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This study examines the various needs of new professors at a Korean 
university, focusing on professional development issues and English 
language challenges for those required to teach in English due to English-
medium instruction (EMI) policies. Through a qualitative analysis of 
coaching reports, we explored the specific needs of professors in various 
academic fields, such as pedagogical methods, course management, and 
the demands of teaching and research. This investigation highlights the 
distinctive challenges faced by new professors due to EMI policies. These 
demands not only add another set of language related challenges, but may 
compound the other typical professional challenges of new professors. 
These results can inform those involved in university faculty coaching. 
The results also show limitations of typical coaching programs at Korean 
universities, difficulties with EMI policies, and a need for further 
professional development programs for professors, especially for those in 
EMI contexts.  
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1 Introduction 

 

Pedagogical coaching for university faculty consists of facilitated, guided 

learning, rather than instructing clients directly; and helping clients to develop 

a sense of self-awareness, responsibility, and self-efficacy (Cornett & Knight, 

2009). The practice has become more common at the tertiary level in recent 

decades as more focus is placed on faculty and professional development 

(Cariaga-Lo et al., 2010; McKee & Tew, 2013). This focus on faculty 

development arises from the recognition that expertise in one’s academic 

discipline does not necessarily translate into expertise in teaching one’s 

discipline, especially at the university level (Kugel, 1993). In the 1960s, 

colleges and universities in the U.S. began to establish teaching and learning 

centers to offer support services to faculty, particularly teaching enhancement 
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programs, to improve the quality of teaching and faculty development; over 

the following decades these programs grew to focus on student-centered 

instruction, research on tertiary instruction, and organizations and conferences 

for researching and promoting faculty development (Cruz & Rosemond, 2017; 

Ouellett, 2010; Singer, 2002). Such centers offer faculty coaching services, 

especially for newer professors, by coaches who are educational consultants 

with training and experience in education. Through workshops, classroom 

observations, and one-on-one coaching, consultants provide help with teaching 

methods and other practical skills. Coaching for university faculty is 

individualized, non-evaluative, and supportive in nature (McDowell et al., 

2014). Such consulting and professional development work tends to focus on 

improving professors’ sense of self-efficacy, that is, helping professors to 

improve their own sense of competence as classroom instructors and mentors, 

and helping professors to perceive themselves as able to improve and develop 

expertise in their teaching roles (Bandura, 2001; Schunk, 1995; Schunk & 

Pajares, 2002).  

In South Korea, this trend began in the late 1990s and early 2000s with 

the establishment of centers for teaching and learning (CTLs) at many Korean 

universities, offering support programs for faculty and students, as well as e-

learning programs (Park, 2011). Faculty support services entail pedagogical 

coaching, micro-teaching workshops, and workshops in pedagogical methods, 

pedagogical issues, and English medium instruction (EMI), especially for 

newer professors. Coaching in North American and Korean contexts is often 

conducted by an educational consultant, usually with a Ph.D. and background 

in education or educational psychology. At Korean universities, the consultant 

often works as a research professor at a teaching and learning center, and may 

also come from a background in language education as well. Coaches in North 

America, Korea, or other countries, with their background in educational 

psychology, are often not knowledgeable of the client professors’ academic 

fields. They thus often act as advice givers, not as experts prescribing teaching 

practices, and as in other countries, tend to focus on promoting professors’ 

teaching skills, professional development, and self-efficacy.  

 

1.1 Coaching in the Korean context  

 

New tenure-track professors in Korea are hired for initial contracts (of 3-6 

years, depending on the university), which can be renewed for several more 

years, after which the contracts can be renewed again with tenure status. 

Contract renewals are based mainly on evaluation of their research and 

publication output, as measured by quantitative criteria for the number of 

domestic and international and domestic publications, especially in 

internationally indexed journals. At the university examined in this study, their 

first contract renewal also requires completion of instructional development 

programs offered through the university’s Center for Teaching and Learning 
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(CTL). The criteria for these programs have been decided administratively by 

the CTL and the academic affairs office. Some of the following are typically 

required: (1) attending new faculty orientation seminars; (2) receiving 

instructional coaching from a CTL research professor; (3) participating in 

mock micro-teaching workshops; and (4) attending several CTL workshops on 

pedagogy. These workshops include a range of topics such as teaching 

methods, assessment, EMI skills, and presentation skills. While some of these 

requirements are typical of Korean universities, the coaching and pedagogical 

workshops are less common, and the requirements for pedagogical development 

at this university are more rigorous than at most Korean universities.  

For professors at some universities in Korea, their teaching load is 
increasingly affected by English-medium instruction (EMI) policies, whereby 
professors are encouraged or required to teach content courses in English, even 
though it is not the first language of most professors and students. The 
motivations for EMI in Asian countries include globalization pressures, 
competition for university rankings, encouraging international research 
collaboration, and the assumption that such a learning environment will help 
students acquire the academic English needed for studying and working in their 
fields (Byun et al., 2011). Since the mid-2000s, most new professors at top 
universities have been required to teach in English, and they are expected to 
conduct class sessions entirely in English. The added burden of EMI 
differentiates the Korean context, as most coaching research and training has 
been in the North American and similar contexts, where English is the primary 
language. At East Asian universities with EMI policies, the burden of 
preparing and conducting classes in English complicates professors’ roles as 
teachers and researchers. As the following literature review shows, little 
research has been conducted on professional development needs of new 
professors in Korea, especially their needs in an EMI context.  

 

 

2 Literature Review 

 

Various studies of university faculty coaching indicate significant advantages 

of coaching for teacher efficacy, teaching practices, reflective thinking skills, 

job satisfaction, student outcomes, and professional development from 

particular forms of coaching like cognitive and peer coaching (Cornett & 

Knight, 2009). Faculty coaching often involves general reflective coaching and 

cognitive coaching methods, which focus on cultivating teacher efficacy, and 

their advantages have been shown in qualitative studies (Edwards & Newton, 

1995). A good deal of research on coaching and faculty professional 

development has focused on fields with specific needs such as medicine (e.g., 

Steinert et al., 2016), business (e.g., Dillon et al., 2020), and engineering (e.g., 

Mayled, 2020).  
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Studies of North American universities show that those institutions use 

several methods for faculty development, generally through their teaching and 

learning centers (Geis et al., 1981; Graham, 2017; Gullatt & Weaver, 1997) (or 

hereafter, CTLs, for centers for teaching and learning). Workshops and other 

CTL activities often address topics such as the use of technology, new theories 

and methods for teaching and learning, grant applications, teaching portfolios, 

faculty evaluation procedures, test design, student evaluation, lesson planning, 

advice for publishing research, and research methods. Classroom observation 

and feedback from colleagues or instructional coaches can also be effective, 

and professors generally rate such experiences positively (Atkinson & Bolt, 

2010). However, in the Korean context this is usually not feasible and not 

typically done, as Korean professors would regard a classroom observer 

uncomfortably (e.g., due to a perceived challenge to one’s sense of “face,” a 

strong sociocultural factor in Korea). 

Research on coaching and faculty development programs in Western 

nations has shown numerous benefits (McKee & Tew, 2013). New professors 

may first focus on their teaching role in the classroom and the content area 

knowledge, before shifting to a more student-centered focus on how effectively 

students are able to learn the course contents (Kugel, 1993). Faculty programs 

can help newer professors to articulate and reflect on their teaching goals, 

practices and beliefs to improve their teaching (McDowell et al., 2014; 

Sandretto et al., 2002; Sorcinelli, 1994, 2007). Such self-examination and 

training in reflective practice are needed because teachers’ explicitly stated 

beliefs about teaching may not correspond to actual teaching practice, due to 

conflicting tacit or unexamined beliefs; for example, though teachers may 

assent to modern teaching methods, they may however follow teacher-centered 

and information transfer models of teaching (Kane et al., 2002). Professors 

may also need time to reflect on and modify these implicitly held views and 

practices, or mental models (Brancato, 2003).  

Peer coaching has received some attention, which involves expert 

coaching from teachers trained in particular methods or content areas, such as 

more senior professors, or reciprocal coaching with colleagues who are equals 

or near-equals (Ackland, 1991; Huston & Weaver, 2008). Qualitative survey 

studies report advantages in cultivating a collaborative environment, and 

developing teaching skills and professional skills, e.g., via formal or informal 

programs that involve peer classroom observations, planning sessions, 

informally sharing advice, collaborative development of curricula and 

materials (Showers & Joyce, 1996; Swafford, 1998). This can provide not only 

less experienced professors with practical, specific career advice, intellectual 

guidance, but also emotional support (Sands et al., 1991).  

Research on coaching has generally examined its benefits and 

effectiveness, or issues specific to pedagogy in particular fields such as 

medicine. However, very few studies have examined the issues typically 

discussed in coaching. One survey study of professors reports somewhat more 
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specific information, as clients reported that coaching helped them improve in 

areas such as course design, engaging students more effectively, improving 

teaching styles and methods, formulating course objectives, lecture and 

discussion techniques, syllabus design, managing student feedback, and 

understanding students, with teaching practices being the most beneficial area 

(Jacobson et al., 2009). Otherwise, specific information on needs and issues 

dealt with in university faculty coaching seems lacking, and no known research 

has dealt with this in the Korean context.  

EMI is a growing phenomenon in university settings where English is 

not the native language, yet it presents challenges to those involved, especially 

for faculty (Macaro et al., 2018; Pecorari & Malmstrom, 2018). Limited 

research exists regarding the impact of EMI on professors’ teaching in such 

contexts, and no known research has dealt with coaching in an Asian EMI 

contexts. A small body of research on EMI and professors in Korea has 

examined in-class teaching issues. For example, survey studies of professors 

report that they encounter difficulties with explaining course contents, covering all 

the necessary course and lecture contents in time, and dealing with students’ 

English limitations in doing their coursework (Byun et al., 2011; Choi, 2013; 

Kim, 2011). Professors reportedly compensate for these difficulties by 

speaking more slowly, using repetition, and using simplified vocabulary, and 

thus, they find EMI less useful for explaining important concepts (Hwang, 

2013). The only known systematic study of EMI challenges and perceptions 

from the perspective of Korean professors in Korea (Park et al., 2022) reported 

that professors at top universities in the Seoul area with EMI policies generally 

saw benefits of EMI for helping students with English abilities, attracting 

international students, and developing cross-cultural benefits. Yet a majority 

of them felt a need for more flexibility in EMI policies (e.g., in the number of 

EMI courses, or how strictly English usage should be followed for class 

sessions). Many held negative feelings toward required professional development 

programs (such as CTL programs) for EMI certification, or had not had 

sufficient opportunities or experience with EMI professional development 

programs. 

The above literature review indicates some gaps in the research, namely, 

specific types of coaching issues that coaches should be ready for, i.e., the 

specific needs that clients would have, especially newer professors; coaching 

issues at East Asian universities; and the English needs of professors in an EMI 

setting and the English skills for publishing and conference presentations. 

Information on specific needs and issues of clients (professors) would be useful 

for novice coaches and university administrators, especially in similar contexts. 

CTLs and coaches would benefit from information on types of issues that will 

likely arise in typical coaching sessions. Thus, the following research questions 

are proposed.  
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(1) What are the particular needs of newly hired professors at Korean 

universities?  

(2) What English-related needs do newly hired professors have in an EMI 

context? 

 

To examine these questions, coaching reports from a Korean university’s 

CTL were examined and particular issues were categorized.  

 

 

3 Method 

 

A qualitative content analysis and needs analysis was conducted by examining 

coaching reports from coaching sessions with professors, and classifying the 

issues that arose in the discussions. This constitutes a case study of EMI at a 

single university, for a more contextualized, in-depth and holistic study of new 

professors.  

Our literature review mainly found research on the benefits of coaching, 

but the literature contained little practical information or guidance on specific 

coaching issues, or studies of coaching in the Korean context, or in EMI 

contexts. Thus, this study also attempts to fill this gap by identifying a number 

of specific needs of newer professors, to inform other pedagogical coaches and 

CTLs about issues to anticipate and address in their programs.  

At the university examined (hereafter, S University), newly hired 

professors in most departments are required to see an educational consultant at 

the CTL for at least one coaching session as part of a faculty development 

program to be completed before contract renewal. The consultant has served 

as a research professor at the CTL, holds a Ph.D. in educational psychology, 

and also has a background in applied linguistics. The clients are newly hired 

professors on an initial three-year contract as tenure-track assistant or associate 

professors. They are required to attend coaching sessions, lasting 40-60 

minutes each, and participate in a micro-teaching workshop in their first two 

years at the university in order to renew their contracts.  

The coaching sessions were semi-structured, as the coach probed their 

self-perceived strengths and needs, and offered suggestions. Each session 

consisted of general open-ended questions raised by the coach that were 

designed as prompts to elicit freestyle responses from the clients on whichever 

topics they felt a need to discuss (e.g., how teaching and work are going, 

challenges encountered in teaching, strengths and weaknesses as a teacher, and 

any questions s/he might have about teaching). The coach’s role was to 

enhance the client’s sense of pedagogical efficacy as a classroom instructor, 

by eliciting ideas from the client, suggesting ideas, or strategizing means of 

improving their teaching and professional development. Some clients came for 

follow-up sessions, where the second session included similar open-ended 

follow-up questions. Thus, specific topics and issues were mostly raised by the 
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clients rather than the coach. The coach wrote up a detailed summary of topics 

discussed for in-house administrative purposes. These coaching reports 

comprise the materials used for the content and needs analysis (with the 

consent of the professors, of course). Permission was obtained from all clients 

for use of their coaching reports for this study.  

Issues that regularly arose often involved the language of instruction. 

Most new professors at S University are required to teach courses in English, 

at least during their initial contract period. This policy supports the university’s 

EMI policy, which was implemented in 2005 to boost international university 

rankings and attract more international students. Unlike other universities in 

Korea, the CTL at S University was initially established to support faculty 

teaching subject matter in English in 2003. These language issues thus form a 

significant portion of the coaching topics discussed below.  

For each coaching session, a detailed coaching report was written 

(immediately after each session, from the coach’s detailed notes), which 

carefully recorded all the questions and issues that arose during the session. 

Our content analysis began by identifying general themes and topics in the 

coaching reports. All these issues were collected, summarized, and compared 

via open coding, which naturally fell into the general areas of pedagogical and 

classroom issues, student related issues, professional development issues, and 

language related issues. Repeated constant comparison led to refinement of 

these categories and classifying all the issues and themes into more specific 

categories, as shown in the Results section below.  

This process helped to identify and summarize the needs of our clients. 

We also considered the clients’ desired goals and outcomes, and how well the 

sessions and other CTL programs could help clients with teaching 

effectiveness and professional development. For a coaching program involving 

one or two consultation sessions and no other follow-up required for clients, 

this evaluation can be fairly cursory. Thus, the needs analysis of the clients is 

the main focus of the study, which includes not only pedagogical issues, but 

English language related issues as well. In evaluating clients’ needs, since we 

consider cultivating efficacy as one of the primary roles of educational coaches, 

we particularly focus on the clients’ sense of self-efficacy or needs for 

improved efficacy, particularly in regard to their efficacy as classroom 

educators, and as professors required to teach courses in English.  

The data set consists of 92 regular coaching sessions with 85 unique 

clients, as some came for follow-up sessions, plus another 44 medical 

professors who do not regularly hold lectures, for a total of 129 clients. The 

clients represent many departments, which are grouped by general academic 

fields: social sciences, humanities, business, STEM (science, technology, 

engineering, math), health sciences, law, and medical faculty. The last medical 

faculty group is separated from other health sciences and not included in most 

of the analyses below, as most medical faculty do not regularly teach courses.  
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4 Results 

 

To understand the clients and their needs, some demographic information is 

summarized from the coaching sessions. Many had degrees from universities 

in English-speaking (Anglophone) countries, and some had doctoral degrees 

from Korean universities or from other countries. Some had previously done 

post-doctoral work or had previous teaching jobs, or non-academic jobs before 

coming to this university. Table 1 presents basic demographic data about the 

clients.  

 

Table 1. Demographic Data 

Academic area Ph.D. conferral Teaching experience 

Other  

experience 

   Prior Current Total  

Business 2 En (2) 2.5 2.3 4.8 prof. (1)  

Health 

sciences 22

En (15), Korea (6),  

Japan (1) 1.9 1.9 3.7 post-doc (14) 

Humanities 

12

En (3), Korea (8),  

Germany (1)  6.3 2.8 8.3

prof. (2), post-doc 

(1), non-ac. (1)  

Law 8 En (1), Korea (4), 

Hong Kong (1), 

Germany (2)  3.3 2.1 5.3

post-doc (1),  

non-ac. (3) 

Social 

sciences 25

En (15), Korea (7), 

Germany (3) 3.7 2.0 5.8

prof. (1), post-doc 

(1), non-ac. (2)  

STEM 

16

En (10), Korea (5), 

Spain (1)  2.3 2.0 4.2

post-doc (5),  

non-ac. (1)  

Subtotal,  

non-medical 85   

Medicine 44 En (1), Korea (41)  0.7 2.4 3.0

prof. (1),  

post-doc (6)  

Total 

12

9       

Note. ‘Ph.D. conferral’ indicates doctoral degrees received in Korea, in English-
speaking countries (En), or elsewhere. Average teaching experience (in years): at 
previous institutions (prior), at current institution, and total. Other experience, average, 
in years: previous professorship elsewhere (prof.) post-doctoral work (post-doc.), or 
work in non-academic jobs (non-ac.).  

 

Many of the clients were relatively new professors, with this being their 

first job since obtaining their doctoral degrees, though a few had prior 

experience in non-academic jobs, or as professors elsewhere. The humanities 

professors had the most experience prior to coming to this university, followed 

by the social science professors, as graduates in both fields usually start 

professorships immediately. In the coaching sessions, when asked, they 
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generally indicated a preference for a particular teaching style, such as pure 

lecture format, lecture-discussion, or a variation thereof, such as lecture-

discussion plus group work, or lecture plus lab or studio work (particularly in 

STEM and health fields). Teacher-centered styles were the most preferred 

along with lecture-discussion styles, and interactive group activities or 

generally interactive and student-centered teaching styles were less often 

preferred.  

The types of issues raised and advice provided, as detailed in the 

coaching reports were listed and organized into categories that naturally 

emerged from the data. These can be broadly classified into (1) pedagogical 

and classroom issues, (2) other professional development issues, and (3) 

English-related issues.   

The pedagogical issues generally fell into the following categories: 

lecture and presentation skills, instructional design, general teaching style, 

class activities, use of instructional media, explaining concepts, assessment 

and assignments, student-teacher interaction, and student difficulties in class. 

In addition, some clients raised other professional and job-related issues. A 

statistical analysis (by means of Poisson regression for uneven count data 

(Agresti, 2002)) found no reliable trends or correlations for the types of issues 

raised and clients’ backgrounds, academic areas, or teaching experience. These 

various issues are summarized and categorized in Table 2.  

 

Table 2. Pedagogical Issues  

Area Topics & 
sessions 

Issues  

Lecture and 
presentation 
skills  

62 topics, 
46 sessions 

Lecture introductions and transitions 
Lecture structure, lecture organization and flow  
Vocal delivery  
Making lectures more interesting  
Using / asking questions, getting students to respond to 
questions 

Teaching 
style  

26 topics, 
26 sessions 

General teaching style, e.g., teacher-centered or lecture-
centered style  
Interactive and student-centered teaching 
Alternative or more interactive teaching methods  
Teaching philosophy; Teaching style inventories  

Instructional 
and 
materials 
design 

31 topics, 
31 sessions 

Lesson design; Syllabus design
Covering course contents  
Lesson preparation time  
Class time management 
Teaching courses outside one’s expertise  
Teaching large classes  
Course and lesson objectives 
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Instructional 
media and 
technology 

31 topics, 
24 sessions 

Using media and technology  
General PPT use; PPT design; Using PPT as notes for 
students   
Graphics (e.g., in PPTs)  
Using formulas and equations (e.g., in PPT, Latex)  
PPT alternatives (e.g., Prezi, Latex Beamer)  
Using Google Forms for projects 

Conveying 
concepts & 
information 

29 topics, 
26 sessions 

Focus on main ideas 
Explaining new or difficult concepts  
Using examples  
Students’ comprehension of materials  
Explaining equations, formulas  
Explaining or using terminology  
Use of textbooks 

Class 
activities 

67 topics, 
52 sessions 

Posing / using questions  
Using group activities  
Student participation (general) 
Student participation (posing or answering questions)  
Traditional vs. interactive teaching (including group 
activities) 
Student participation in group activities

Teacher / 
student 
interaction 

15 topics,   
9 sessions 

Persona / Personality style  
Sense of humor  
Rapport / interacting with students  
Communication skills and difficulties

Assessment 39 topics, 
37 sessions 

Assessment methods 
Assessing group activities 
Assessing student presentations 
Grading load 
Grading in large classes – grading methods and grading 
load  
Using rubrics 
Giving feedback  
Exam and test item design  
Students not completing assignments 
Homework load  
Gauging students’ comprehension in class 

Students 
(general)  

59 topics, 
44 sessions 

Student background knowledge 
Student background / class heterogeneity  
Student’s participation and attention  
Student motivation  
Students (not) doing reading / assignments  
Foreign students (e.g., their interaction with Korean 
classmates)  
Student behavior 
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Other 
professional 
issues  

17 topics, 
14 sessions 

Academic life and professional development: 
Workload; Work-life balance   
Preparation time  
Demands of research  
Setting up a new research lab  
Writing and publishing articles  
Professional development  
Competing research and teaching demands  
Teaching effectiveness  
Connecting research to teaching 

Note. Counts shown for the number of sessions in which such topics arose, and the 
number of instances that such topics arose. 

 

The most frequent questions involved lecture skills, class activities, and 

students’ difficulties in class. Many clients were relatively inexperienced as 

teachers, having received their Ph.D. degrees a few years prior in many cases, 

so they often had questions regarding these issues. The next most frequent 

areas were assignments and assessment, using media and technology, and 

explaining concepts, followed by teaching style, teacher-student interaction, 

and general teaching style. Some questions regarding in-class issues were 

addressed by discussing interactive teaching methods (e.g., pair and group 

activities, breaking up long lectures with activities, and improving explanations). 

Also, some professors may be unaware of the difficulty experienced by new 

learners in learning what seems intuitive and clear to an expert; this so-called 

expert’s paradox is not an unusual problem for new teachers (Bransford et al., 

1999).  

When questions arose regarding assessment, grading methods, homework 

load, or providing feedback to students, explanations of rubrics (Stevens & 

Levi, 2013) were provided, including various types and uses of rubrics and 

other feedback techniques. For these questions, and problems of student 

engagement with course materials, formative assessment techniques and 

activities were explained (Nicol & Macfarlane‐Dick, 2006), such as post-

lecture activities (e.g., where at the end of class students discuss a question in 

groups about the lecture), or pre-lecture quizzes or tasks, in which students do 

short online quizzes after reading a textbook chapter and before hearing the 

lecture on the topic (Simkins & Maier, 2010).  

In-class time management was problematic for some, for whom 

prioritizing and simplifying some contents was a new skill to learn. For some, 

this led to speaking too quickly in class to cover their lecture contents. Some 

clients had difficulty covering the necessary course contents or textbook 

contents, which can be a source of pressure when those course contents are 

required for later courses. This problem was most common and most acute for 

those in STEM (science, technology, engineering, math), medical, and health 

science departments, where professors have large amounts of information to 

cover, and the contents coverage is often shaped or dictated by the students’ 
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voluminous textbooks, where maximal coverage of textbook contents in one 

course is often a prerequisite to later courses. The natural temptation is to 

lecture and transfer as much information as possible, which is actually 

inefficient for deeper learning, as is well known among educational researchers 

(Bransford et al., 1999). These time constraints were sometimes magnified by 

the challenge of lecturing in English as a second language. Somewhat counter-

intuitively, then, active learning methods were suggested. Though these take 

more time and force professors to reduce lecture materials, their advantage is 

in helping students understand key concepts more deeply, so that they can then 

use the textbook or other materials for other necessary information (Michael 

& Modell, 2003). 

When clients asked about lecture style, problems of students not paying 

attention in class, and problems of student dynamics, interactive teaching 

methods were suggested to make classes more engaging, and to break up long 

chunks of continuous lectures, which taxes students’ attention spans. In some 

classes, some students had more background knowledge of the materials while 

others had none; in some classes, international and Korean students were 

mixed, with differing English abilities—an issue commonly found in 

universities in non-English speaking, EMI contexts. Class group activities with 

heterogeneous student groups were often suggested. In fact, whenever 

appropriate, the use of interactive teaching methods were explained in response 

to various issues raised, such as providing effective explanations, coverage of 

contents, and classroom dynamics. Generally, many of the clients had no 

personal experience with interactive methods or any format other than lecture 

or lecture discussion formats. As a teaching support center, one of the goals is 

promoting modern, research based teaching methods. Thus, various interactive 

teaching techniques in coaching such as communicative and task based 

teaching (Ellis, 2009), problem based learning (Irby, 1996; Vernon & Blake, 

1993), interactive learning and discussion activities (Boud et al., 2014; Michael 

& Modell, 2003), inductive and discovery learning (Thomas, 2003), and 

invention activities (Taylor et al., 2010) were promoted.  

Clients sometimes asked about the use of presentation media and 

multimedia, be it general principles of use, or questions about the design of 

their particular PowerPoint (PPT) slides. Common tendencies were for the 

clients to depend too much on PPTs as the basis of their entire class sessions, 

and thus, long PPT lectures, as well as slides with too much text, excessive 

information, or poor graphic design. Principles of PPT design and visual 

presentation of information were explained. Clients also asked questions about 

using PPTs as lecture notes for students, embedding formulas and equations 

into slides, and other presentation media such as Prezi and Latex.  

Some clients mentioned out-of-class issues, such as their heavy 

workload due to research obligations, setting up new labs, and work-life 

balance. The tension between teaching and research can be turned to an 

advantage if the clients can bring their research into their courses, but in some 
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cases this was not possible, especially for those in the difficult position of 

having to teach courses outside of their research areas. Nonetheless, the newer 

professors encountered noticeable amounts of stress, as they must produce and 

publish research in international journals within the first three years of their 

initial hiring in order to renew their contracts on their path toward tenure. Many 

face an extra burden of preparing new course materials, especially in their first 

year of teaching. Some clients also reported stress from having to teach in 

English, and while our coaching sessions attempted to provide some help with 

academic English and lecture skills, the professors’ busy schedules impose 

severe limitations on the time and effort that they can spend on language skills.  

A coaching session can probably not address these job stresses very 

well, beyond an opportunity to express their feelings to someone outside their 

departments. Most academic coaches are not trained to counsel clients in such 

issues, and the best option may be for a new professor to be assigned a senior 

faculty mentor in the department for longer-term personal and professional 

support. Professors are also known to be prone to more serious issues, such as 

maladaptive perfectionism and related issues of anxiety and depression (Dunn 

et al., 2006). Obviously an educational consultant cannot handle such issues 

should they arise, and may not detect them in one or two coaching sessions. 

But if such problems become apparent, a coach should recognize them, and the 

client should be encouraged to turn to colleagues and appropriate counseling 

for help.  

When asked to identify their own strengths as professors, many clients 

mentioned their teaching skills and experience, particularly in their in-class 

execution and explanations. More specifically, they identified as strengths their 

background knowledge, including knowledge from working previously 

outside academia; diligent lesson preparation; attempting to provide effective 

explanations and materials; attempts to make classes interactive or to make 

lectures practical and interesting; and reasonable coverage of contents. Asking 

clients to identify their strengths can be an effective self-awareness exercise, 

and doing so at the start of the coaching session can make them more open to 

sharing about difficulties.  

A majority of the clients raised issues related to EMI and English skills, 

either their own or their students’ abilities. They described their difficulties in 

teaching in English and their own English limitations, particularly in 

pronunciation, speaking and communication skills. As a result, they realize 

they may be speaking in “broken English” and that they have difficulty not 

only in lecturing, but in answering students’ questions in class. Speaking in a 

second language can be mentally demanding, especially if one does not feel 

fluent or highly proficient.  

Sometimes our clients described their English limitations in general 

terms, without knowing how to improve their language skills. This indicates a 

low sense of self-efficacy for high-level English skills, in that they generally 

lack confidence in their English ability, especially for lecturing and teaching, 
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but they are less aware of specific problems to work on, or of how to improve 

their English. In fact, in general, most lack the time to improve their English 

skills, as they are busy with research (and as new professors, new course 

content preparation). Most also lack the resources and language learning 

strategies to effectively improve on their own. Finally, some clients reported 

feeling psychological discomfort or stress about having to teach in English, 

and a few even reported a significant amount of anxiety or depression as a 

result. This is not unlike second language anxiety, a well-known phenomenon 

in language education (e.g., MacIntyre & Gardner, 1994), but this becomes 

more serious as it can impact a new professor’s job performance.  

At least twenty clients mentioned the students’ English difficulties, 

which included Korean students and international students from non-Western 

nations. Students with language limitations reportedly were unable or 

unwilling to participate in class, as they showed difficulty in understanding and 

paying attention to lectures, engaging in class discussions in English, asking or 

answering questions, understanding assigned readings, and doing assignments and 

exams in English. The number of clients reporting such EMI-related issues is 

shown in Table 3. 

 

Table 3. Language and EMI Issues 

Area  Instances  Issues

Students’  
English 
abilities  

20 Students’ English comprehension  
Students’ English general ability  
Foreign students’ English abilities 
Participation in EMI classes  
Scaffolding lecture contents  
Students’ willingness to use English  
Students’ ability to do exams or assignments in English  

Professors’ 
English 
abilities 

48 Professor’s general English abilities  
Self-perceptions for English abilities  
English pronunciation  
Expressing oneself in English naturally in class  
English classroom expressions  
Research writing; proofreading services for research 
manuscripts  
Confidence in English  
Stress due to EMI 

 

For those who noted that Korean or international students had difficulty 

understanding them, a number of clients stated that they felt that they had to 

speak more slowly while lecturing, which makes it more difficult to cover all 

the contents that need to be covered in lectures, or even in an entire course 

syllabus. This parallels other studies of EMI (e.g., Choi, 2013; Kim, 2011) in 

Korea reporting that students have difficulty following English lectures, and 

that professors compensate by slowing down. Furthermore, several clients in 
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our study (especially in science fields) reported that they lecture mostly in 

English, but then have to take time at the start or end of class or outside of class 

to summarize lectures or to answer questions in Korean. Some clients reported 

other classroom practices for dealing with students’ English limitations, such 

as repeating some English explanations in a lecture; letting students ask 

questions in Korean, which the professors then translate and answer in English; 

and relying on PPT lectures in class with PPT slides provided as notes for 

students who had difficulty following their English lectures (one workaround 

suggested by the coach was including Korean explanations or translations of 

English terms in the slides while lecturing in English).  

Because of their own English limitations and their students’ limitations, 

some clients reported that they had to lecture more slowly, noticeably more so 

than in their native language, making it difficult to cover all their lecture 

contents in a given class session, or even all their required course contents over 

a semester. Some clients reported that they provided short summaries (lasting 

several minutes) in Korean at the end of their lectures so students could grasp 

the main points, or that they provided extra explanations in Korean to students 

during office hours.  

 

 

5 Discussion 

 

In regard to the research questions about new professors’ various needs and 

EMI challenges, a number of pedagogical and English language needs and 

challenges were found. First, this study has identified a number of pedagogical 

and career development needs that newer professors in Korea face, which are 

needs that coaches and CTLs need to address. The number of needs can be 

significant, and suggest that more is needed beyond the normal coaching 

programs that are typically offered at Korean universities. In addition, the 

faculty’s EMI demands and English needs are unique issues that set Korean 

universities apart from countries where English is the main language. These 

language challenges add an extra dimension of difficulty on top of their normal 

teaching and research challenges and the workload that they face as new 

professors.    

The clients in this study generally demonstrated a sense of efficacy 

toward their field and their research. For teaching, their efficacy naturally 

depended on their years of teaching experience (so newly minted Ph.D.s would 

naturally have less teaching efficacy). Since many of them tended to use 

traditional teaching methods, their teaching efficacy seems to correspond to 

their experience in delivering classroom lectures. Thus, many clients in various 

departments, including more experienced professors, preferred pure lecture 

formats, and were unfamiliar with modern, interactive teaching methods, such 

as active learning, group learning methods, problem based learning, task based 

learning, or discovery learning. Most were also not familiar with more modern 
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assessment and assignment techniques like group assignments, project based 

work, flipped learning, grading rubrics, and formative assessment. One or two 

coaching sessions or workshops are unlikely to persuade professors to alter 

their teaching styles (especially in the Korean cultural context, where teacher-

centered instruction is still the norm), and a few sessions are not sufficient to 

provide them the training to do so. The CTL at this university has offered some 

workshops on interactive teaching techniques, but more focused, regular, and 

effective programs are needed to promote newer pedagogical methods.  

A wide variety of needs among these newer professors can be observed, 

and their needs were not unique to their department, academic area, years of 

experience, or where they had done their doctoral studies; all had fairly similar 

questions or needs. These include course preparation, course management, 

class activities, class management, lecture skills, multimedia use, balancing 

teaching and research demands, assessment methods, dealing with students, 

work-life balance, and EMI. Also, professors need to learn from colleagues in 

their fields about adapting to the demands of their new jobs, and about how to 

implement modern pedagogical methods in their teaching. Yet few of our 

clients mentioned receiving mentoring from older professors in their 

departments. The benefits of peer mentoring are well attested, not only for 

general professional development, but also due to the empathy and 

confidentiality that such programs afford (e.g., Sargent & Rientes, 2022). Peer 

mentoring and coaching can also be helpful for more senior professors who 

need to improve in such areas (Huston & Weaver, 2008), and can be especially 

helpful to newer female and minority faculty (e.g., Thomas et al., 2015). Thus, 

Korean universities need to implement more systematic peer mentoring 

programs, especially for newer faculty members, and especially for those 

struggling with work culture, pedagogy, and language issues.  

Before coming to this university, most of the professors had not had the 

benefit of participating in teacher training workshops, professional development 

programs, or preparing future faculty programs, which would have prepared 

them better as novice professors. For most, this university’s CTL programs 

were the first such training programs. However, one or two coaching sessions 

is clearly not enough to address all their needs. Specific workshops on specific 

issues, such as some of the issues that arose from the coaching sessions were 

offered. These included presentation techniques, use of multimedia, teaching 

philosophy, interactive teaching methods, formative assessment methods, 

rubrics and assessment techniques, lecture strategies, motivational issues, 

teaching research methods to STEM students, and academic English skills. 

However, these workshops are mostly optional, and most of the newer 

professors only attended one or a few such workshops, often due to the obvious 

time constraints of newer professors who are busy with research and course 

preparation. Developing pedagogical self-awareness can also be a helpful skill 

for instructors, for example, by offering workshops on teaching methods or 
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teaching philosophy, to develop conscious self-awareness of teaching beliefs 

and style.  

The need for improving professors’ English skills was a common 

concern among our clients, and many professors realize their limitations 

(especially in STEM fields). However, due to the obligations and pressures of 

research and other duties, they have no time or little motivation to focus on 

English, and had little chance for interaction with English speakers (though a 

few clients were able to find time to listen to English media materials). Our 

clients have generally had little or no previous experience conducting courses 

in English, so their limited experience is at odds with the EMI requirements of 

their jobs. A number of clients raised the issues of their English limitations 

themselves in the coaching sessions, such as their difficulty in expressing 

themselves naturally in lectures or in answering students’ questions. This 

parallels the findings from survey based studies, which reported that Korean 

professors face similar difficulties with expressing themselves and delivering 

course contents in English, and that students encounter difficulty understanding 

lectures and participating in class activities due to their English limitations 

(Cho, 2012; Choi, 2013; Kim, 2011). A CTL might be able to offer special 

workshops on language and speaking skills, if it has access to a language 

specialist. However, language improvement is a long, arduous process, and 

CTL workshops in an EMI context would be most effective if they can teach 

language learning strategies, so that professors can improve their language 

skills on their own, for example, by using authentic English materials (print 

media, audiovisual materials, and Internet materials, including materials 

related to their teaching and research). Consultants can also help clients to 

improve their sense of second language efficacy by advising them on more 

specific language learning strategies, and helpful metacognitive strategies, e.g., 

self-regulation, realistic goal setting, realistic self-evaluation, mindfulness 

techniques.  

These findings, along with various studies of EMI from the perspectives 

of students and faculty, indicate problems with how EMI has been 

implemented at Korean universities, and changes that are warranted. A number 

of studies have reported dissatisfaction among students and professors due to 

students’ comprehension problems in EMI lectures, and the professors’ 

abilities to deliver materials in English (Cho, 2012; Kim et al., 2014). Students 

with better English skills prefer or benefit more from a strictly English-only 

EMI classroom, while those with weaker English abilities can benefit from 

some supplementary Korean contents (Kim et al., 2009). Students may be more 

receptive to EMI if the focus is more on elective courses, culture studies 

courses, and major elective courses, rather than required courses in their major 

(Kim et al., 2009). The required use of English for courses in most departments 

seems to hinder the professors’ ability to teach and deliver lecture contents, as 

well as the students’ ability to comprehend class contents. This poses not only 

a psychological threat to professors’ psychosocial sense of face (which 
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depends partly on success and competence), but a threat to their sense of 

efficacy.  

The coaching data above also indicate that the demands of EMI also 

exacerbate the normal challenges of new professors. The language limitations 

of the professors in this study, and of their students, led to slower, less efficient 

coverage of course contents, or greater reliance on PowerPoint based lectures. 

Other class management and participation issues arose from the language 

challenges faced by Korean and international students and their English 

limitations. Some professors must then spend extra time spent on mitigation 

strategies. Our clients resorted to mitigation strategies to compensate for 

students’ limited abilities to understand English lectures, such as providing 

extra Korean summaries or explanations at the start or end of class sessions, or 

outside of class (even though they were required to each classes entirely in 

English), speaking more slowly, covering lecture and course contents more 

slowly or superficially, and as a result, having to omit some course contents. 

Thus, EMI not only affects the effectiveness of in-class teaching, and not only 

requires extra time for class preparation, but also affects professors’ overall 

course management and teaching workload, and potentially, how they perceive 

and balance their teaching and research work. For universities with EMI 

policies, rather than requiring professors to teach entirely in English, some 

flexibility must be allowed, so that professors can more freely use some 

language mitigation strategies, such as allowing more mixing of English and 

Korean in class.  

If professors feel serious limitations in their English abilities, and are 

busy with research, they not only like the time and resources to improve 

English, but also the sense of efficacy toward improving their personal and 

high-level academic English skills, and a sense of efficacy is particularly 

important for improving second-language skills. This relates to a deeper 

intrapersonal issue for professors in such a context. Efficacy relates to intrinsic 

motivation, and many of our clients indicated little intrinsic motivation toward 

English. Intrinsic motivation derives from meeting three core psychological 

needs, according to Self-Determination Theory, a popular theory of motivation 

in educational psychology (Deci & Ryan, 2009). People require a sense of 

autonomy, or free will and desire in learning; a sense of growth as one learns, 

which in turn relates to efficacy; and a sense of social connection or relatedness 

with others. If new professors were too busy as postgraduate students with 

research to learn English, though many of our clients studied in Anglophone 

countries, most are certainly too busy as new professors to improve their 

academic English skills. Thus, they cannot attain a sense of growth or efficacy 

in English. Teaching in English is an externally imposed requirement for them, 

and hence, little or no sense of genuine desire or autonomy toward English is 

the case for many of these professors. Without time, resources, or means of 

cultivating motivation and efficacy, EMI instruction will continue to be a 

significant burden for new professors.  
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Another relevant factor is the teaching methodology, as Korean 

professors tend to use teacher-centered and lecture centered approaches. Yet 

more student-centered classrooms would be more effective for EMI (Lee & 

Prinsloo, 2018). While Korean students, especially with lower English abilities, 

might prefer more lecture-based EMI classrooms, those with stronger English 

skills and international students seem to prefer more interactive classrooms 

(e.g., more discussion rather than pure lecture) and reportedly have fewer 

difficulties with EMI (Kim et al., 2009; Kim et al., 2014). In fact, one 

motivation for EMI is to attract international students, who can benefit greatly 

from such programs at East Asian universities. For students with sufficient 

English skills (binational Koreans, Koreans proficient in English, and many 

international students), having students engage in group discussions in class 

can promote critical thinking skills (DeWaelsche, 2015). However, some 

students may lack the English skills or confidence to do so, so it may be 

necessary for students to engage in group activities in their preferred language. 

Korean students also reportedly prefer native English speaking professors, and 

have fewer comprehension difficulties with them than with Korean professors 

(Kym & Kym, 2014). Past studies along with our coaching data suggest that it 

would be more effective to alleviate the burdens on Korean professors by 

focusing EMI on courses taught by foreign professors, especially native 

English speakers, and Koreans with high English proficiency (such as Koreans 

who have lived or who have been raised overseas). EMI should also be 

implemented with a greater focus on lecture-discussion formats and more 

interactive, student-centered teaching methods. If professors find it difficult to 

lecture continuously in English, then less reliance on class time for lectures in 

English would seem logical. Thus, more interactive, blended, or flipped 

learning and teaching methods would be appropriate. For many students, it 

may be more preferable and more sensible to view video lectures outside of 

class in their preferred language, and to use the class time for more interactive 

discussion, interactive learning tasks, some explanations from professors 

delivered, say, bilingually, and other activities that do not require lengthy 

English lectures.   

One limitation of such coaching programs is that one or two coaching 

sessions within the first contract period is not sufficient to delve into each 

client’s teaching issues, and clients may not be able to reflect deeply, or they 

may not be willing to raise potentially face-threatening issues with a coach who 

may be seen as a junior (especially so at CTLs in an Asian setting). Another 

drawback is the timing of the sessions. Many of them waited until their second 

or third contract year, and this delay can lead to an unusual coaching situation, 

as coaching depends on regular and repeated contacts. More coaching is 

needed, starting from their first semester. Korean CTLs should also work with 

various departments to ensure that all new professors also receive some form 

of peer coaching or mentoring from older professors, and to provide support 

for peer coaching. A more coordinated combination of peer coaching, 
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instructional coaching from the CTL, and pedagogical workshops would be in 

order. For EMI contexts, more CTL workshops can be offered for the following: 

English pronunciation and speaking skills (as that was a commonly identified 

issue in the coaching session data); methods of learning English via authentic 

materials related to professors’ own research areas (using materials in their 

fields that they would read or listen to anyway); bolstering their self-efficacy 

and confidence in English as a second language; and more modern and suitable 

EMI-compatible teaching methods, including interactive class activities, 

blended learning, and flipped learning.  

Finally, for universities implementing EMI programs, more careful 

consideration is needed of EMI policies. The EMI policies at top Korean 

universities are often implemented top-down by university administrations out 

of internationalization and globalization pressures (Cho, 2012; Lee & Lee, 

2013). EMI policies have been implemented without regard for their 

appropriateness and without a proper educational needs analysis of different 

departments and programs (Williams, 2023). EMI policies are also driven by 

a desire to boost universities’ international rankings (Cho, 2012; Lee & Lee, 

2013). These policies are thus driven by neoliberal educational policies that 

promote competition and reward-oriented achievement among universities and 

professors; this includes pressure put on faculty to publish in English in 

international journals (Lee & Lee, 2013). EMI would be very suitable for 

departments like English, international studies, or business, but less so for 

other departments, at least so in its current form. The needs of faculty and 

students in different majors needs to be considered, in order to alleviate the 

burdens that EMI imposes on some professors and students. The same EMI 

requirements for most or all departments at a university not only lack a 

pedagogical rationale, but can lead to problems for professors who lack 

confidence and efficacy in English. EMI should be implemented with a greater 

focus on more interactive and student-centered instructional methods, to better 

realize its potential. For professors with EMI requirements, more support 

programs are needed to help them cope with these requirements.  

 

 

6 Conclusion 

 

Our study has reported on specific questions and issues that newer professors 

encounter and raise in CTL coaching sessions at a Korean university. Their 

issues and needs are manifold, with similar issues arising regardless of their 

academic background, department, or experience. The clients tended to prefer 

teacher-centered teaching styles while interactive teaching styles were less 

preferred. As for pedagogical issues, lectures skills, class activities, and student 

difficulties were discussed the most. The clients also faced significant 

challenges from EMI requirements, which affected their teaching effectiveness. 

Furthermore, the EMI requirements seem to compound the challenges faced 
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by newly hired professors. To address these issues, EMI requirements for 

professors need to be modified, and more support services are needed to help 

them with the challenges of academic English as a second language, English 

pedagogy, and implementing modern teaching methods that might work more 

effectively in an EMI context.  

As a qualitative study of coaching sessions and professors’ introspections 

and self-reports, this study is limited in its generalizability. It is also limited by 

the number of coaching sessions per client, and the reliance on clients’ self-

reports. More comprehensive research is needed of faculty at various Korean 

universities with EMI policies, including qualitative and quantitative study of 

professors’ needs and challenges, their perceptions of EMI instruction, and 

their classroom practices. Observational studies and quantitative comparisons 

of professors’ teaching practices in EMI and non-EMI courses, and the effects 

on students’ learning and classroom interaction are also needed, especially 

since no known studies have undertaken such comparisons. 

Finally, the results of this study point to the need for further professional 

development programs. These are issues that pedagogical coaches can prepare 

for, and that CTLs can address. The issues identified here can be addressed 

partly in continuing programs and workshops offered by CTLs and university 

departments, as well as in continued mentoring by senior faculty in each 

department.  
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