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Abstract
Although researchers agree with the strengths of an English-medium instruction (EMI) in addressing
internationalization of a non-English higher education (HE) context, its implementation in classrooms has been
widely criticized, mostly because of ineffective delivery of course content and a lack of evidence of English
improvement. Grounded upon a critical review of the current state of internationalization of Korean HE and the
subsequent examination of supplementary interview data from 15 college students who have taken EMI courses,
this study proposes a model which integrates critical factors of EMI into one framework. This model aims at
guiding the EMI policy from initiation to implementation. A major feature of this model is blended learning as a
strategy to address the shortcomings of current EMI in this context and to facilitate the allocation of diverse
online materials to scaffold EMI instruction. The benefits of the approach are presented from the perspectives
both of policy-makers and of classroom participants.
Keywords: blended learning, English-medium instruction, non-English context, internationalization of higher
education
1. Introduction
As higher education (HE) in Asian countries has had to become more effective in order to enhance its global
competitiveness, Korean higher education institutions (HEIs) have experienced radical changes since the late
20th century. These changes were institutional responses to challenges from outside the campuses. Institutions
were urged to reform their English curricula by the Korean government during the years 2008-2012, such that
the outcome of English education was to be communicative competence with an emphasis on production skills
such as speaking, rather than on comprehension skills. Since internationalization is one of the criteria for ranking
HEIs, universities have chosen a policy reinforcing the use of English as a medium of interaction in all sectors
within universities including administration, research, and education. This trend accords with the role of HE as
the center of globalization (Altbach, 2004; Knight, 2008), as the world is becoming diglossic with one language
for local communication and the other, English, for wider and more formal communication (Coleman, 2006).
English officialization in Korean HE has directly affected education and mandated the language of instruction in
classrooms to shift from Korean to English. Many Korean universities have expanded English-medium
instruction (EMI), as shown in the recent increase of EMI courses offered by universities. According to a report
(Park, 2011), 30% of all classes offered by the universities in Seoul and 10% of those in other areas were offered
in EMI in 2011. The EMI policy creates an unusual immersion environment in English as a foreign language
(EFL) context. Since English is learned in a place where it is not typically used as the medium of ordinary
communication, this policy enforces the uses of English in the physical boundary of a classroom. Apparently,
EMI may provide ample opportunities for English use along with learning subject areas in the classroom. That is,
when English is used in subject area classes, students learn not only the subjects, but also acquire the English
language. Thus, the use of English as a second-language (L2) for communicative purposes in the EMI
environment helps and motivates learners to develop better English proficiency (Kim, 2002; Kirkgöz, 2005;
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Witty, 2008). However, many researchers have continuously been critical of EMI policies and have argued that
there is a lack of evidence to conclude that a statistical correlation can be drawn between educational
achievements in subject areas and evidence of effective L2 learning (e.g., Cho, 2012; Jensen & Johannesson,
1995; Kahng, 1999; Manakul, 2007; Oh & Lee, 2010; Tsuneyoshi, 2005).
Although researchers have discussed how to enhance EMI by supporting instructors and students in this learning
context, the providers of HE still need guidance which addresses specific factors relevant to participants in EMI
classes. With this need in mind, this study delineates the recent positioning of HE in Korean society in terms of
internationalization and proposes a model in which EMI in a non-English context is systematically approached
from initiation to implementation. Included are the qualitative data from interviews with 15 students, who have
taken EMI classes in a Korean university with a stringent EMI policy; 100% English lectures in all the credit
courses. In many Asian countries, English proficiency is pursued and cultivated not only for individual academic
and occupational purposes, but also as a nation-wide educational drive for the globalization of these societies.
The results of this study will provide educators and policy-makers with information on how to implement and
further (re)design more effective curricula for EMI courses.
2. Review of Related Works
2.1 Internationalization of Higher Education and English-medium Instruction
As globally competitive societies have continuously driven HE to be internationalized, internationalization has
often been compared with globalization by policy researchers (e.g., Altbach, 2004; Altbach, Reisberg, &
Rumbley, 2009; Knight, 2008; Teichler, 2004). While globalization refers to broad economic, technological and
scientific trends (Altbach, 2004), internationalization is defined as the range of policies and programs designed
to respond to globalization (Altbach, 2004; Altbach, Reisberg, & Rumbley, 2009). Knight (2008) confirms the
difference between the two terms and elucidates internationalization in terms of relations between nations. Thus,
at the institutional level, internationalization encompasses specific actions or services of a community beyond
local and national boundaries for the purpose of global citizenship.
These trends directly affect HE and are largely seen as inevitable. According to Knight (1993),
internationalization of HE is “a process of integrating an international/intercultural dimension into the teaching,
research and service function of the institution” (p. 21). Interestingly, although Korean HE institutions have
adopted new policies, such as EMI, and offered new programs, such as lab tours to foreign universities, to
internationalize the campuses, these policies have been highlighted under the term ‘gullobeol-hwa’, or
‘globalization’, rather than internationalization. The recent spread of the term ‘globalization’ into Korean HE,
thus, supports the proposition of Teichler (2004) on the influence of globalization on academics. According to
him, globalization is used interchangeably with internationalization, especially for the context of HE. When the
term ‘globalization’ is adopted to describe changes in HE, the changes are targeted towards managerialism and
resource acquisition, which are the core elements in the definition of globalization. Some of the mechanisms
structuring competition include University rankings (Piller & Cho, 2013). National university rankings are
published annually by two newspapers, The Joongang Ilbo (since 1994) and The Chosun Ilbo (since 2009). One
ranking criterion, internationalization, is particularly easy to manipulate and strongly favors EMI. That is, by
constituting a covert form of language policy, the trend of globalization has affected Korean HE top-down from
university administrators and decision-makers.
One positive aspect of EMI is that it often serves as a cornerstone upon which campuses become
internationalized by attracting a larger number of international students than would be the case if no such policy
existed. (Hou, Morse, Chiang, & Chen, 2013; Jensen & Johannesson, 1995; Manakul, 2007; Tsuneyoshi, 2005).
This positive aspect has garnered so much attention among policy makers that many Korean universities have
voluntarily expanded EMI (Park, 2011). However, researchers have pointed to ineffective delivery of course
content and the lack of evidence of English improvement in EMI in practice (e.g., Akar, 2010; Chang, 2010;
Hou, 2011; Hou et al., 2013; Hu & Alsagoff, 2010; Jensen & Johannesson, 1995; Kim, 2011; Manakul, 2007;
Manh, 2012; Tatzl, 2011; Tsuneyoshi, 2005). Kang and Park (2005) highlighted the lack of linguistic
development, as the students rarely received feedback on language forms in oral and written activities. Kim
(2002) investigated students’ evaluations of 55 English-medium lectures at a university in Korea. While the
students positively evaluated the enthusiasm of the instructors and the enhanced motivation brought on by the
new experience that they had in EMI classrooms, they noted the problems of an additional workload and
understanding the lectures in the classrooms. A noteworthy point was that in the EMI classrooms, the students
paid more attention to content than to language itself. Thus, against the expected development of English in an
ESL environment, the EMI policy was not effective in enhancing language proficiency.
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According to Jenkins (2010), universities with an EMI policy perceive themselves to be global. What the
institutions have ignored has been truly global language policies and practices which accommodate multilingual
academic communities and appropriate pedagogy in the communities (Jenkins, 2010; Onsman, 2012). L2
researchers have suggested that certain preconditions ought to exist for an EMI policy to be successful for
students’ acquisition of the subjects and the language. These conditions include the speaking ability of the
instructors; practicalities of the programs; linguistic and academic assistance for the students; and systematic
services for nonnative instructors (Cho, 2012; Kang & Park, 2005; Kim, 2002; Kong & Hoare, 2012; Witty,
2008). Erling and Hilgendorf (2006) took a close look at EMI’s impact at a German university. According to
their study, the most important problems in EMI implementation included (1) students’ and some instructors’
inadequate language skills and (2) insufficient opportunities for appropriate language training, particularly for
those in need. Researchers have suggested that institutions should offer systematic services for the instructors
along with a new English curriculum to improve the English proficiency of the EFL learners, based upon
information garnered from the examination of students’ and instructors’ beliefs about EMI (Cho, 2012; Kim,
2014; Kim, Tatar, & Choi, 2014; Manh, 2012).
2.2 Blended Learning
As Altbach (2004) claims, information and communication technology (ICT) accelerated the globalization of
education and as a result, the tremendous flow of students and highly educated personnel across borders
occurred. The recent prominence of ICT in Korea has transformed the educational environment in which
teaching and learning takes place. In a blended learning model, an instructor incorporates online content and
blends it into the entire class. This ICT-incorporated learning context has been favored because it maintains
human contacts while capturing the flexibilities of online learning (Collis, 2003; Jones & Lau, 2010). Authentic
tasks that are likely to be encountered in life may be offered and completed online, which has been found to
increase students’ motivation to learn (Han, 2001). Since ICT-incorporated curriculum enables learners to control
the technology and ultimately their learning, unlike traditional teacher-centered learning, a class can be more
learner-centered.
A blended learning model has recently been in use for enhanced interaction and collaboration in diverse
educational contexts (e.g., Shin, Peachey, & Tuck, 2002; Thang et al., 2013; Wold, 2011). Researchers have
rigorously shown the positive effects of online learning on learning processes and outcomes (e.g., Baker &
Watson, 2014; Lawton et al., 2012; Ng’ambi & Lombe, 2012; Park & Lim, 2013; So & Bonk, 2010; Spector,
2013). Online learning activities, included in blended learning, can improve students’ participation in learning
(Jones & Lau, 2010), and ultimately increase learner autonomy (Sun, 2010). On the virtual station, students were
also found to collaborate to deal with complex problems (Baker & Watson, 2014; Hastie, Hung, Chen, &
Kinshuk, 2010). Thang and colleagues (2013) examined EFL college students’ evaluations of online course
books and activities in an English course following a blended learning approach. Both high and low proficiency
groups positively evaluated the online portion in terms of meeting their language and personal needs. Many
Korean universities have considered and/or have actively adopted online programs in foreign language classes.
Some of the studies have found that online learning environments received positive feedback from the students
in terms of collaboration between the students for online tasks (Ihm, 2005; Kim, 2010; Shin et al., 2002; So &
Bonk, 2010).
Researchers of educational technology have noted that learning aided by technology can have positive effects on
learning outcomes when the goal of using technology is shared among policy makers, instructors and students, in
the dynamics of the social interactions of the school system (Byrom & Bingham, 2001; Dede, 1998; Lim, Zhao,
Tondeur, Chai, & Tsai, 2013). Lim and colleagues further emphasize that the impact of technology use on
learning is not determined simply by the particular technology used, but rather is mediated by environmental
factors (2013). For example, blended learning needs to ensure that students experience social presence online as
they do in offline classroom interaction (Castle & McGuire, 2010; Jusoff & Khodabandelou, 2009). It is also
crucial to consider how instructors and students alike perceive uses of a certain technology not only in terms of
its effects on learning outcomes, but also of its usefulness and ease of use (Tselios, Daskalakis, & Papadopoulou,
2011).
As reviewed above, although the studies on EMI implemented in a non-English context have addressed various
challenges for an EMI policy in HE, few studies exist that delineate factors implicit in EMI or suggest a
comprehensive model which can be applied to the implementation of an EMI policy in a non-English context. As
Yamat and colleagues (2014) state, a language policy, without a clear framework, is interpreted differently by
different educational institutions and, thus, may engender different outcomes in the target language proficiency.
An explicit guideline is critical for bilingual education to be successful in a non-English context (Yamat, Umar,
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& Mahmood, 2014). Given this need, we propose a model for an EMI that can be applied to and revised
according to different educational contexts. This proposed framework is expected to help policy-makers and
educators plan and implement the policy and furthermore ensure that the policy sustains in an ever changing HE
system undergoing internationalization.
3. Methods
3.1 Context and Participants
Although we propose a model mostly based upon the researchers’ critical examination of the findings of the
previous research, the model is also supported by some qualitative interview data of 15 college students who
have taken all the courses in English for more than two semesters. At the time of the research, they had taken
required courses in Arts and Humanities and 2-5 major-specific subject courses. As shown in Table 1, their
majors were identified either as business management or as engineering, with experiences of EMI for 2-3
semesters.
Table 1. Background information
Frequency (%)

Characteristics
Gender
Affiliation

(N=15)

Male

11(73.3)

Female

4(26.6)

Management

10(66.6)

Engineering

5(33.3)

Built in 2009, with a policy of internationalization of the university, the university adopted an EMI policy from
the outset. The research site is a science and engineering university which does not have undergraduate
departments or majors in the humanities and social sciences other than business management. As of 2013, the
university had about 3,000 undergraduate and 1,500 graduate students. Students, predominantly science and
engineering majors, not only use class materials, including textbooks, written in English, but also take exams in
English. However, outside the classrooms, professors and students have no restrictions on the medium of
communication, and speak Korean or English during office hours.
This HE context features a blended learning model in education. Unlike the EMI policy, blended learning was
adopted voluntarily by classroom instructors with practical support from the university. About 20 % of the
classes were taught through a blended learning approach in spring 2013. The interviewed students comprised of
11 male and 4 female sophomores who majored in either Business Management or various engineering fields. At
the time of the interview, none of them had lived in an English-speaking country for more than 6 months.
3.2 Procedure and Data Analysis
We recruited students for an interview which was conducted individually or in a group of 2-3 with the
researchers. During the interview, the interviewees discussed their experiences with EMI, given the researchers’
questions on their thoughts about taking subject courses in English. The audio-recorded interviews were
transcribed, and then translated into English for cross-examination with the quantitative data.
The qualitative data analysis (Merriam, 2009) included reading the entire data set several times and capturing
themes through the several rounds of reading. We then applied the initial coding categories back to the original
data to evaluate their usefulness. The categories and subsequent themes emerging from the categories are
incorporated into and presented along the proposed model of EMI.
4. Reconceptualization of EMI in a Non-English Context
4.1 Korean HE in the 21st Century and EMI
Now that Korea is an economically advanced, industrialized nation, Korean universities have reached a
significant level from the academic point of view. The scholars and specialists in different academic disciplines
acquired degrees from western countries with well-established educational resources and credentials. As shown
in Figure 1, the number of Korean college students studying abroad for degrees and training purposes reached
over 200,000 in 2007, with an all-time high in 2011. As of 2012, the U.S. was ranked as the most favored
4
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destination by Korean students studying abroad, while China ranked just behind the U.S. (Figure 2).

Number of Students
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0
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2009

2010

2011
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Korean students
190,364
abroad

217,959

216,867

240,949

251,887

262,465

239,213

Foreign students
in Korea

49,270

63,952

75,850

83,842

89,537

86,878

32,557

(Data source: National Index web site (http://www.index.go.kr/) of the Statistics Korea)
Figure 1. Number of Korean college students studying abroad and international students in Korea (for both
degrees and training programs)

Others, 24,48
New
6, 10%
Zealand, 8,03
3, 3%
Canada, 20,65
8, 9%

U.S.A., 73,35
1, 31%

Japan, 19,994
, 9%
Austrailia, 17,
256, 7% Great
Britain, 12,58
0, 5%

China, 62,855
, 26%

(Data source: National Index website (http://www.index.go.kr/) of the Statistics Korea)
Figure 2. Number of Korean students studying abroad (as of April 1, 2012)*
A growing phenomenon in Korean HE is that domestic universities establish ties with foreign universities in
order to reverse the study-abroad preponderance. For example, State University of New York opened a campus
in the Songdo International City, Incheon, a metropolitan city in South Korea, in 2012. Moreover, Yonsei
University, one of Korea’s most prestigious private universities, launched a residential college program in 2014,
in which freshmen stay at the Songdo International Campus to receive their first-year education. According to
Altbach, Reisberg and Rumbley (2009), this establishment of university branch campuses (usually from a
developed country) in another host country is one of the major aspects of the globalization of HE. Most of these
programs are taught in English, particularly in such high demand fields as management studies or information
technology (Altbach, Reisberg, & Rumbley, 2009).
These efforts to replace the import of HE with domestic initiatives are likely to have only a limited effect on
education and the economy. Given the shared recognition of this limitation, Korean HEIs, with governmental
5
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support, have attempted to recruit international students to make Korean campuses academically attractive and
competitive, by means of an EMI policy. The number of international students in Korean higher education has
significantly grown due to their interest in Korea’s miraculous economic development and employment
opportunities at Korean companies. The number of international students studying at Korean universities has
increased from 32,557 in 2006 to 86,878 in 2012, a 2.7-fold increase (Figure 1). This rapid growth increased the
ratio of international students in Korea to Korean students studying abroad from 17.1% in 2006 to 36.3% in 2012.
However, the trade deficit between the overseas expenditure by Korean students abroad and the domestic income
from international students in Korea was very significant (Figure 3). For example, in 2012, expenditure overseas
amounted to 3.35 billion dollars, compared with the income from international students in Korea reaching
merely 38 million dollars.

6,000.0
4,000.0
2,000.0
0.0
-2,000.0
-4,000.0
-6,000.0

2005

2006

2007

2008

2009

2010

2011

2012

12.6

28.0

44.9

54.4

36.3

37.4

56.6

38.4

Overseas
Expenditure 3,380.

4,515.

5,025.

4,484.

3,999.

4,488.

4,470.

3,350.

Total
Balance

-4,487

-4,980

-4,430

-3,962

-4,450

-4,414

-3,311

Domestic
Income

-3,368

Figure 3. Income and expenditure for education (by million dollars)
Note. Income and expenditure indicate total amounts paid by students of all levels including colleges and all
types of short and long-term trainees.
Apparently, since HE in a non-English HE context is increasingly urged to be globally competitive, an EMI
policy, because of its top-down initiation and implementation, is expected to remain in the educational context
(Kim & Choi, 2014; Kim, Tatar, & Choi, 2014, Piller & Cho, 2013). Despite the growth in the portion of EMI
courses, Korean universities have had difficulty implementing the EMI policy. The policy has been mainly
socio-political for the sake of university rankings, without sufficient consideration of participants in and factors
relevant to EMI in the EFL community (Byun et al., 2011; Kim & Choi, 2014; Kim, Tatar, & Choi, 2014, Piller
& Cho, 2013). The policy needs practical guidelines which consider the perspectives of the participants in EMI,
followed by optimal, institutional support, to achieve the desired outcomes of being globally competitive.
4.2 Students’ Perceptions of EMI
According to Han and colleagues, students taking an EMI course hold a more positive view of English lectures
than instructors do (Han, Kim, Maeng, & Kim, 2011). Likewise, we observed students who willingly decide to
enroll in EMI courses likely to face the most difficulty during the first semester because they have yet to
familiarize themselves with the delivery of lectures in English. However, after having completed their first
semester, it has frequently been reported that students feel more confident as their grades are better than what
they had originally expected. This is not because their understanding of the English lectures increased drastically
in just one semester, but because they were exposed to various learning strategies within an accommodative
setting to help them become academically successful. Students’ English language proficiency also grew because
of repeated exposures to English parlance. The following is an evaluation of a student who took all the subject
classes through EMI for two semesters.
"I could merely understand 60% of the lectures, when taking the EMI class first time. I felt ashamed. But after a
year or so, I could understand about 70~80%. I felt that my English was getting better, although slowly." (ST02:
6
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Female, Business management, 3 semesters of EMI)
As might be expected, it is more difficult for students to take lectures in English than in Korean at Korean
universities. But it is easier than going abroad to study, as one of the interviewees commented:
“Taking chemistry or biology in English is difficult. But there are international students in my biology class, like
Lu. She’s here in Korea taking classes in English, and English is not her first language, either. I guess my job is
much easier than hers.” (ST 01: Male, Business management, 4 semesters of EMI)
Apparently, some students, being autonomous in learning, developed their own learning strategies in order to
overcome the difficulty understanding English lectures. They read books or supplementary materials, sought
help from instructors and teaching assistants, or cooperated with other students by forming study groups with
fellow students. As follows, one of the interviewed students addressed a strategy she used to handle the difficulty
common in EMI classrooms.
“I’m not confident in using English. Especially in my major courses, I feel so terrible when I have to leave the
classroom without understanding anything. I need to make twice the effort to understand the lectures delivered
in English by a Korean professor. These days, I record all the lectures and listen to them in my dorm room.”
(ST08: Female, Engineering, 3 semesters of EMI)
In sum, we note that the EMI context, although difficult, was perceived as a challenge to be handled. If it is
effectively designed and systematically practiced, the EMI policy may create a positive learning context of the
subject and the foreign language. In the next section, we propose a framework which analyzes a course for EMI.
4.3 An Analytical Framework for EMI
Given the positive perceptions of EMI, a framework for EMI, as we propose, examines the feasibility of EMI for
a subject class. It addresses three key elements of the English lectures in an integrated manner: (1) the level of
internationalization of the subject, (2) English proficiency of the instructor, and (3) English proficiency of
students. Each of the elements is examined in relation to the others. The first element, the level of
internationalization of the subject, refers to the extent to which the subject is accessible to international students.
That is, the internationalization level of the subject will be high if the content is not limited to the domestic
boundary, such as basic science courses. By contrast, when the content requires significant regional background
knowledge, such as Korean history, the class is to be said less internationalized.
The other two elements, the students’ and instructors’ English proficiency, have been noted by researchers the
most over the past decade (Cho, 2012; Erling & Hilgendorf , 2006; Kang & Park, 2005; Kim, 2002; Kong &
Hoare, 2012; Witty, 2008). Classroom instructors’ different levels of English proficiency affect students’
perceptions of the EMI class in terms of English language development as well as content learning. One of the
interviewees commented on this issue in the following excerpt.
“We have some professors constantly making grammatical errors in their speech, and on their lecture slides.
We, as students, might accept those errors as the right way of speaking English.” (ST 07: Female, business
management, 3 semesters of EMI)
This analytic framework for EMI shown in Figure 4, visualizes how these three elements might interact with
each other and presents three-dimensional framework which has eight discernible domains. This framework can
be used to examine each class in terms of the three elements, so that EMI is confirmed useful. For example,
domain 1 is one where the English proficiency of the instructor and students is superb and the
internationalization level of the class is high. Accordingly, EMI should draw positive outcomes in a class of this
domain. Meanwhile, domain 8 is characterized by the poor English proficiency of the instructor and students
while the internationalization level of the class is low. Thus, EMI, if implemented in this class, is expected to be
least effective to learning processes and outcomes.
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Figure 4. Analytic framework for EMI
4.4 EMI in Practice
A major misconception of EMI is that all class activities, such as lectures, question and answer periods,
discussions, presentations, assignments, need to be carried out solely in English. In our proposed model, EMI
may be implemented in various manners in terms of the portion of the English language used in and out of
classroom. A proper implementation method needs to be selected based upon the analysis of the level of each of
the three elements in the analytic framework of surroundings of the EMI class: the level of internationalization of
the class (IN); English proficiency of the instructor (EI), and English proficiency of students (ES). In other words,
a selection of a method for the implementation of EMI may be closely tied to the characteristics of each of the
eight domains. When a class falls into domain 1 (high levels of IN, EI, and ES), then EMI can be fully
implemented. In a class in which both the instructor and the students have a high level of English proficiency,
while the subject is low in internationalization of the content (domain 5), EMI may be implemented only
partially; students may be allowed to speak their first language in some of the class activities. However, when a
class belongs to domain 3, i.e., high IN, low EI, and high ES, EMI is not to be implemented. This flexibility in
implementation could help reduce the negative effect in which learning is ineffective due to the use of English.
Further, EMI can be incorporated into different class environments in a systematic manner (Table 2).
In practice, one of the interviewed students pointed to the difficulties he experienced in a course on the history of
science. His instructor’s English proficiency was relatively low, and the themes of the class required students to
participate in discussions of current, local communities along with historical episodes in science.
“First of all, it was very difficult to understand what she was lecturing in English. And the discussion required
us to bring to class abundant knowledge of what was going on here in Korea. So we were going back and forth
between now and the Chosun dynasty. We also had to understand European history. I think that course shouldn’t
be offered to freshmen to whom English lectures are totally new and challenging.” (ST 15: Male, business
management, 2 semesters of EMI)
According to the analytic framework, this course belongs to domain 8, which indicates low internationalization
of the subject and low English proficiency of instructors and students. EMI may not be recommended for this
domain; EMI may not create an efficient learning context. As indicated by the interviewee, when a strong
version of EMI is enforced and no use of the local language is allowed, it resulted in unsuccessful interaction and
learning in a classroom. However, a comprehensive denial of EMI may create a more serious concern with
regard to the students’ learning opportunities. These learners with low-level English proficiency may suffer from
a lack of exposure to the target language while other advanced students get more input and opportunities to
enhance their proficiency. Some interventions can be made to address this concern, such as providing lecture
videos in Korean for preview or review, in a partially EMI classroom. As a way to provide useful assistance for
these contexts, we propose in the next section an approach which incorporates ICT into the curriculum.
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Table 2. Characteristics of eight domains for EMI
Internationalizati
on of Class (IN)

English Proficiency
of the instructor (EI)

English Proficiency of
the students (ES)

Suggested EMI
Implementation

1

High

High

High

Full

2

High

High

Low

Partial to Full

3

High

Low

High

No EMI?

4

High

Low

Low

No EMI?

5

Low

High

High

Partial

6

Low

High

Low

Partial

7

Low

Low

High

Partial

8

Low

Low

Low

No EMI?

Domain

4.5 Blended Learning in Implementation of EMI
In an EMI environment, instructors’ command of English is critical for students’ learning outcomes as indicated
by researchers (Cho, 2012; Kang & Park, 2005; Kim, 2002; Kong & Hoare, 2012; Vinke, Snippe, & Jochems,
1998; Witty, 2008). According to Vinke and colleagues, teaching in a foreign language reduces the redundancy
of instructors’ subject matter presentation, speech rate, their expressiveness, and their clarity and accuracy of
expression (1998). It is possible to measure the expected outcome of EMI by comparing the English proficiency
of a nonnative English-speaking instructor with that of a native English-speaking instructor. The same measure
can be applied to students as well. For example, as presented in Table 3, if the EMI instructor’s English
proficiency is 70% of a native English-speaking instructor and the participating students’ ability to comprehend
EMI is 70%, the expected outcome is 49% in this class, which is very poor (context 1). Even when the
instructor’s and students’ proficiencies are increased to 80%, the expected learning outcome remains a low 64%
(context 2). However, when the very same students study abroad, and take lectures delivered by a native speaker,
the learning outcome is 70% (context 3). On the contrary, when a nonnative English-speaking instructor lectures
in a U.S. university class, which is a not uncommon, a native English-speaking student typically understands all
of the 70% (context 4). In the same line, when a nonnative, English-speaking instructor gives lectures to
nonnative English-speaking students in a U.S. university, the context is very likely to be the same as an EMI
class found in a Korean university.
As a strategy to complement the poor outcomes due to the instructor’s lack of English proficiency, we propose
the use of ICT in teaching and learning. Previous studies have shown a blended learning approach may provide a
facilitative learning context for the students who favor flexibility and convenience (Lee & Chong, 2007;
Deghaidy & Nouby, 2008; Wing & Khe, 2011). Added to this benefit, there is a consensus that this approach
encourages students to become active participants in knowledge construction by facilitating online participation,
and increasing motivation to learn through diverse offline interaction with instructors and peers (Deslauriers,
Schelew, & Wieman, 2011; Rooney, 2003). Deslauriers and colleagues (2011) measured the learning of a
specific set of topics of a physics course in traditional versus non-traditional, student-centered classes. In the
student-centered, pre-class, activity-laden instructions, students were asked to study the assigned reading
materials available online, and participated in small group discussion-type activities with multiple instructors.
This blended learning design increased student attendance, resulted in higher engagement, and improved
learning outcomes (Deslauriers, Schelew, & Wieman, 2011).
Table 3. Expected learning outcomes in a traditional EMI model
Expected outcomes

Context

English delivery of Instructor (EI)

Students’ understanding of lecture (SU)

1

70%

70%

49%

2

80%

80%

64%

3

100%

70%

70%

4

70%

100%

70%
9
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In the current study, some of the interviewed students were found to have positive attitudes towards blended
learning. One of the students taking Physics I, in which blended learning is adopted with online pre-class
activities, commented on the use of learning materials available on the learning management system as follows.
“The assistant instructor for the business class is very helpful. She always uploads handouts to the system and is
always ready to answer students’ questions. I think that is a great plus in this class.” (ST03: Female,
Engineering, 3 semesters of EMI)
This ICT-incorporated, blended learning approach can address some of the weaknesses associated with EMI in a
non-English context. We have noted that it is virtually impossible to drastically improve the English proficiency
levels of an instructor and students in a short-term period. In this model, ICT is used for 50% of the classroom
instruction while the other 50% of instruction occurs online. That is, by means of a blended learning approach,
online instruction will be provided in a lecture recorded by native English-speaking instructors, e.g., Open
Course Ware of MIT and other English lectures that are available online. Using these materials is expected to
improve the students’ learning in two aspects: learning a subject taught by a native English-speaking instructor
and using the recorded online material as many times as is necessary to develop mastery of a particular subject
area. As shown in Table 4, ICT may improve the learning outcomes in the two contexts which include nonnative
English-speaking students and instructors (contexts 1 and 2). In context 1, when the instructor’s ability to deliver
a subject in English is 70%, 50% of the lecture may be complemented by online materials, the instructor’s
English delivery increases to 85%, which is a 15% point increase of the outcome of the traditional class.
Students’ understanding level may increase from 70% to 85%. Thus, the learning outcome increases from 49% to
72.25%. In the same manner, in context 2, a blended learning approach will significantly enhance the learning
outcome from 64 % (Table 3) to 81% (Table 4).
Table 4. Examples of ICT-incorporated blended EMI class
Context

English delivery of Instructor (EI)
Human

Students’ understanding of lecture
(SU)

ICT

Human

Expected outcomes
(EI x SU)

ICT

1

(70% x 50%) + 50% = 85%

(70% x 50%) + 50% = 85%

72.25%

2

(80% x 50%) + 50% = 90%

(80% x 50%) + 50% = 90%

81%

4.6 Stages of Implementation of EMI
As shown in the previous sections, the proposed model highlights the factors that are to be considered from the
initiation to the implementation of an EMI policy. The entire process may be structured into several stages
(Figure 5). First, the educators set the priorities and assess an individual context in terms of the three elements in
the proposed framework (internationalization of the subject, the English proficiencies of the instructors, and that
of the students) with the proposed analytic framework. Next, the educators select the most appropriate means for
the optimal delivery of EMI. In the next stage, a blended learning model may be reviewed for a possible
application into the EMI course. In this stage, it should also be noted that, despite the stated strengths of blended
learning, students may experience apprehension, anxiety and confusion when interacting with online materials
(Burgess, 2008). Thus, curriculum designers and classroom instructors need to (re)assess individual contexts
carefully in terms of online resources available for a subject and the classroom instructor’s and students’ attitudes
towards, and capabilities of, using online materials. This assessment will help design how on- and offline
materials and activities will be composed and integrated into teaching various topics.
The final stage concerns the selection of appropriate incentives for the instructor and students in the EMI
classroom. Positive incentives, such as financial compensation and a reduction in teaching hours, may encourage
the instructor to actively redesign his or her course in order to enhance the EMI class and to better accommodate
students’ needs. Finally, after it is properly implemented according to the stages, EMI practices in a classroom
may be evaluated, which will provide crucial information for the redesign of the classes and more effective EMI
in an EFL context. This model, thus, ultimately functions as a guideline on how to address the constraints in
different EMI contexts.
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Examination of a class
• The level of internationalization of the class
• English proficiency of the instructor
• English proficiency of students

Selection of an EMI method
• The full method
• The partial method
• No EMI

Selection of an education model
• On-offline blended model
• Traditional face-to-face model

Setting policies
• Setting language and incentive policies
• Giving feedback
Figure 5. Four-stage model for EMI courses
5. Conclusion
Since the concept of globalization has quickly penetrated into HE, HE has recognized the need for a change and
sought to create a global academic environment (Altbach, 2004). In the midst of the increased complexities of
HE, as Coleman (2006) claims, English is now more than a foreign language. Instead, it functions as the lingua
franca, a universal language needed for global business and education. It is imperative to establish a more
democratic model of English as lingua franca amid the growing importance of the role of English (Coleman,
2006). This study responds to this need, and proposes a constructive, systematic model to implement EMI for
HE in an EFL context.
11
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Instructors and students are both stakeholders and thus need to share a common vision with regards to global
competitiveness. EMI, apparently, provides the students with more contact with the target language and the kind
of stimulation necessary to better master the target language. Moreover, as Zhao and Coombs (2012) elucidate, a
teaching method, if properly selected and implemented, may bring about a personal paradigm shift in the student
towards becoming a global citizen. We have shown that EMI can help Korean students to become more globally
competitive, while simultaneously reducing the high costs associated with studying abroad. The negative aspects
of EMI revealed in the previous studies on this subject may be thwarted by deliberately adopting this model.
Further, universities can cope with inequalities in the numbers between incoming international students and
outgoing students by means of EMI. Internationalization of HE may be accelerated further if the universities
approach the policy systematically and adopt the proposed model voluntarily.
The suggested model, based upon the literature on EMI, blended learning, and supplementary interviews with a
small group of university students, is subject to limitations. For example, intervention to address instructors’ low
English proficiency may not function precisely as indicated by the calculated percentages. The model, therefore,
needs to be redesigned according to the data collected by researchers and educators. Further research may
examine how the proposed model, if applied to various non-English contexts, would affect the learning processes
and outcomes in EMI courses. With quantitative and qualitative methods, the effects on the development of the
English language proficiency and content learning may be investigated. Students’ and instructors’ feedback, such
as changes in perception, in redesigning the EMI classes, are also to be examined, so that the changes will be
beneficial to every party involved – policy-makers of higher education, instructors and students.
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