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Abstract

The use of English to teach content subjects has been a growing trend in many parts of the world.
It is labelled in a variety of ways, such as content-based learning, content and language integrated
learning, immersion education, theme-based language teaching, and bilingual education, but it is
referred to in this paper as English-medium instruction (EMI). The expansion of EMI worldwide
has resulted in many different forms of EMI, as well as some confusion as to how they differ. In
addition, a number of different forms of EMI may occur in the same school or institution, area, or
country. The different forms of EMI can be usefully classified in the form of a typology. A typology
provides a basis for objective and quantifiable accounts of the characteristics of EMI in different
situations. The present typology describes 51 features across 10 curriculum categories, which
were identified when comparing different forms and realizations of EMI. It highlights the many
different dimensions of EMI that are involved in describing, planning, or evaluating EMI.
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English-Medium Instruction Today

The use of English to teach content subjects has been a growing trend in many parts of
the world. It is labelled in a variety of ways, such as content-based learning, content and
language integrated learning (CLIL), immersion education, theme-based language teach-
ing, and bilingual education, and will be referred to here as English-medium instruction
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(EMI). Several definitions of EMI have been proposed, including: “the use of the English
language to teach academic subjects (other than English itself) in countries or jurisdic-
tions where the first language of the majority of the population is not English” (Macaro,
2018: 35) and “settings where English is the language used for instructional purposes
when teaching content subjects although not itself the subject being taught, and also a
second or additional language for most participants in the setting...” (Pecorari
and Malmstrom, 2018: 499). Although the growth of EMI is a global phenomenon, it is
more widely used in private rather than public education (Dearden, 2015: 6) and is part
of the broader role of English as a lingua franca, particularly in the academic domain
(Galloway et al., 2017). Reasons for the choice of EMI may include:

e To improve the learning of English

e To provide a common language of instruction in countries with multilingual
populations

e To promote economic competitiveness through developing an English proficient

workforce

To produce graduates with global literacy skills

To enable institutions to attract international students

To raise university rankings

To increase the prestige of an institution

To promote the competitiveness of universities

To facilitate regional and international communication

To develop students’ intercultural communication skills

However, while the increasing use of EMI and the spread of “Global English” is some-
times seen as offering affordances (e.g. Hultgren, 2019), others see it as problematic and
another aspect of the relentless spread of English — a debate that we will not pursue here
(but see Pauline et al., 2016).

The expansion of EMI worldwide has resulted in many different applications of EMI
as well as some confusion as to how they differ (Lasagabaster and Sierra, 2010; Pecorari,
2020). In addition, a number of different forms of EMI may occur in the same school or
institution, area, or country. Prompted by a re-reading of Mackey’s classic typology of
bilingual education (Mackey, 1970), this paper seeks to classify the different forms of
EMI in the form of a typology. A typology provides a basis for objective and quantifiable
accounts of the characteristics of EMI in different situations, allows for the comparison
of different forms of EMI, as well as suggests issues for further research. The present
typology also provides “an accessible metalanguage” (Lin, 2016: 4) to describe different
dimensions of EMI. In this typology, 10 criteria are used to identity the characteristics of
EMI in a given context. The criteria are:

purposes of EMI;
assessment in EMI;
curriculum models;
introduction of EMI;
access to EMI;
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6. the English course and EMI;
7. the EMI teacher;

8. the English subject teacher;
9. the EMI learner;

1

0. instructional materials in EMI.

Purposes of EMI

A number of forms of EMI are found, which differ according to the purposes and manner
in which it is used (see Table 1).

A number of factors account for the emergence of different forms of EMI (Macaro,
2018). In some contexts it emerged as a legacy of British and American colonialism,
where in countries such as Ghana, India, Singapore, and the Philippines, English became
the principal language of government and administration and provided a convenient
medium of instruction that could be used as an alternative to the provision of public
education in a multitude of local and regional languages. In other situations (Content
EMI) it has often been driven by more pragmatic circumstances, such as the need to
attract international students through offering graduate programs in English (e.g.
Denmark), or in order to better equip graduates with communication skills needed in a
globalized economy (e.g. South Korea). In Europe, through the movement known as
CLIL, it was not merely intended to facilitate content learning through English or other
languages but became part of a policy to promote bilingualism and “for EU citizens to
have competence in their mother tongue plus two community foreign languages”
(Llinares et al., 2012: 1), referred to above as Intercultural EMI.

Assessment

Assessment in EMI may be based on English learning, content learning, or both (see Table 2).

The extent to which assessment in EMI is content- and/or language-based is described
in an account of content-based instruction (Met, 1999) and of CLIL approaches (Coyle
etal., 2010). CLIL has been described as a dual-goal approach — “learning language” and
“learning through language”. In both cases, approaches can be seen along a continuum

Table |. Categories of different purposes of EMI.

Primary goals Classification Example

Learning academic content and Content EMI Tertiary EMI in Hong Kong'
skills through English

Learning academic content and Bilingual content EMI Secondary EMI in South Africa®
skills in two languages

Learning intercultural Intercultural EMI CLIL projects involving
communication skills students in two countries’

Improving proficiency in English Proficiency EMI College-level EMI in Japan*
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Table 2. Categories of different kinds of EMI assessments.

Primary goals Classification Example

Assessment based on content Content assessment Typical in tertiary EMI®

mastery

Assessment based on Content and language ~ Typically at the discretion of the
content mastery and language assessment content teacher and not usually
proficiency institutional policy in their EMI®
Assessment based on language Language assessment Some CLIL programmes where
proficiency the language teacher is involved

in the design of the CLIL module’

of content and language integration. One end of the continuum features those more “con-
tent-driven” programmes (e.g. immersion programmes), where assessment is based on
content-learning, whereas on the other end are those “language-driven” programmes
(e.g. the conventional, often isolated second language (L2) learning lessons) (Lo and
Lin, 2019), where assessment is based on language proficiency. This can be represented
as the continuum of EMI, as shown in Figure 1 (Thompson and McKinley, 2018: 3).

A similar representation can be found in Lin (2016: 148). Met (1999) provides a use-
ful comparison of content- and language-driven EMI (referred to by Met as content-
based instruction) (see Figure 2).

CLIL is similar to immersion programmes found in some English-speaking countries,
where students acquire the L2 through a natural learning process (Jdppinen, 2005: 149),
fostering bilingualism. Although CLIL and immersion are often used synonymously in
foreign language research, Lasagabaster and Sierra (2010) suggest there are differences
between CLIL and immersion in terms of classroom language, teacher training, the soci-
olinguistic context, teaching principles, types of teaching materials, and language
achievement. Dalton-Puffer (2007) notes that in some CLIL classrooms, teachers pay
special attention to developing students’ subject knowledge and L2 communicative com-
petence, while teachers in immersion programmes only teach and assess students’ sub-
ject knowledge in the target language, with less focus on testing language learning.
Finally, students in immersion classrooms are often immigrants, whereas in CLIL class-
rooms, students are local students sharing the same first language (L1). Coyle et al.
(2010: 17) compare content- and language-driven CLIL (see Figure 3).

Focus on Focus on

Immersion CLIL CBI ESP

content language

Figure |. Continuum of EMI (adapted from Thompson and McKinley, 2018: 3).
CBI: content-based instruction; ESP: English for Specific Purposes; EFL: English as a Foreign Language.
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Content is taught in L2
Content learning is priority
Language learning is secondary

Content objectives determined by course
goals or curriculum

Teachers must select language objectives

Students evaluated on content mastery

CONTENT-DRIVEN CBI LANGUAGE-DRIVEN CBI

Content is used to learn L2

Language learning is priority

Content learning is incidental

Language objectives determined by L2 course
goals or curriculum

Students evaluated on content to be integrated

Students evaluated on language skills/proficiency

Figure 2. Comparison between content-driven content-based instruction (CBI) and
language-driven CBI.

Multiple perspectives for study,
e.g. modules in history where
authentic texts are used in
different languages.

Preparing for future studies,
e.g. modules that focus on ICT
which incorporate international
lexis

Skills for working life, e.g.
courses that deal with academic
study skills equipping learners
for further study

Accessing subject-specific
knowledge in another language.

CONTENT DRIVEN LANGUAGE DRIVEN

Improving overall target language
competence, e.g. through extended
quality exposure to the CLIL language
Developing oral communication skills,
e.g. through offering a wider range of
authentic communication routes
Developing awareness of both first
languages and CLIL languages, e.g.
those schools that offer 50% of the
curriculum in other languages in order
to develop a deeper knowledge and
linguistics base for learners
Developing self-confidence as a
language learner and communicator,
e.g. practical and authentic language
such as vocational settings
Introducing the learning and use of
another language, e.g. lessons that are
activity-oriented are combined with
language-learning goals, such as in
play-oriented ‘language showers’ for
younger learners

Figure 3. Comparison between content-driven CLIL and language-driven CLIL.
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Curriculum Models of EMI

The different roles English fulfils in school and university curriculum worldwide has led
to many different approaches to EMI. The following are the major curriculum models
that we have identified (see Table 3).

The realization of each of the approaches above may vary in different contexts. For
example, a transitional approach might involve English as a subject in primary and lower
secondary and transition to EMI at secondary. Or when English is the major language of
higher education, English may be a subject through to upper secondary followed by a full-
time intensive English course focusing both on general English as well as EAP (English
for Academic Purposes) (i.e. a bridging course), before students move to university where
English is the primary language used at both undergraduate and graduate levels. Teaching
modes may also vary considerably. Xu and Harfitt (2019: 213) comment that in Hong
Kong “the same subject can be conducted primarily in Chinese and sometimes in English
for certain units of the subject in some schools whereas in others, the subject can be taught
entirely in English (or in Chinese)”. Hence, the quantity of English used in an EMI class-
room may vary, ranging from substantial to sporadic, and may also vary according to the
amount of spoken versus written English that occurs (Czura and Papaja, 2013).

Introduction of EMI

Depending on local needs, such as the role of languages in the national curriculum, the
availability of suitable teachers, materials, and other resources, EMI may be introduced
at different points in the educational system (see Table 4).

Early EMI is not common except in post-colonial countries where EMI has a long
history, since in other contexts the English proficiency level of young learners is usually
insufficient to support EMI. In Hong Kong, the use of EMI may be optional and depend
on the school’s ranking. In higher education contexts in countries, such as South Korea
and Italy, EMI may be used for some subjects and not across the whole curriculum.

Access to EMI

Since a high level of English proficiency is a pre-requisite for learners’ successful par-
ticipation in EMI, different entry requirements may be established (Macaro, 2018) (see
Table 5). Tests may serve as a screening device to determine which students need a bridg-
ing programme and which can progress to EMI. For an EMI program at a Japanese
University, strict language-testing benchmarks for admission are clearly defined.
Students must provide a threshold evidence of language proficiency through internation-
ally recognized tests such as the TOEFL (Test of English as a Foreign Language) or
IELTS (International English Language Testing System) (Brown, 2014). In one Saudi
Arabian University, students are required to take four seven-week learning modules (18
hours) a week and must pass an exam at the end of each module to enter their under-
graduate degree program (Alyami, 2020). The use of a preparatory or bridging course is
common in many countries such as Turkey and in several countries in the Middle East,
where students complete an extended pre-university English course designed by
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Table 3. Categories of different EMI curriculum models.

Approach Classification Example

All major content subjects except foreign Single medium Singapore®

languages taught in English

Some subjects taught in English and others in Dual medium/partial Hong Kong’

another language EMI

Some subjects taught both in English and Parallel Denmark,

another language Sweden'?

Some subjects are initially taught in another Transitional College-level

language and later taught in English EMI in Japan and
China'!

The content teacher and the English teacher Collaborative CLIL"?

collaborate in teaching content classes

Teachers of different disciplines share the Interdisciplinary Finland'?

teaching

Content teacher teaches a content course Sheltered Some immigrant

specially designed for L2 students programmes'*

A content and language course are linked Adjunct CLIL"S

with the same content base and co-ordinated

assignments

A preparatory or bridging course prepares Bridging Turkey, UAE'®

students to transition to EMI

Table 4. Categories of different EMI introduction models.

Approach Classification Example

EMI commences in pre-school or primary school Early EMI Singapore'”

and continues to higher education

EMI commences in secondary school and continues Middle EMI Hong Kong'®

to higher education

EMI occurs only in higher education Late EMI South Korea,
Italy'

Table 5. Categories of different models for EMI access.

Approach

Classification

Example

Students must demonstrate a
proficiency level in English

Students must complete a pre-
university programme prior to EMI
Students at tertiary level are offered
additional language support
Teaching may be bilingual initially to
enable students to transit to EMI

Selection model
Preparatory model
Concurrent

support model
Multilingual model

Turkey, Ukraine, Saudi
Arabia?®

Turkey, Oman, UAE?'

Students may take EAP or ESP
courses??
China?
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language specialists who are familiar with academic genres and with the language
demands of content subjects. In other contexts (e.g. Hong Kong), tertiary level students
who need additional English-language support for EMI are provided with courses in ESP
or EAP through a language centre or similar unit.

The English Subject Course and EMI

In EMI contexts, English usually has two roles in the curriculum: as a school subject and
as a medium of instruction. These different roles support different targets for the learning
of English.

English as a Subject. When English is a subject in the high school curriculum (sometimes
referred to as General English, or English Language and Literature), English is the farget
of learning. The goals and content of the English course address the knowledge and skills
identified in the national curriculum. The curriculum could include courses such as
Structure of English, Composition, Literatures in English, Public speaking, Creative
writing, and Drama, which form the basis for textbooks and other learning resources, as
well as the basis for school or national exams. The teacher is normally a language spe-
cialist whose responsibility it is to ensure that the expected standards of knowledge,
skills, and performance in English are achieved.

EMI. When English is a medium of instruction, English is primarily the means of learn-
ing. The EMI teacher is a content specialist and his or her role is to facilitate the under-
standing of content subjects such as math, geography, or science, through English.
During this process, the teacher may not prioritize the kind or quality of English either
he or she uses, nor that of the learners. Language learning may take place incidentally as
a result of EMI, but the teacher will generally assume that learners’ development of the
necessary language skills is the responsibility of the English course and the English
teacher. Lin (2016: 63) comments on the “disconnect” that often exists between content
teachers and English-subject teachers:

Very often teachers and curriculum planners of content subjects and language subjects operate
in insulated bubbles without talking to each other as if they do not need to know what is being
taught and learnt in each other’s subject domains, not to mention collaboration.

Teaching through English may require the content teacher to make use of a range of
strategies, including code switching, translanguaging, translation, and a variety of ways
of modifying his or her language (Airey, 2012; Basturkman and Shackleford, 2015).
However, limitations in the teacher’s English could also result in teaching that is

less flexible and improvisational than [when] they were teaching in their first language. They
could not use anecdotes or humor, or deepen students’ understanding through thorough and
varied explanations. They reduced the amount of content instruction and adopted various
coping strategies such as using a transmission-oriented pedagogy, avoiding asking or answering
questions, and switching to their L1. (Cheng, 2017: 90)

Learners’ priorities in EMI will be to develop disciplinary competence and disciplinary
literacy in English. Airey (2011: 13) defines the latter as “the ability to appropriately
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participate in the communicative practices of a discipline”. This will include successful
participation in EMI lessons, including understanding and using discipline specific
vocabulary, genres, and registers, and developing the skills needed to complete subject-
specific academic tasks in English. In the EMI context, students may have a different
“idea” of English, seeing it as a resource they can use to navigate and participate in con-
tent lessons, where communicative effectiveness may have priority over other aspects of
language learning. Besides, there is a growing trend for the English teacher to also
become a content specialist, moving beyond their role as a language specialist. For
example, in Hong Kong, English teachers are required to teach English writing across the
curriculum, such as in STEM (Science, Technology, Engineering and Mathematics)
areas, Liberal Studies, History, Geography, etc. (CDC, 2017).

Relationship Between the Subject Course and EMI. The relationship between the English
course and the EMI course may be either relatively independent or exist in a complemen-
tary or supportive relationship. For example, the Chinese Standards of English Language
Ability (a Chinese adaptation of CEFR (Common European Framework of Reference for
Languages)) are described only in relation to general proficiency in English, while the
US-based national TESOL standards include standards related to general proficiency as
well as those required to achieve academically in the content areas. However, in many
contexts, the role of the English subject (either at school or at university) and the extent
to which it is intended to support EMI is not always clearly identified. Macaro comments
(2018: 26):

If policymakers or institution managers (school principals, university rectors) really believe
that students’ English proficiency can be ensured by “immersion” in the language that EMI is
expected to provide, then what possible use are the EFL teachers? Are they there to offer a
parallel programme of general English that merely imparts an alternative body of knowledge
and perhaps creates an alternative student career path to EMI? Are they there to prepare the
students before they embark on an EMI programme? Are they there to concurrently supplement
the learning of English via EMI when a deficit is spotted?

The following relationships are found between the English subject course and the EMI
course (see Table 6).

The EMI Content Teacher

Content teachers may be unilingual in English, may be bilingual and speak English with
varied levels of proficiency, and may vary in the extent to which they have received
specialized preparation (see Table 7). An obstacle to the successful implementation of
EMI in some countries, particularly at tertiary level, has been the lack of content teachers
who have the requisite proficiency in English to teach their subjects wholly or partly in
English (Cheng, 2017), as well as the lack of appropriate training opportunities for such
teachers (see Miller (2020) for an account of principles and pedagogies in teaching con-
tent through English). Content teachers with restricted English ability may avoid asking
and answering questions, make use of code switching, simplify the disciplinary content
of their lectures, avoid interaction with students, and need extra time to prepare lessons.
However, from a survey of training programs in three countries for Chinese tertiary EMI
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Table 6. Categories of different relationships between the English subject course and EMI

courses.

Approach

Classification

Example

The English course is not linked to
EMI

The English course includes support
for EMI

The English course covers a range of
general academic and literacy skills
needed for EMI

The English course includes a range
of general academic content

The English course prepares the
students for disciplinary competence

Independent

Supportive

English for
academic purposes

Thematic approach

English for specific
purposes

Japan and countries where
English was traditionally
described as a “foreign
language”?*

Singapore?®

Courses provided in a university
language centre?®

Some bridging courses?

A university course in English for
law?®

in a specific disciplinary area

Table 7. Categories of different types of EMI content teachers.

Approach

Classification

Example

Teachers are unilingual speakers of English
and do not speak the students’ LI
Teachers are native speakers of English and
also speak the leaners’ language(s)
Teachers are proficient speakers of English
as L2

Teachers have limited proficiency in English
Teachers must pass a proficiency test

to teach EMI or be assessed as having
sufficient English proficiency for EMI
Teachers receive special English training in
using EMI

Teachers receive special pedagogical
training in using EMI

Teachers have taught content subjects in
an Anglophone country but not in an EMI
context abroad

Teachers have experiences in EMI

Monolingual
teacher

Bilingual native
speaker teacher
English proficient

English restricted
English
competent
English certified
EMI trained

Experienced
content teacher

EMI experienced

Expat teacher scheme in
Hong Kong?
South Africa®

Some CLIL contexts?'

Some CLIL contexts®?
Hong Kong*?

Cambridge Assessment
Certificate in EMI Skills®*
Hong Kong and
Singapore’®

An expatriate math
teacher, teaching in
China3

Hong Kong EMI teachers®

teachers, Yuan (2020) found that language proficiency training alone was insufficient as
a foundation for EMI instruction, and that “English language proficiency, pedagogical
quality, and intercultural communication are the three key factors in the successful
implementation of EMI instruction” (Cheng, 2017: 101).
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In Hong Kong, non-language subject teachers who wish to teach in EMI secondary
schools must achieve Level 3 or above in English Language of the Hong Kong Diploma
of Secondary Education Examination, or Grade C or above in English Language in the
(now discontinued) Hong Kong Certificate of Education Examination. Content teachers
can also take the Cambridge Assessment Certificate in EMI, which is intended for teach-
ers who want to gain an online qualification and who teach and work in the medium of
English. The certificate is mainly for university professors, lecturers, tutors, and research-
ers whose L1 is not English, but who use English to teach students, present academic
results, and interact with colleagues. Many higher institutions in Hong Kong provide
workshop-based programs to address the local needs and demands of EMI educators.
These programs can also form a component of pre-service teacher education programmes
for future EMI teachers whose L1 is not English.

Richards and Pun (forthcoming) argue that EMI instruction can be understood as a
form of English for specific purposes, requiring the use of specialized communicative
skills rather than simply higher levels of “general language proficiency”. Hence,
benchmarks described in the CEFR or in frameworks such as the Cambridge profi-
ciency exams are insufficient to reflect the particular kind of language skills EMI
instruction requires. They suggest the following professional development goals for
EMI teachers:

e To develop awareness of how disciplinary specific content, genres and academic
tasks influence the nature of EMI teaching and learning in their discipline

o To develop effective teaching strategies that integrate content and language learn-
ing in EMI instruction

o To develop an awareness of the use of English in communicating disciplinary
content

e To develop abilities to accommodate their EMI instruction to support the learning
of students with differing levels of English proficiency

e To learn through collaboration and support in a community of practice

The English Subject Teacher

Teachers of the English subject may also have different language profiles and needs (see
Table 8). In many EMI contexts English subject teachers have advanced proficiency
levels in English as well as professional qualifications in TESOL. In some countries
where English teachers may have restricted English ability, expatriate English teachers
teach the English subject, as with some schools in Hong Kong and with the JET (The
Japan Exchange and Teaching) program in Japan. In Hong Kong, qualifications are
needed to be an English Teacher. There are several qualifications available, such as
PGCE, TEFL, IELTS, CELTA, etc.

The EMI Learner

Similarly, learners may have different language profiles as well as different levels of
experience of EMI (see Table 9).
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Table 8. Categories of different kinds of English subject teachers.

Approach Classification Example

Teachers are unilingual native speakers of English English native Hong Kong,

from an English-speaking country speaker Japan3®

Teachers are native speakers of English from Bilingual English International

an English-speaking country and also speak the native speaker schools in China®’

learner(s)’ language(s)

Teachers are bilingual and also native speakers of Bilingual local Philippines, India,

a local variety of English English speaker Singapore*

Teachers are proficient speakers of English as L2 English Germany*!
proficient

Non-native-speaker teachers must pass an English certified Hong Kong*?

English test

In-service language training provided for teachers English enhanced Malaysia*

needing a higher level of English proficiency

Table 9. Categories of different kinds of EMI learners.

Characteristics Classification Example
Learners must achieve a certain proficiency English certified Japan*

level in English in order to take part in EMI

Learners are unilingual Unilingual South Korea*
Learners are bilingual or multilingual in Bilingual (-) English Estonia*
languages other than English

Learners may be bilingual or multilingual, Bilingual (+) English Denmark,
including English Norway*
Learners have no previous experience of EMI Inexperienced EMI China*
Learners have previous experiences of EMI Experienced EMI Hong Kong*

Learners in EMI contexts may have varying levels of English-language proficiency as
well as varying levels of familiarity with EMI. For example, EMI has a long history in
Danish and Dutch universities, unlike its status in German, French, and Spanish higher
education (Coleman, 2006). Inadequate language proficiency among learners has been
found to impact learners in different ways, including difficulties in understanding lec-
tures, problems communicating disciplinary content, as well as requiring more time to
complete a course (Galloway et al., 2017). Bilingual EMI at secondary level (e.g. South
Africa) often reflects concerns that students’ English proficiency is not sufficient to sup-
port English-only EMI. The proficiency issue for learners is sometimes addressed in a
focus on English across the school curriculum. Lin (2006) analysed teaching practices in
Hong Kong science classrooms and proposed a practical bilingual pedagogical approach,
where most subject content is delivered in L1, except for key terms and recapping in L2.
This would compensate for students’ limited proficiency in English and allow them more
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time to make the transition from L1 to L2 instruction. In the Canadian context, Cummins
(1979) suggested it might take at least three to five years for students to successfully gain
the proficiency needed to fully benefit from immersion programmes where English-
speaking students are taught their school subjects in French. In the case of EMI, students
need to develop the ability not only to understand content taught in English but also to
articulate their understanding of content in English — a capacity that they typically lack
at the beginning of an EMI programme, but which they will have developed at a later
stage when their English proficiency has improved and they have had increased exposure
to full English instruction (Marsh et al., 2000).

Instructional Materials in EMI

Teaching materials often play a crucial role in EMI and may take a variety of different
forms (see Table 10). For example, specially designed materials for CLIL courses may
include additional learning support, including graphs, tables, photos, and language exer-
cises, along with content knowledge (e.g. Spain). The aim is for the materials to provide
easier access to content without overwhelming them with new information (Gray, 2013).
Schools known as “bilingual schools” or “international schools” in some countries use
curriculum and textbooks developed for schools in the US or an Anglophone country. In
China, textbooks published by Anglo-American universities are usually adopted for
EMI, and the relative linguistic demand of the available textbooks are often the most
important criterion for choosing one over the other (Lei and Hu, 2014). However, materi-
als developed for native speakers may not match learners’ language needs, raising prob-
lems in testing students’ actual learning (Koyama and Bartlett, 2011). Some of the
difficulties experienced in introducing EMI in some countries (e.g. Malaysia) have been
attributed to lack of suitable materials for content teachers. Lethaby (2003) cites lack of
appropriate materials as a major source of problems or elite bilingual schools in Mexico.
Lin (2016: 59) points out that in the Hong Kong EMI context there is a “disconnect”
between the models of writing presented in the English subject class and textbooks and
the type of writing students are expected to use in their content classes. As Lin puts it,
“. . .frequently the textbook publishers present the concepts and topics using one set of
genres while the assignment and assessment tasks require the students to produce writing
in a different set of genres”.

Pecorari et al. (2011) observe that whereas in the past, English-language textbooks
were often used in contexts where no suitable materials were available in the learners’
L1, they are currently often chosen “because teachers identify some positive values in
them” (p.314), both in terms of high standards of development and production as well as
their role in supporting incidental learning of English.

Using the Typology

The complete typology of EMI is given in Appendix 1. It describes 51 features across 10
curriculum categories, which were identified when comparing different forms and reali-
zations of EMI. We regard the typology as a first step towards addressing the questions
posed by Macaro et al. (2018: 68):
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Table 10. Categories of different kinds of instructional materials in EMI classrooms.

Approach Classification Example

Authentic texts from the content subjects are Authentic materials University

used ESP or EAP
programmes>’

Specially designed materials in English suitable Designed materials CLIL!

for teaching content subjects in the EMI context

Materials designed for use in English-speaking Native-speaker China, South

countries for English native-speaker teachers materials America®?

and students

Bilingual materials are used Bilingual materials CLILS3

Teaching materials are in English, but the course Cross-language Sweden®*

is taught in another language

materials

Can the research field, as a collective endeavour, arrive at a model of the different learning
situations in which content and language are at issue? Is it possible to identify and then define
relatively stable superordinate and subordinate terminology for these learning situations within

such a model?

The typology seeks to do this by providing a framework and terminology that can be used
to profile the features of EMI in different settings. It can serve as an objective basis for
comparing EMI across different contexts and to document how approaches to EMI are
being modified or changing. The typology can be used to profile characteristics of EMI
and to compare its status in different contexts, as can be seen in Table 11, which illustrates
the status of EMI in what Kachru (1985) referred to as Outer Circle (Hong Kong) and

Table I'l. Summary of categories of Hong Kong, Turkey, and South Korea.

Location Hong Kong Turkey South Korea

Goals Content EMI Content EMI Content EMI
Assessment Content assessment  Content assessment  Content assessment

Curriculum model
Introduction
Access

English course
EMI teacher
English teacher

EMI learner

Instructional
materials

Single medium
Early EMI
Selection model
Supportive

English proficient
English NS
(Native-speaker)
English proficient
Bilingual (+) English
Experienced EMI
Designed materials

Dual medium

Late EMI
Preparatory model
EAP

English proficient
English proficient

Unilingual
Inexperienced EMI
Native-speaker
materials

Dual medium

Late EMI

Concurrent support model
Independent

English restricted

English NS (Native-
speaker)

English proficient
Unilingual

Inexperienced EMI
Bilingual materials
Native-speaker materials
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Expanding Circle (Turkey, South Korea) countries. Table 11 is a summary of these three
representative regions or countries to illustrate the profile characteristics of EMI.

The typology also raises issues that need to be considered in designing, implement-
ing, and evaluating EMI approaches and identifies issues for different stakeholders such
as school administrators, policymakers, researchers, language teachers, content teachers,
teacher trainers, and students. For example:

How is EMI defined and characterized in the context?

What level of English proficiency is needed to successfully teach EMI?

How do teachers and learners navigate teaching and learning in EMI?

What kind of institutional support is provided for content teachers transitioning to
EMI?

How does EMI affect the learning of academic content as well as English?

What level of English proficiency is needed to successfully learn through EMI?
What support is provided for learners transitioning to EMI?

How do teachers and students respond to EMI?

What instructional resources are needed to implement EMI?

What factors account for the success or lack of success of EMI in different
contexts?

The typology can thus be used as a navigator to guide curriculum planners as well as
content and language teachers to find “suitable” sets of parameters to implement effec-
tive EMI teaching according to their cultural and classroom contexts.

An example scenario would be the following:

A prestigious private university in Indonesia plans to use EMI in its international business
diploma in order to ensure that graduates of the program have both good business skills as well
as good English communication skills (Bilingual Content EMI) and also to build in a competitive
edge to their diploma compared to other providers of similar degrees in the region, none of
which offer EMI in their programme. After consultation, the institution decides that initially
they will use a Dual Medium approach, with some modules being taught in English (e.g.
Marketing) and some in Indonesian. The program may later switch to Single Medium, depending
on the effectiveness of EMI and the availability of instructors. In order to be accepted into the
program, potential students must achieve a level of 5 on IELTS (Selection Model). An intensive
three-month English Language course is provided by the university English Language Centre
to prepare students for the IELTS test (English for Academic Purposes). The centre staff are
proficient speakers of English as L2 (English Proficient). EMI teachers must be assessed
informally as having sufficient proficiency in English for EMI (English Competent). A series of
workshops are provided for the EMI instructors to prepare them to use English to teach their
subjects, following successful completion of which the instructors are able to take part in the
program (English Certified). A range of textbooks and materials used in similar programs in
Australia are selected for the EMI modules (Native-Speaker Materials). Assessment throughout
the course will be based both on content as well as language proficiency (Content and Language
Assessment). As the program is being implemented, formative evaluation procedures developed
by staff of the English language centre will be used to monitor the transition to EMI and, if
necessary, additional support will be provided for both teachers and course participants.
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On a final note, Mackey’s concluding comment on his typology of bilingual education
can also serve as an appropriate conclusion to our intentions here:

It is only after we have taken all the variables into account and applied appropriate measures of
them that we can achieve any degree of certainty in our planning in this important and complex
field. Toward this end it is hoped that this preliminary typology may be of some help. (Mackey,
1970: 606)
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Notes

1 University education in Hong Kong is almost exclusively conducted in English. “There was
an increase of 340% in EMI offerings in European universities from 2002 to 2007 and the
same trend is happening worldwide” (Cheng, 2017: 88).

2 Bilingual EMI at secondary level (e.g. South Africa) often reflects concerns that students’
English proficiency is not sufficient to support English-only EMI.

3 ACLIL example is a theme-based module on climate change, for primary school learners, which
requires 15 hours of learning time involving class-based communication with learners in another
country (Coyle et al., 2010).

4 EMLlis increasing in many Japanese universities as a result of the Government’s call to interna-
tionalize local universities. “MEXT [The Ministry of Education, Culture, Sports, Science and
Technology] has stipulated that English instruction should aim at cultivating Japanese students
with communicative English abilities” (Leong, 2017). Borg comments, “there is little evidence
that EMI in itself increases English proficiency” (Borg, 2016) and countries with accepted
higher levels of English do not operate EMI systems in basic education rather than invest in
quality teaching of English as subject” (Simpson, 2019: 10).

5 This is typical in tertiary education EMI, where students’ mastery of content is priority and
“the accuracy with which they use language to communicate may go unnoticed, unchecked,
and this, underdeveloped” (Genesee and Lindholm-Leary, 2013: 22).

6 Inthe US, English language proficiency assessments for English language learners mainly tap
into a language construct, but content is also assessed to some extent, particularly at the higher
levels of English proficiency (Llosa, 2017).

7 The language teacher takes primary responsibility for the CLIL module. The module involves
authentic content learning and communication through the CLIL language, and is scaffolded
through language-teacher input (Coyle et al., 2010).

8 Mostly in post-colonial countries, where the societies have been profoundly influenced by
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19
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the Western education model (Chua, 2011) and where English as an official language used in
multilingual societies to facilitate a shared sense of identity and a shared concept of nation-
hood (e.g. Singapore).

In Hong Kong, math and some science subjects may be taught in English and other subjects
in the national language. As the teaching medium is predominantly the local language in pri-
mary level, secondary students in partial-EMI classes will experience learning content-based
subjects through both local language and English (Poon and Lau, 2016).

A graduate course (such as a degree in Veterinary Science) may be available in both English
and another language. At school level, this is sometimes referred to as immersion or bilingual
education.

Often designed as a preparation for tertiary EMI. Full EMI is used only in higher education.
An issue with transitional approaches “is the lack of both a proper transition to EMI and use
of a specialist pedagogy during the Mol transition period” (Simpson, 2019: 9).

This is found in some applications of CLIL where subject and language teachers work
together following an integrated curriculum. Both teachers are present. The English teacher
in a secondary role assisting when language expertise is needed.

A module on the environment may be taught by teachers of math, health, communications,
and English. The curriculum, along with existing CLIL methods, aims to not only improve
students’ English proficiency, but to also introduce important issues related to interdiscipli-
nary areas valued by the whole world (irican, 2017).

Courses designed for immigrants and others from other non-English speaking countries
(Pausigere, 2013). The teacher presents the content in a way that is comprehensible to English
L2 learners, using language and tasks at an appropriate difficulty level.

Adjunct courses often serve as a type of bridging course to prepare students for EMI instruc-
tion, and may contain a focus on text types, language, and vocabulary of academic subjects,
as well as academic study skills. For example, in pharmacy lecturers in a CLIL approach at
a Spanish university, English is usually used for assignments where previously learnt knowl-
edge needs to be applied yet English is rarely taken into consideration to introduce new con-
tent (Wozniak, 2013).

The main focus is on promoting students’ general English skills such as listening, reading,
speaking, and writing (Coskun, 2013). This often takes the form of an intensive or a pre-
university course designed to help students transition to EMI at university.

This approach is not common, except in post-colonial countries where EMI has a long history,
since the English proficiency level is usually low and insufficient to support EMI.

In Hong Kong the use of EMI may be optional and depend on the school’s ranking.

EMI may be used for certain subjects and not across the whole curriculum.

Tests may serve as a screening device to determine which students need a bridging pro-
gramme and which can progress to EMI. In a Saudi Arabian University, students are required
to take four seven-week learning modules (18 hours) a week and must pass an exam at the end
of each module to enter their undergraduate degree program (Alyami, 2020).

The course is an intensive bridging program to prepare students for EMI at tertiary level.
Courses are designed by language specialists who are familiar with academic genres and with
the language demands of content subjects.

Only possible if all students speak the same L1.

Often described as “General English”, the course covers a range of subjects from the domain
of English, including grammar, the four skills, and in some cases poetry, drama, literature, and
composition.

The English course covers both general English as well as academic and language skills
needed in the content subjects. In some countries, the strand dealing with English for the
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26

27
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36

37

38

39

40

content subjects is sometimes referred to as “language across the curriculum”.

A university language centre typically offers courses that develop skills in the commonest text
types and tasks that occur in the content subjects, as well as study skills.

When used as a bridging course, the focus of the course is general proficiency; however, the
topics in the course may be drawn from the content courses. The textbook series Cambridge
English for Schools followed this approach.

The course is based on the genres, text types, skills and discourse of an academic subject
(Sarmento et al., 2018).

An “Anglophone” school in China for Chinese students, but where classes are taught by
monolingual, usually native speakers of English (An et al., 2019). Students in these schools
may plan to transition to tertiary education in an Anglophone country.

In South Africa (Eastern Cape), over 80% of teachers and learners speak Xhosa as their home
language. Teachers and student in schools use Xhosa as lingua franca, with the use of English
confined to the classroom (Probyn, 2006; Probyn et al., 2002). EMI aims to promote “addi-
tive bilingualism”, maintaining home languages while providing access to and the effective
acquisition of additional languages.

In observations of EMI classes in a Chinese university, teachers rarely switched to the L1
(although with considerable differences among the teachers) and mostly only to explain both
simple and complex concepts in their academic disciplines (Macaro et al., 2020). Students
and teachers can interact and express ideas in English fluently, but they still use their L1 to
supplement their interactions occasionally when referring to examples and direct translations.
Many CLIL teachers in Europe are content specialists but may have restricted English ability,
which may affect students’ learning. For example, results from Sweden CLIL research are
not equally encouraging. One of the factors — classroom interaction — is important for both
students’ language development and subject learning (Sylvén, 2013). However, the amount of
classroom interaction is more limited in CLIL classes than in non-CLIL classes.

In Hong Kong, non-language subject teachers wishing to teach in EMI secondary schools
should have Level 3 or above in English Language of the Hong Kong Diploma of Secondary
Education Examination, or Grade C or above in English Language of the defunct Hong Kong
Certificate of Education Examination.

Intended for teachers who want to gain an online qualification who teach and work in the
medium of English. The certificate is mainly for university professors, lecturers, tutors, and
researchers whose L1 is not English, but who use English to teach students, present academic
results, and interact with colleagues.

Many higher institutions provide workshop-based programs to address the local needs and
demands of EMI educators. These programs can also form a component of pre-service teacher
education programmes for future EMI teachers whose L1 is not English.

A Canadian teacher of a content subject in Canada who now teaches his/her subject in an EMI
context in a non-Anglophone country such as China.

Teachers in elite EMI secondary schools in Hong Kong typically teach the top tier of students
in terms of English and academic backgrounds. An assumption is that teachers who have
experience in EMI will have developed the ability to teach the language required in the con-
tent subject.

In some contexts, expatriate English teachers teach the English subject, as with some schools
in Hong Kong and the JET program in Japan.

Teachers tends to use the learner’s language for direct translation and in relation to daily
experience.

Form of EMI provision varies among the teachers working in different types of institutions.
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In lessons, teachers have above-average competence in English and a special interest in inter-
cultural communication (Agudo, 2012).

In Hong Kong, qualifications are needed to be an English Teacher. There are several qualifi-
cations available, such as PGCE, TEFL, IELTS, CELTA, etc.

Many in-service professional development programmes are available, providing support in the
knowledge and skills needed in teaching English, often provided by local higher institutions.
For the English-taught program (ETP) at a Japanese University, strict language-testing
benchmarks for admission are clearly defined. Students must provide a threshold evidence of
language proficiency through internationally recognized tests such as the TOEFL or IELTS
(Brown, 2014).

Due to the late introduction of EMI (i.e. at tertiary level), leaners’ inadequate English ability
may limit their learning in EMI (Kim, 2017).

Some students may be bilingual in Estonian and Russian but with limited or no English.

In Nordic countries, students face few problems in learning through EMI since most have
acquired English both from instruction and informally (Airey et al., 2017).

Some high schools in China use EMI and academic subjects taught partly or entirely in
English; however, many students experience difficulty due to their inexperience with EMI.
Since there is an early introduction of English in the curriculum, students may encounter less
challenges in learning through full EMIL.

These may sometime be adapted or used in conjunction with bilingual glossaries and study
guides. The aim is to enrich learners’ English exposure and production in EFL contexts
(Ahmed, 2017).

Designed materials for CLIL courses may include additional learning support, including
graphs, tables, photos, and language exercises, along with content knowledge (e.g. Spain).
The aim is for the materials to provide easier access to content without overwhelming them
with new information (Gray, 2013).

Schools known as “bilingual schools” or “international schools” in some countries use cur-
riculum and textbooks developed for schools in the US or an Anglophone country. In China,
“textbooks published by Anglo-American universities are usually adopted for EMI, and the
relative linguistic demand of the available textbooks are often the most important criterion for
choosing one over the other” (Lei and Hu, 2014). However, materials developed for native
speakers may not match learners’ language needs, raising problems in testing students’ actual
learning (Koyama and Bartlett, 2011).

CLIL courses may present subject-based content in two languages (Coyle et al., 2010;
Richards and Rodgers, 2014). CLIL includes courses at primary and secondary level.

“In many countries (including Sweden), the textbook is increasingly in English, even in
courses which are otherwise taught in the local language” (Pecorari et al., 2011), presenting
difficulties for students who do not have advanced-level reading skills in English (Ward,
2001).

References

Agudo JDM (2012) Teaching and Learning English Through Bilingual Education. Newcastle:

Cambridge Scholars Publishing.

Ahmed S (2017) Authentic ELT materials in the language classroom: An overview. Journal of

Applied Linguistics and Language Research 4(2): 181-202.

Airey J (2011) Talking about teaching in English: Swedish university lecturers’ experience of

changing teaching language. /berica 22: 35-54.

Airey J (2012) I don’t teach language: The linguistic attitudes of physics lecturers in Sweden. A/LA

Review 25: 64-79.



20 RELC Journal 00(0)

Airey J, Lauridsen KM, Résédnen A, et al. (2017) The expansion of English-medium instruction
in the Nordic countries: Can top-down university language policies encourage bottom-up
disciplinary literacy goals? Higher Education 73: 561-576.

Alyami A (2020) The relationship between teachers’ reflective practices and teacher autonomy in
language learning classrooms in Saudi Arabia. PhD Thesis, Macquarie University, Australia.

An J, Macaro E and Childs A (2019) Language focused episodes by monolingual teachers in
English Medium Instruction science lessons. Journal of Immersion and Content-Based
Language Education 7(2): 166—191.

Basturkman H and Shackleford N (2015) How content lecturers help students with language: An
observational study of language-related episodes in interaction in first year accounting class-
rooms. English for Specific Purposes 37: 87-97.

Borg S (2016) English Medium Instruction in Iraqi Kurdistan. London: British Council.

Brown H (2014) Contextual factors driving the growth of undergraduate English-medium instruc-
tion programmes at universities in Japan. The Asian Journal of Applied Linguistics 1(1):
50-63.

Cheng R (2017) A sneak peek at training English-medium instructors in China. Journal of
Immersion and Content-based Language Education 5(1): 87-109.

Chua C (2011) Singapore’s E(Si)nglish-knowing bilingualism. Current Issues in Language
Planning 12(2): 125-145.

Coleman JA (2006) English-medium teaching in European higher education. Language Teaching
39(1): 1-14.

Coskun A (2013) An investigation of the effectiveness of the modular general English language
teaching preparatory program at a Turkish university. South African Journal of Education
33(3): 1-18.

Coyle D, Hood P and Marsh D (2010) Content and Language Integrated Learning. Cambridge:
Cambridge University Press.

Cummins J (1979) Linguistic interdependence and the educational development of bilingual chil-
dren. Review of Educational Research 49(2): 222-251.

Curriculum Development Council (CDC) (2017) English language education: Key learning area
curriculum guide (Primary 1-Secondary 6). Report, Hong Kong Government, Hong Kong.

Czura A and Papaja K (2013) Curricular model of CLIL education in Poland. International Journal
of Bilingual Education and Bilingualism 16(3): 321-333.

Dalton-Puffer C (2007) Discourse in Content and Language Integrated Learning (CLIL)
Classrooms. Amsterdam, The Netherlands: John Benjamins Publishing.

Dearden J (2015) English as a medium of instruction — a growing global phenomenon. Available at:
https://www.britishcouncil.org/sites/default/files/e484 emi - cover option 3 final web.pdf
(accessed 20 August 2020).

Galloway N, Kriukow J and Numajiri T (2017) Internationalisation, higher education and the
growing demand for English: An investigation of the English medium of instruction (EMI)
movement in China and Japan. Available at: https://www.teachingenglish.org.uk/sites/
teacheng/files/H035%20ELTRA%20Internationalisation HE and%?20the%20growing%20
demand%20for%20English%20A4_FINAL WEB.pdf (accessed 20 August 2020).

Genesee F and Lindholm-Leary K (2013) Two case studies of content-based language education.
Journal of Language and Content-Based Education 1: 3-33.

Gray J (2013) Critical Perspectives on Language Teaching Materials. London: Springer.

Hultgren AK (2020) Global English: From “Tyrannosaurus Rex” to “Red Herring”. Nordic
Journal of English Studies 19(3): 10-34.

Irican ES (2017) A comparative study on basic education curricula of Finland and Turkey in for-
eign language teaching. International Journal of Curriculum and Instruction 9(2): 137-156.


https://www.britishcouncil.org/sites/default/files/e484_emi_-_cover_option_3_final_web.pdf
https://www.teachingenglish.org.uk/sites/teacheng/files/H035%20ELTRA%20Internationalisation_HE_and%20the%20growing%20demand%20for%20English%20A4_FINAL_WEB.pdf
https://www.teachingenglish.org.uk/sites/teacheng/files/H035%20ELTRA%20Internationalisation_HE_and%20the%20growing%20demand%20for%20English%20A4_FINAL_WEB.pdf
https://www.teachingenglish.org.uk/sites/teacheng/files/H035%20ELTRA%20Internationalisation_HE_and%20the%20growing%20demand%20for%20English%20A4_FINAL_WEB.pdf

Richards and Pun 21

Jappinen AK (2005) Thinking and content learning of mathematics and science as cognitional
development in Content and Language Integrated Learning (CLIL): Teaching through a for-
eign language in Finland. Language and Education 19(2): 147-168.

Kachru B (1985) Standards, codification and sociolinguistic realism: English language in the outer
circle. In: Quirk R and Widowson H (eds) English in the World: Teaching and Learning the
Language and Literatures. Cambridge: Cambridge University Press, 11-36.

Kim E (2017) English medium instruction in Korean higher education: Challenges and future
directions. In: Humphreys P, Fenton-Smith B and Walkinshaw 1 (eds) English Medium
Instruction in Higher Education in Asia-Pacific: From Policy to Pedagogy. Cham: Springer,
53-69.

Koyama JP and Bartlett L (2011) Bilingual education policy as political spectacle: Educating
Latino immigrant youth in New York City. International Journal of Bilingual Education and
Bilingualism 14(2): 171-185.

Lasagabaster D and Sierra JM (2010) Immersion and CLIL in English: More differences than
similarities. ELT Journal 64(4): 367-375.

Lei J, Hu GW (2014) Is English-medium instruction effective in improving Chinese undergradu-
ate students’ English competence. International Review of Applied Linguistics in Language
Teaching 52(2): 99-126.

Leong P (2017) English-medium instruction in Japanese universities: Policy implementation and
constraints. Current Issues in Language Planning 18(1): 57-67.

Lethaby C (2003) Private English/Spanish bilingual education in Mexico: Looking at our reality.
MexTESOL Journal 26(3/4): 1-9.

Lin AM (2006) Beyond linguistic purism in language-in-education policy and practice: Exploring
bilingual pedagogies in a Hong Kong science classroom. Language and Education 20(4):
287-305.

Lin AM (2016) Language Across the Curriculum and CLIL in English as an Additional Language
(EAL) Contexts. Singapore: Springer Science+Business Media Singapore Pte Ltd.

Llinares A, Morton T and Whitaker R (2012) The Role of Languages in CLIL. Cambridge:
Cambridge University Press.

Llosa L (2017) Assessing students’ content knowledge and language proficiency. In: Shohamy
E, Or I and May S (eds) Language Testing and Assessment. Encyclopedia of Language and
Education. 3rd ed. Cham: Springer, 3—14.

Lo YY and Lin AMY (2019) Teaching, learning and scaffolding in CLIL science classrooms.
Journal of Immersion and Content-Based Language Education 7(2): 151-165.

Macaro E (2018) English Medium Instruction. Oxford: Oxford University Press.

Macaro E, Curle S, Pun J, et al. (2018) A systematic review of English medium instruction in
higher education. Language Teaching 51(1): 36-76.

Macaro E, Tian L and Chu L (2020) First and second language use in English medium instruction
contexts. Language Teaching Research 24(3): 382—402.

Mackey WF (1970) A typology of bilingual education. Foreign Language Annals 3(4): 596-606.

Marsh HW, Hau KT and Kong CK (2000) Late immersion and language of instruction in HK high
schools-achievement growth in language and nonlanguage subjects. Harvard Educational
Review 70(3): 302-346.

Met M (1999) Content-based instruction: Defining terms, making decisions. NLFC Reports, The
National Foreign Language Centre, Washington, DC, January.

Miller L (2020) Teaching Content in English: Principles and Pedagogy. Singapore: Regional
Language Centre (RELC) Inc.



22 RELC Journal 00(0)

Pauline B, Phillison R, Raatahana V, et al. (2016) Why English? Confronting the Hydrabrid.
Bristol: Multilingual Matters.

Pausigere P (2013) Education and training initiatives at the Central Methodist Church Refugee
House in Johannesburg. Perspectives in Education 31(2): 42-52.

Pecorari D (2020) English medium instruction: Disintegrating language and content. In: Dimova
S and Kling J (2020) Integrating Content and Language in Multilingual Universities. Cham:
Springer, 15-36.

Pecorari D and Malmstréom H (2018) At the crossroads of TESOL and English medium instruction.
TESOL Quarterly 52(3): 497-515.

Pecorari DP, Shaw PH, Malmstrom, et al. (2011) English textbooks in parallel-language tertiary
education. TESOL Quarterly 45(2): 313-333.

Poon AYK and Lau CMY (2016) Fine-tuning medium of instruction policy in Hong Kong:
Acquisition of language and content-based subject knowledge. Journal of Pan-Pacific
Association of Applied Linguistics 20(1): 135-155.

Probyn M (2006) Language and learning science in South Africa. Language and Education 20(5):
391-414.

Probyn MJ, Murray S, Botha L, et al. (2002) Minding the gaps — an investigation into language
policy and practice in four Eastern Cape districts. Perspectives in Education 20(1): 29-46.

Richards JC and Pun J (forthcoming) Implementing English medium instruction: Challenges for
the EMI instructor.

Richards JC and Rodgers TS (2014) Approaches and Methods in Language Teaching. 3rd ed.
Cambridge: Cambridge University Press.

Sarmento S, Viana V and Bocorny AE (2018) Teaching English for Specific Purposes. ELT
Development Series. Alexandria: VA: TESOL Press.

Simpson J (2019) English Language and Medium of Instruction in Basic Education in Low-and
Middle-Income Countries: A British Council Perspective. London: British Council.

Sylvén LK (2013) CLIL in Sweden—why does it not work? A metaperspective on CLIL across
contexts in Europe. International Journal of Bilingual Education and Bilingualism 16(3):
301-320.

Thompson G and McKinley J (2018) Integration of content and language learning. In: Liontas
JI, DelliCarpini M and Abrar-ul-Hassan S (eds) TESOL Encyclopedia of English Language
Teaching. Hoboken, NJ: Wiley, 1-11.

Ward J (2001) EST: Evading scientific text. English for Specific Purposes 20: 141-152.

Wozniak M (2013) CLIL in pharmacy: A case of collaboration between content and language
lecturers. Language Value 5(1): 107-128.

Xu D and Harfitt GJ (2019) Teacher language awareness and scaffolded interaction in CLIL science
classrooms. Journal of Immersion and Content-based Language Education 7(2): 212-232.

Yuan R (2020) Promoting EMI teacher development in EFL higher education contexts: A teacher
educator’s reflections. RELC Journal 51(2): 309-317.



23

Richards and Pun

(panunuop)

INERA

IW3 SIPPIW
[NERARLE
3uidpug
Bunlpy
paJ13ys
Aaeuydidsipaaiu|
9AIBIOQE||0D
[euonisue. |
wnipaw |9|jeJed
wnipaw [enq
wnipaw 3j3ulg

uoeaNpa J3ySiY Ul A|Uo SunN230 T €

uolEINP3 J3ySIY 03 SINUIIUOD PUB [00YdS AJBPUOISS Ul SIDUBWWOD [T ‘T

uoeINpa JU3yS1Y 03 saNURUOD pue [ooyds Atewiad 4o [ooyds-a4d uj SIIUBWIWOD |INT *|

|3 ©3 uonisue.l 03 syuapnis saJdedaud asunod 3uidpriq Jo Auojesedaud v "'

SJUBWIUSISSE PAJBUIPIO-0D PUE JSBQ JUIIUOD SWES Y3 YIIM Padjul| dJ. 3s.un0d d3en3ue| pue JUIU0d  'g'E
sjuapnis a3endue| puodas Joj pausisap A|[edads sse|d JUaIUOD B SBYDEI) J3YDEI) JUSIUOD) /'€
Suiyoeay ayy aJeys saul|didSIp JUSIBYIP JO SIAYEI ] '9°¢E

S9SSE[D JUSIU0D SUIYIE) Ul IBIOGE||0D J2Yde] YsI|3ug Syl puB JaYydea) JUAIU0d Y] ‘G’
ys13ug ui 3y3nel uaae| pue adendue| Jayroue Ul IySnel Ajjeniul s123[gns sawog 4

agen3ue| Jayroue pue ysi3ug ul yroq ay3nes s1dalgns sawos '¢'¢

a8en3ue| Jayroue ul suay3o pue ysiSug ul 3y3nes s1d3lgns sawog ‘7'¢

ysj3u3 ui 3ysnea sadendue| uSiauoy 3dedxa s323[qns 3ua3u0d Jofew || *| '€

IW3 jo
uononpo.ju|

s|jopow
winnaanD

uonedyisse|)

yoeouddy

JuaWIssasse agen3ue
JUDWISSSSE

a8en3ue| pue Jualuo0D)
JUSWISSISSE JUSIUOD)
IW3 Aouayoud

1IN [B4n3N2J33U]

1IW3 3ua3u0d [enduljig

[NERISTS)

Aouapiyoud adendue| uo paseq JUBWISSISSY ‘€7

Aouadiyoud a3en3ue| pue A193SBW JUIIUOD UO PISe] JUSWSSISSY "'
AJ21SBW 1UIIUOD UO PIseq JUBWISSISSY *| T

ys13ug ui Aouamdyoud Suiroaduwy |

S||>|S UOIIEDIUNWIWIOD [BUN3|N2J3)ul SuluJeaT €|

saden8ue| om) Ul S||D|S PUB JUIUOD djWapede Suluies] 7’|

ys1j3ug y3nouya s||ijs pue JUIUOD djwWwdpede Sulules ||

JuauuSsassy

sasodung

uonedyisse|D)

sjeod Auewiid

‘IIWT jo ASojodfr v *| xipuaddy



RELC Journal 00(0)

24

(panunuo))

pascuatiadxa |43
Jaydesy
3U23U0d paduUdLIRdX]

paure |3
paia2 ysijdug

juazadwod ysi3ug
pa121a3saJ ysiSug
auapyoad ysijSug
SN ys!3ug [endulig
Jayoeas [enduijouol,|
sasodund

s1y19ads Joy ysijdug
yoeoudde snewsy |
sasodund

dIWwapede 4o} ysijSug
9AnJoddng
Juapuadapu|

[opow [en3uljiiny
[opow

140ddns jua.aunduod)
[opow Aiojesedaid
[9pow uo23|9s

[T Ul dudliadxd dARY SIdYdER] ¢/

PeO.IGE 1X3IU0D ||JJ UE Ul 30U Inq A1unod suoydojSuy ue ul s193[qns 1usIU0d 1Y3nel SARY SJSYdEd | 8/
13 Buisn ur Sulureay jeo13o3epad [e1dads aAI9al SJayde | "7/

I3 Buisn ur Sulureay ysi3ug jerdads aA192a. suayded | ‘9°/

I3 40} Aduaidiyoud

ys1j8ug usidyyns SulAey se passasse 9q O ||JJ YIeo1 03 1591 Adusidio.d e ssed asnw saeydes] g/
ys1j3ug ur Aousdyo.d paliwi| 9ARY SISYdED | b/

771 se ysi3ug jo suojeads 3usidyoud sue saydes) g/

(s)a3en3ug| saauuea| ay3 deads osje pue ysijSug Jo siayeads dSAIIRU dJB SIBYIBD | T/

|7 S3uapnis ay3 yeads 10u op pue ysijdug jo suadeads [enduljiun aJe suaydea] “|/

eaJe Aseurjdidsip oyads e ul 9duaadwod Aseurjdidsip 4oy syuspnis sadedaud asunod ysi8ug ay] ‘§'9
JU9JUOD DIWAPEdE [eIaUd3 Jo d3ukd B SOPN|dUI 3s4n0d ysijSug ay] '$'9

I3 40} papaau s||ib|s ADe.1| pue dIWapedE [etauds Jo 93Ukl B SISA0D 3S4N0D YsijSuz ay] '€'9
|3 404 140ddns sapnjpul 3sanod ysijdug ay| ‘7’9

I3 ©2 padjul| 20U S| 3s4n0od YsijSuz Y] '|'9

[IW3 O3 uonisue.l 03 syuspnas 3|qeus o3 A|jeniul [enduljiq 99 Aew SuIydea] H'§

140ddns a8en3ue| [eUONIPPE PRJaYO 3 [9A3] AJBI1ID) JB SIUSPMIS "€°G
W3 03 Jord weudouad AnsasAiun-aud e 939|dwod Isnw JuapnI§ “T'§
ysij3ug ui [9A3] Aduaidijo.d B 91BJISUOWSP ISNW SIUBPNIS *|°§

J3yoea)
IW3 24l

IW3
pue 9s4nod>

ysnduz ayy

IW3
03 ssaddyY

uonedyIsse|D)

yoeouddy

(penunuo)) *| xipuaddy



25

Richards and Pun

s[elia1eW
a8en3ue|-ssouD)
sjelsa3ew [endulig
s[elsa3eW
Javeads-aAneN
sjelsa3ew paudisaq
S[el49IBW dUIYINY
|3 padualiadxy
INERERIEIREET]
ysi3u3 snid [enduijg
ysi|3u3

snujw [enduljig
ysijdug

snujw [enduljiun
pPay1ad ysijdug
pasueyua ysijSug
pai4a3 ysijdug
juayoud ysijdug
SN ys!jdu3

SN ys!3ug [enduig
SN ys!3u3

aden3ue| Jayroue ul 3y3nel S| 9sunod aY1 Ing ‘ysi3ug ul aJe sjeliarew 3ulydes] ‘G'0|

pasn aJe sjel4a3ew [enduljig ‘H°0|

sjuapn3s

/s49Yoea] Jdeads-aAeu ysijSug 4oy saLunod Supjeads-ysijSug ul asn 4oy paudissp s|eluaiely ‘€70
IXIUOD |4 Ul s323[qns 3ua3u0d Sulydesl Joy 3|qelins ysijSug ui sjeluaiew paudisap Ajjenads 70|
pasn aJe $323[gNns JU3IUOD Y3 WO SIX3) dUBYINY |0 |

|3 Jo 2dualiadxa snoiraud aAey suauled '9'6

1IWT Jo @dudliadxa snolaaud ou aAey suauIedT "G4

ys13ug Buipnpaur ‘lenduljinw Jo [enduljiq 9q AeW SJdUIRIT H6

ys13ug ueyy uayao sadendue| ul [enduljnw Jo [enduljiq dJe SJauJed €6

[en3uljiun aJe sJsuJeaT "T'6

I3 Ul 24ed 9>je1 01 J4spJo ul ysij3ug ul [9A3] Aduaidljo.d urelisd B 9ASIYDE ISNW SISUIRST *| 6

Aouaidiyoud ysij8ug Jo s|aA3)] J2yS1Y o) SPaaU YaIM SJiaydea) Joj papiaoad Suluieny agendue| ad1AI9s-U| '9'g
1593 ys1j8ug ue ssed 3snw siaydea) ysijSug Jadeads-aAneu-uoN ‘G’

71 se ys1j3ug jo suajeads juardyoud aue suaydes] ‘4'g

ys1j3ug jo A19LIeA [BI0| B JO SJeads SAIRU SJE SU9YdRI ] '€'8

(s)a3en3ug| (s)J4auues)

a3 deads osje pue Anunod 3upjeads-ysijdug ue wody ysij3ug Jo sua>eads SAIBU DU SI9YdES | 7T']
A1nunod 3upjeads-ysijSug ue wouy ysij3u3 jo suaxeads sAieu [enduljiun aJe siaydes| '|'g

IW3
ui sjelayew
|euoi3dnJjsu]

JauJes)
IW3 34l

Jaydeay
323[qns
IW3 34l

uonedyisse|)

yoeouddy

(penunuo)) *| xipuaddy



