one of the major attractions for a higher institution, it is
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assumed that English plays a focal role in a university that aims to become internationalised
(Dafouz & Smit, p. 404). Given the previous introduction to the agents in each case, interviews,
archive examination and classroom observations were conducted to explore how English is
positioned in the school development strategy, programme goals, programme curriculum design
and daily teaching/learning activities. Additionally, since, nowadays, English competence has
been regarded and employed as the gatekeeper in students’ admission process (Shohamy 2013),
and even in the competition for academic positions (Kling and Staehr 2011), the role of English

was also examined from the aspects of student enrollment and teacher recruitment.

5.3.1 The Chinese university case

In the case of C-U, at the institutional level, a multilingual academic community is a pride
of this university, given the fact that it is specialising in languages, cultures and international
studies. Within the school, English as an academic language shared importance with the
national language of Chinese. From the top-down programme goals, English was treated as a
combination of foundation (general) English, ESP and EMI. As the school introduction on the
website stated, the goal was set to accelerate the integration of English teaching and content
teaching through establishing a seamless transition from general English to ESP and to
eventually use English in the entire content teaching. Thus, bilingual teaching seemed to be one
of the programme’s selling points.

During the field research, overall, the archive examination and classroom observation
showed that the curriculum design of the business programmes demonstrated a distinct pattern
of bilingual education, meaning that both Chinese and English were the mediums of instruction,
depending on the specific circumstances. Nevertheless, this showed that English was not
holding a dominant position, but was, rather, ‘fighting’ for shared power with Chinese as an
academic language. Regarding the formal teaching, learning materials and assessment, the
teachers were in the position to decide on the use of either English or Chinese.

From the perspective of a communicative purpose, English was not functioning as a lingua
franca between the teachers and students or among the students, except between the students

and teachers from other linguistic backgrounds, whose percentage of the teaching staff was
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minimal.

Regarding English functioning as a benchmark, there was no evidence showing that
students had to achieve specific minimum scores in their English subject test, being one of their
major National College Entrance Exam'® subjects. However, successful attainment of College
English 4 is a prerequisite to be awarded a Bachelor’s degree at the end. Regarding the English
proficiency measuring a potential teacher’s competence, two school management level
interviews showed a clear emphasis on teachers’ English proficiencies. One vice dean stressed
that, nowadays, the entry requirement for new teachers was an assessment of candidates’
competence in conducting their teaching through English. However, another department leader,
who was also a content and language teacher, added that English was, indeed, considered
during the teacher recruitment, although it came after other significant and priority academic

parameters, such as educational background and publications.
5.3.2 The Japanese university case

In the context of the J-U, although the programme was labelled bilingual, the bilingual
pattern positioned English in a much stronger position than the bilingual business programmes
in the C-U. In school’s brochure, ‘earning business in English’ was clearly stated. The
department stated that ‘...In order to become such international leaders, it is imperative that
candidates acquire the ability to communicate fluently in English (practice) and gain specialised
knowledge of business in English (theory).” Thus, in the academic environment, English was
regarded as the only academic language. Notably, during the interviews, some students and
teachers mentioned the language policy applicable to whoever walked in the classroom, that is
English only.

From the communicative perspective, English served as a lingua franca, especially
between the students and teachers and international students. Regarding English as a

prerequisite condition for students’ admission, although the interviewees did not explicitly

19 National College Entrance Examination, known as Gaokao, is an annual examination held nation wide for
secondary graduates to enter the third level higher education.
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specify the English level required to get accepted, they all mentioned that their TOIEC?® scores
had been considered in their university application. Regarding the teachers’ English
competence as a criterion, no answers were given, as the initial curricular designer who was
interviewed as the school administration was not in a position to answer questions related to

this.
5.3.3 The Dutch university case

In the case of NL-U, English was unanimously regarded as the academic language and the
lingua franca both in and out of the classroom. According to the education developer in the
school, English was also treated as an administrative and policy language along with Dutch. For
instance, she mentioned that the school made sure all school administrative and policy
documents were accessible in English, and even the majority of the school or chair board was
still Dutch-speaking. In a publicly available leaflet, it was stated that ‘all our programmes have
an international focus, with almost all courses taught in English.” Such a policy was observed in
the field research. English was the only academic language in all lectures, tutorials (the teaching
organisation style based on the Problem-Based Learning study skills) and students’ assessments.
Furthermore, English was also the lingua franca in the learning community. According to the
interviews with the two school management level and administrative staff, English proficiency
would not be particularly considered for students’ admission, given the fact that the students’
prior English education was consistent and the secondary school transcripts would do a reliable
job. It was the same for teacher recruitment. However, although English was not officially
accounted for in the selection criteria, one school administrative interviewed expressed her
inclination towards including English in the consideration. When asked if English proficiency

was one of the criterion for recruiting or evaluating teachers, one interviewee stated:

Unfortunately, it is not. Because what we see that often we have difficulties with um tutors
especially PhD students from non European countries uh whereas the fluency of English is,

not optimal to say like this. And then automatically you have problems in the tutorials

20 Foreign Language Teaching and Research press is an influential publishing house located in Beijing, China.
http://en.fltrp.com/
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because they can express themselves less uh so English. But English is not in criterion and
in my opinion it should be as a criterion, at least that they can express themselves. So
sometimes it's not that they are lacking um how to say vocabulary. It has also to do
something with social skills with the people. Finally you can communicate in a group, and
there is something you can learn. But at least and in the recruitment, you must have the
idea okay there is potential that they can develop this and sometimes I'm doubting if they
really take this as a criteria. But this is really really only a very small small absolute
number and where this happens.(Education developer J, 10/03/2017)

From this interview extract, it can be seen this school administrative held an alternative
opinion with regard to the school’s language policy in relation to the role of English in teachers’
recruitment. This shows that the language management can sometimes be confronted with
ambiguities and disagreement in the stage of implementation. The following section will report
how the language policies were turned into real teaching and learning activities and what

opinions the school administration and teachers held towards the language management.

5.4 Process and practice

According to Dafouz and Smit (2014), the process and practice can be best described as a
combination of the school’s, such as management levels and teachers, way of thinking, way of
doing and a mixture of both. Below is presented the programme practice from the aspects of the
integration of content and language, teaching approach and the assessment, as well as the
school’s administration staft’s opinions of the EMI teaching practice. It should be noted that
teachers’ ‘way of thinking’ regarding the dimensions of the process and practice will be entailed

in Chapter 7,which specifically addresses teachers’ perceptions.
5.4.1 The Chinese university case
5.4.1.1 The integration of content and language

The so-called “bilingual education” in C-U’s case implied two layers of meaning in reality.
The first layer is the curriculum pattern that emerged as a combination of content class and

language (support) class. On one hand, there were English classes focusing on the elevation of
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students’ English skills, whereas the content classes were business modules the students chose
to specialise in. The percentage of the language and the content were adjusted accordingly as
the students’ year progressed. Figure 5.1 below shows a general allocation of language and
content classes. Holistically, the language classes offered all first and second year students a
compulsory (English) module and the third year students were offered selective modules, and
the English modules were a mixture of general college English, ESP and EAP. For the second
year students, they were expected to take the TEM-4 (Test for English Majors-Band 4) by the
end of the second year, being a national test required for English major college students. This
means that the students with different business concentrations in this school were assumedly
equipped with an English competence higher than the average national college students’
English proficiency level. Such an integration of content and English corresponded to the
introduction to this school’s teaching features and advantages advertised on its website, which
is to combine general English, bilingual for specific business purposes and total content

teaching in English.

Oversea 1st year 2nd year 3rd year 4th year
Exchange
1+3 2+2 3+1 1
Praoramme
General Basic EAP ESP (2 hrs/w) ESP celective anlv

- English | Content

Bilingual g onten . Content course
Course Content course Intensive content
Programme
Course
ESP

Figure 5.1 The combination of content and language classes in each school year at the

business school in the Chinese university case

The second layer of “bilingual education” is the percentage of Chinese and English used
in a single class. The percentages showed a contrasting difference in the content type and
language type of the classes. From the perspective of spoken English, according to the

classroom observation, the language classes, that is in the general English class, such as the
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course College English, and the ESP class, such as the course Business Translation, the teachers
tended to use English in their spoken delivery with an occasional explanation in Chinese, while
in the content classes, the use of English, especially the use of spoken English in the content
delivery, was entirely decided by the content teachers. For instance, one content (International
Business Trade) classroom observation I attended was conducted entirely in Chinese. From the
perspective of written English, the language classes usually adopted either English textbooks
edited by the national language press, such as the Foreign Language Teaching and Research
Press, or original English materials selected by the teachers. On the other hand, there was a
mixture of English original, English and Chinese, and Chinese in the content classes. For
instance, the textbook and teaching materials in the above-mentioned content class were in
Chinese with specific terminology translated into English. This content teacher authored one of
the assigned textbooks in his class, which was in Chinese. In a broader context, the students
from different business programme majors mentioned in the interviews that their language class
teachers used English most of the time, while the content classes varied, depending on the
content teachers’ English capabilities. Therefore, it was roughly estimated that the general
usage of English in the school as an academic language was, overall, lower than the usage of
Chinese. Additionally, the content and language teaching seemed to be separated with their
independent curricula and schedule on different sides and, therefore, the collaboration between

the content and the language support was not necessarily close or updated.

5.4.1.2 Teaching approach and assessment

Regarding the teaching approach in EMI, it is inevitable to discuss the distinctive
differences in the teaching approaches between the west and the east (Bradford & Brown, 2017).
The higher degree of internationalisation and EMI tends to favour student (learner) autonomy
supported by an active and critical teaching approach. In the C-U, it was observed that the
traditional teacher’s dominance and the communicative approach coexisted in the classroom.
The classroom observation showed that, although the teachers still followed the lecture style in
most cases, individual/group presentations and discussions were frequently resorted to.

Consequently, the formulation of assessment rang