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Abstract

One of the most notable trends in educational internationalisation today is the widespread use of English as a
medium of instruction (EMI) in higher education institutions (HEIs) across the world. This phenomena, formerly
referred to as a "galloping"” tendency, is now more accurately described as a "pandemic” in scale. Just like any
other country, Japan is seeing an increase in the number of institutions that offer some or all of their courses in
English. This study begins by reviewing the literature to investigate the theoretical foundations and reasoning
behind the current trend towards using EMI, which is seen by some as a magic bullet for revitalising the country's
sluggish internationalisation profile and enhancing general English language abilities. Second, in order to throw
light on attitudes, determine the concerns, and highlight certain limits and challenges linked with EMI courses, we
analyse questionnaire data and comments from Japanese students attending such classes at two, second-tier
institutions. It ends with some concrete suggestions for further language support activities and cautions against the
pitfall of mistakenly thinking that English language instruction (EMI) can magically make Japanese students better
English speakers.
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1. Introduction
1.1 Background

"There is a fast-moving worldwide shift from English being taught as a foreign language (EFL) to
English being the medium of instruction (EMI) for academic subjects” (Dearden, 2014, p. 2), according
to a recent study collaboratively produced by the British Council and Oxford University. The current
rate of adoption is causing some to call it a "revolution” (Dafouz& Guerrini, 2009) or a "pandemic"
(Phillipson, 2009), and it has its roots in the bilingual education movement that began in the 1950s in
Canada and Europe (Barnard, 2013). Europe was home to more than 800 EMI programs in 2002 (Doiz,
Lasagabaster, & Sierra, 2012). More than 6,400 are still in existence today (ICEF Monitor, 2013), and
that number is rising in a number of additional nations where English is a second language (Bjorkman,
2011). One example is the recent legalisation of certain English-language courses at French institutions;
another is the 2014 decision of Italy's Politecnico di Milano to offer all graduate courses in English. The
most notable contemporary trend in internationalising higher education, in a nutshell, is the shift towards
using English as the universal language of higher education (Parr, 2014).
Universities in several Asian nations are embracing English as a medium of instruction. This is driven
by a desire to stay abreast of global trends in education, improve students' ability to communicate
effectively upon graduation, and boost national competitiveness in innovation and knowledge
production (Hu, 2007). (Ali, 2013; Hamid, Nguyen & Baldauf, 2013; Wong, 2010). Even though they
started out with somewhat diverse motivations, more and more Japanese schools are experimenting with
EMI classrooms. The following statement, published in 1997, concerning international students, served
as the original catalyst for expanding the amount of English programs given at HIEs:
Educational programs using other languages (mainly English) should be established in Japan so that
potential international students don't have to worry as much about learning Japanese and so that many
high-achieving overseas students may study in Japan. Not only should international students take part in
these activities, but so should students from Japan (Cited in Tsuneyoshi, 2005, p. 67).
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Institutions both public and commercial, including the English Language Education Council, have lately pushed
for colleges to increase the percentage of English-language courses they offer from 10% to 30% (Brady, 2008).
The "Global 30" project, which is the flagship internationalisation initiative of the Ministry of Education,
Culture, Sports, Science and Technology (MEXT), has been accompanied by these moves. The primary goal of
this project is to assist a small group of universities in improving their capacity to welcome and teach English to
international  students. The project's stated goal is as follows, according MEXT (2009):
With the goal of enhancing our nation's international competitiveness in higher education, the G30 Project seeks
to cultivate an atmosphere that is favourable to recruiting international students by providing an attractive level
of education and nurturing advanced human resources that can collaborate effectively with international
students. Since the people being discussed here are Japanese citizens, the plan for EMI in Japan is to boost
housing for international students and, as a virtually inevitable byproduct, to help Japanese citizens become
more globally engaged by helping them improve their English proficiency. The current number of courses
offered ranges from 101 at 57 graduate schools and six departments at five institutions in 2006 (Burgess,
Gibson, Klaphake, & Selzer, 2010). The goal is to increase this number to 300 by adding 33 more undergraduate
courses and 124 more graduate courses. A total of thirteen universities—seven public and six private—were
chosen from twenty-two applications in 2009; each will receive 200-500 million yen per annum for five years to
boost their international student bodies, hire more foreign faculty, send more Japanese students abroad, and set
up branch offices in other countries. It was not surprising that 13 large, prestigious colleges were selected since
they were all quite cosmopolitan and innovative from the start. 1.2 Study Objectives Theoretical and
pedagogical support for EMI is still in its early stages, despite its growing popularity (Keuk& Tith, 2013).
Research regarding the manner of delivery and success or effect of EMI courses in Japan is particularly lacking,
particularly in regards to second tier colleges, due to the fairly fledgling nature of EMI. The purpose of this
research is to add to that existing literature. Burgess et al. (2010), Rivers (2011), and Yonezawa (2010) have all
discussed the G30 and its EMI in considerable detail. Universal (or non-elite) universities, or what | like to call
second tier schools (as opposed to the ‘elite’ G30 members and other'special case' universities, see Note 2), are
what this paper will primarily concentrate on. Igami (2014) calls them such institutions. Although second-tier
universities often lack the financial resources or the prestige to attract large numbers of international students,
they see the value in offering English as a Second Language (ESL) courses and classes to Japanese students,
which will allow them to accommodate more international students and, more importantly, help Japanese
students improve their English language skills. Focussing on the issues surrounding this component of EMI at
these Japanese institutions, this paper aims to first examine whether the increasing number of English lessons in
Japan really improves students' English proficiency. What follows is an outline of the rest of the article. It begins
with a quick introduction before delving into the history and reasoning behind the current trend of using EMI at
Japanese universities to facilitate internationalisation and the supposedly subsequent English proficiency
standards that come with it. The next step is to analyse and explore the limits and challenges found in the
Japanese environment of second-tier institutions. This is done while simultaneously relying upon the findings of
a small case study of foreign and Japanese students who had attended EMI courses, as well as some instructors
who were engaged in the teaching. Topics included align with those mentioned in literature and other sources
across many contexts, which are organised into major categories. Lastly, it cautions against the risk of
mistakenly believing that English medium instruction sessions in Japan would automatically increase students’
English language abilities and offers some practical suggestions for more language support activities.

2. TheHistoryandDemandforEMIlinJapan

The benefits of bi/multilingual education at the tertiary level have been the subject of much empirical
research. Institutionally,thingsliketheopportunityforthepromotionofstudentandlecturermobility(Symon&Weinberg,
2013),raisingresearchprofilesandvisibilityinrankings(Kassteen,2013),andincreasinginstitutionalincome
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fromgreaterstudentnumbers(Whitsed&Volet,2011;Symon&Weinberg,2013)havebeenoutlined.

Atthelevel oftheindividualstudent,Kassteen(2013)succinctlysummarizessomeofthemainbenefitsincluding: improving cross-
cultural understanding and global awareness; enhancing academic progress in othersubjects; fostering creative thinking;
enriching and enhancing cognitive skills and emotional
development;helpingstudentsscorehigheronstandardizedtests,andenhancingcareeropportunities.InEurope,accordingtoa report
from the Economist Intelligence Unit (2012), “Even when recruiting for jobs in their home market,almost one-half of all
companies say that prospective candidates need to be fluent in a foreign language, and afurther 13% say that multilingual
ability is a key selection criterion” (p. 12). Similarly, in Japan a recent trend inHEIsisthefosteringofso-
called‘globaljinzai’ (globally-competenthumanresources),oneofthekeycomponents of which is said to be foreign language
skills (Gurdbarujinzaiikuseisuishinkaigi, 2011; Keidanren,2011) and hence again we see the link being made between EMI
classes and language acquisition. In Brown’s(2013) study other institutional push factors noted behind the EMI trend in Japan
were a desire to catch up withand/or distinguish themselves from other schools (including those in the G30), prepare students
for study abroador internships, and adding authenticity to language teaching. Yet, in spite of such a wide variety of benefits,
“theaim of improving students’ English proficiency is not generally addressed” (Symon & Weinberg, 2013, p.
22),andcertainlynot interms ofhowmaybe improved.

With the proliferation of EMI courses in universities around the world, one concern that is increasingly
beingvoicedisthedangeroftheEnglishbiasandthedetrimentalimpactitcanhaveonnationallanguages(Brock-Utne, 2013; Cason &
Rodriguez, 2013). In Israel, Senegal and Venezuela, for example, EMI has not beenallowed in public education for this very
reason (Dearden, 2014). Such an argument, however, is still rare inJapan and this is generally because the collective English
proficiency level is considered to be comparatively low(Tsuneyoshi, 2005; “Japan ranks 26th”, 2014; Bjoérkman, 2011),
certainly sufficiently removed from any
suchthreatstothedominanceofthenationallanguageatpresent.Putdifferently,theperceivedpoorEnglishproficiency level  of
Japanese university students has created an increased interest in the potential of EMI toalleviate this problem in Japan and the
consequential growth in number of institutions already offering orpreparing such opportunities. The latest available figures
from MEXT show an almost 5% jump in the number ofuniversitiesoffering classes inEnglish inthepast2years(Table 1).

Tablel.NumberofJapaneseuniversitiesofferingundergraduateclassesinEnglish

2008 2009 2010
National 44 47 47
Public 24 24 21
Private 122 123 154
Total 190(25%)  194(25.6%)  222(29.2%)

(%ofalluniversities)

Source:MEXT(2013).

As Table 1 shows, most of the growth is in the private sector (where the majority of second tier universities are).Regardless
of the overwhelming active support of the Japanese government, big business along with pressurefrom society and parents
(Hamidet al., 2013), if not carefully preparedand supported, there is an inherentdanger in the naive and overly simplistic
assumption that merely equates classes taught in English as leadingautomatically to increased overall language proficiency.
While it should be noted that other surveys in differentsettings have found a correlation between increased exposure to EMI
and increased English proficiency (Wong,2010), such ‘success’ is often in elite institutions (where students already posses a
high degree of
linguisticability)and/orinsettingsmoreamenabletolinguisticopportunitiesimmediatelyoutsidetheclassroom,neitherofwhich
arepertinent to thepresent study.

3. Methodology
3.1 DataCollection

Thisresearchemployedamixed-methodapproachinwhichquestionnairesandinterviewswereconductedovera period of two and a
half  years  with students  enrolled in two different  classes at  two private, second-
tieruniversitiesinWesternJapan.Bothclasseswere15-weeksemesterlongcontentcourses(i.e.notEnglish
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language classes) in which international exchange students as well as domestic students with a certain level
ofEnglish proficiency (a minimum requirement of TOEFL 450 for one and an overall IELTS score of 4.0 or
600TOEIC for the other) were eligible to enroll. Both courses formed part of a study programme for
internationalstudents at the respective universities. Questionnaires in the form of brief, open-ended feedback
forms in bothEnglish and Japanese were used to allow respondents to express their opinions without being
influenced by theresearcher (Foddy, 1993). Comments and feedback from teachers involved in teaching other
classes in theprogramme have also been included in the results, which are interspersed in the following
discussion so as toprovide further insight into the issues encountered in the delivery of classes and impact on
language learning forJapanese.

3.2 Participants

A total of 89 responses were collected overall from Japanese students and 26 from international students
atvarious times during the semesters (the first class, a number of times during the semester and in the final
class). TheJapanesestudents(56femaleand33male)wereenrolledinavarietyoffaculties(classesareopentostudentsfrom
variousfacultiesinbothuniversities)aswellasyears(7firstyearstudents,39secondyear,29third year and 14 fourth
year). The international students (16 female and 10 male) were from a variety of ethnicbackgrounds but with the
majority being native English speakers (42%) from the United States, Australia,England and Canada. The
remainders were from France, Germany, China, Norway, Spain, Portugal and Thailand.A number of other
discussions were held with Japanese students enrolled in other EMI classes in the
sameprogrammesalthoughtheydidnotcompleteanyfeedbackforms. Alldiscussioninterviewsheldwereunstructuredan
dinformal,generallytakingplacebeforeorafterclasses,althoughdiscussiontimeswerealsoheldduringclassesonseveralo
ccasions.DiscussionswereconductedinbothEnglishandJapanesewithrandomlyselectedstudentswhowereassuredthei
ridentitieswouldremain anonymous.

4. FindingsandDiscussion
4.1 ThePurposeofEMIinJapaneseSecondTierUniversities
4.1.1 Linguisticlssues

As mentioned, in Japan EMI classes are increasingly being utilized in order to raise the English proficiency
ofuniversity students. Certainly that was the main reason reported by the Japanese students in this study
asrepresented in Table 2. As can be seen, students (n=89) were asked to select up to three reasons for taking
theclasses. The total number of responses was 190 with the most frequent response given being to improve
Englishlanguageability.

Table2.Japanesestudents’reasonsforenrollingin EMIclasses(n=89)

Reason Number Percentage
ImproveEnglishability 74 (38.9%)
Makeforeignfriends 49 (25.7%)
Experience‘real’English 35 (18.4%)
Acourserequirement 12 (6.3%)
Other 20 (10.5%)
TotalResponses 190

However, as this paper questions, the idea that merely taking a content class taught in English will lead
tosubstantiallinguisticgainsisdubious.Someofthemostimportantfactorsaffectingthesuccessfulimplementation  of
EMI in Japan are those of a linguistic nature, starting with the level of English languageproficiency students
possess. Insufficient ability has been identified as a major impediment to successful
EMiIcoursesinnumerouspreviousstudies(e.g.,Beckett&Li,2012; Doizetal.,2012;Webb,2002).Asaconsequence,
research has shown that students lacking ability to keep up tend to participate less in the classroom(Webb, 2002),
have considerable difficulty comprehending lessons (Tsuneyoshi, 2005; Hellekjer& Réasénen,2010), take longer
to complete their courses (Tsuneyoshi, 2005), and are more likely to drop out (Selzer &Gibson,2009).

Similarfindingswererecordedinthepresentstudy.Onaverage,34%ofstudentswhoinitiallyenrolledinthe
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classes failed to complete them and either gave up or officially withdrew. While exact data on the reasons
wasnot obtained, anecdotal evidence suggests that insufficient language ability was the main factor. The
followingcomments received from two male students who pulled out of the class (but remained in other classes
taught bytheinstructor)are indicative.

At first | thought it would be a good way to listen to and practice English, but it was too hard for me. |
couldn tunderstand.

Itwasabovemylevel.ltwastoodifficulttolisteninEnglishandtakenotes.

Regardless of the fact that both of the classes had entry requirements in place, clearly these are insufficient
interms of functioning as effective gate-keeping mechanisms. During the courses, the majority of the
Japaneserespondentsadmittedthattheirimageoftheclassturnedouttobevastlydifferenttothereality(Table3).

Table3.Japanesestudents’attitudestowards,andimpressions of, the difficultyofEMIclasses (n=76)

Reason Number Percentage
Moredifficultthanexpected 55 (72.4%)
Aboutwhatlexpected 15 (19.8%)
Easierthanlthought 3 (3.9%)
Undecided/Noresponse 3 (3.9%)
TotalResponses 76 (100%)

When asked about the strategies the students employed to keep up with the class, activities such as
notecomparison with foreign students, downloading lecture slides, recording and listening to the lectures
again,keepingvocabularylogsandaskingJapaneseclassmates,werementioned.Further,oneoftheinstructorsspecificall
ymadeeffortstosupporttheJapanesestudentsthroughactivitiessuchasprovidingtranslateddocuments,simpler
explanationsorlinks toreadings inJapanese.

Thus, with regards to the linguistic benefit that was reported by students at the completion of their courses,
justover half reported that they felt either “considerable” (18%) or “some” (33%) improvement, 24% no change,
andthe remainder were unsure. This was greater than Symon and Weinberg (2013)’s findings in which less than
halfof all students reported any real or perceived improvement in language abilities but less than that reported
inChang’s (2010, p. 75) study (in which “most students” reported an improvement). From this brief discussion
todate, one conclusion that can be drawn is that whether the provision of regular and organised structural
languagesupport was provided or not affected students’ levels of satisfaction and comprehension. The students
whoutilized strategies or assistance offered by the instructor reported both higher levels of satisfaction and/or
greaterfeelings of improvement and confidence. A clear correlation between students who claimed to have not
utilizedany of the support assistance and low or failing grades was also observed. In the class without regular
linguisticsupport, comprehension and satisfaction scores were lower as were the Japanese students’ grades in
general. Inshort, without sufficient availability and utilization of specialized language support, EMI alone
appears to lacktheability toconfer linguistic benefits.

4.1.2 MakinginternationalFriends

After the expectation of being able to improve their English ability, the second most sort-after goal according
tostudent responses was “to make friends with foreigners”. In other international settings, increased importance
isbeing placed on fostering such intercultural dimensions within the classroom (Whitsed& Volet, 2011) which
isclearly an important function of such classes not only for furthering intercultural experiences but also
forprovidingadditionalextra-curriculalanguagelearningopportunities. Forstudentsinthissurvey, makinginternational
friends was certainly seen as an extension of the linguistic goal as it was hoped that they would“become
conversation partners” and thus lead to extra practice opportunities occurring outside of the
classroom(sotodemohanaserukikai).
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However, while for international students the opportunity to meet students from other countries, take classes
andconverse in English together makes their entire experience more accessible, doubt has been cast on this
functionwhen it comes to local students. In a European setting, Cason and Rodriguez (2013) refer to the danger
of

whattheycall “Erasmusbubbles”formingwherebyEuropeanstudentstakingpartintheErasmus(EuropeanCommunity
Action Scheme for the Mobility of University Students) programme gravitate to interacting solelywith one
another and not local students in the host country. A similar situation was witnessed in this study also.Of the 28
international students questioned, only 6 mentioned any regular, out of class interaction occurring(despite of
their desire for it as well) and a further 3 saying sporadic relationships had formed but wereshort-lived.

It would appear that real engagement comes when courses have been carefully prepared to provide the
correcttools and environment to allow it to happen. In other words, universities need to ensure that both
internationaland local students have been equipped with the opportunities, skills, content and reason to allow for
suchexchange. Assumingitwillnaturallyoccurspontaneouslyis wishfulthinking.

4.2 Double-SidedDissatisfaction

3

While the Japanese students noted that the classes were generally either “very” or “extremely” difficult,
theopposite was reported from the international students. Tsuneyoshi (2005) writes that one criticism received
fromWestern students in Japan was that courses were not “Westernized enough”. In the present study too,
similarfeedback was received. In response to an open question about the course overall, the following comments
werereceived frominternationalstudents:

At times it felt like the class was held-up to clarify information for the Japanese

students.Iwould "velikedmorechallengingmaterial, morereadingsandhomework,forexampl
e.
Theassessmentwasnotwhatwegetbackhome,probablybecauseofthedifferentlevelsintheclass.

This point is related to the question of at which level to pitch class content. If, as expected and desired by
themajority of international students, the class adopts a curriculum and delivery method on par with that found
ininstitutions in Western institutions, for example, Japanese and other non-English native or near-native
speakerswilloftentimesbedisadvantaged.Inoneofthe Japaneseparticipant’swords:

| wasn’t able to concentrate for long as it was too difficult for me. When there were words I didn’t know or
thespeechwas toofast, loften stoppedlistening andsometimes even fellasleep.

When they (international students) asked questions or made comments or jokes, 1 was completely lost. |
wantedtheteacher totranslate itallforus.
4.3 Teachinglssues:Who?

Of all the issues impacting on the success of EMI in terms of the impartation of language skills, the question
ofwho teaches and how are the most important. Globally, the selection and retention of suitable teachers is
apressing task. According to Tsuneyoshi (2005), one of the biggest challenges in continuing a programme
withlectures in English “was finding faculty who were both willing and able to present lectures in English” (p.
80,emphasis added). Similarly, it was reported that in 83% of the countries where EMI courses are taught, the
lackof qualified teachers was a large complaint (Dearden, 2014) with serious implications for teaching quality.
Whileit appears that some instructors volunteer to teach EMI classes, others are often nominated to do so
merelybecause they had spent time abroad or spoke English well (Dearden, 2014). In Japan’s case, there also
appears tobeaclearshortageofboth thosewillingandableto teachEM Iclasseseffectively.

Onepossiblereasonforthismayberelatedtoteachingstyle. UniversityteachersinJapanhavebeencriticizedfor being
closed-minded, indifferent to internationalisation or lacking international sense (Jinzaikydsokokkyo,2012) and
this general apathy towards internationalisation impacts on their attitude and desire towards teachingclasses in
English as well. In discussions with other instructors in this survey the following comments werereceived:

ItfEMI]isapositivemove,butlcan tdoit. MyEnglishisn tsufficientlfeel.
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Weneedmoreclassestaughtinforeignlanguages,butwe[all]aretoobusy.

Even among native Japanese speakers, concerns over the quality of instruction have been voiced. "Unfortunately...
the teaching methods at most universities,... remain mired in one-way, teacher-centered approaches that do not help
students acquire confidence, communication skills or a broader understanding that they need for engaging in
international situations" were recently lamented in an editorial in Japan's largest English daily newspaper ("Too
many inward looking students", 2013). Such broad strokes are often indicative of popular opinion. Some people
think that any lesson that is taught in English but translated from Japanese is really an EMI class. Unfortunately,
education suffers when teachers don't put enough emphasis on using high-quality language in the classroom (de Wit,
2011). This is likely caused by the common misconception that education is only about passing on knowledge and
that the method of delivery is unimportant. But it isn't even close to the complexity of the procedure. In order to
successfully communicate important ideas to students in a manner that makes the lectures understandable, it is not
enough to only have "the ability to read widely and write at length in a second language" (Barnard, 2013, p. 4). The
lack of established norms and criteria is making it difficult for schools to recruit, hire, and retain the best educators
for English as a Second Language (ESL) programs. To put it simply, coercing someone who isn't ready or able to do
it is a waste of time. What Phillipson (1992) calls a "native-speaker fallacy” is another possible explanation. Since
the lessons are held in English, many institutions and leaders feel that only native speakers should teach in order to
maintain an image of being “international.” As an example, Kyoto University intends to recruit one hundred more
international instructors over the next five years to instruct half of its general liberal arts courses for undergraduates
in English ("Kokusaikanifutatsu no kabe", 2013). As shown earlier, this method disregards the question of whether
the initial Japanese material was enough and if the international instructors has the necessary skills and expertise to
instruct in a Japanese setting. Teachers may be hesitant to teach English as a second or foreign language (EMI) for a
third reason: many of them do not see themselves as language instructors (Doiz et al., 2012). Students have a hard
time understanding EMI lessons when professors don't think teaching English is their job and don't take
responsibility for their students' English, as Dearden (2014) questions in her survey. "Whose job is it to help students
become better English speakers if not the subject teachers?" According to Deinden (2014), page 6. Nevertheless, in
the conventional Japanese university setting, where there is often still a distinct division between what are known as
expert topic teachers (senmon) and general liberal arts (ippankydyo) instructors, a specific stigma persists, making
the matter more difficult to resolve. Language instructors are still mostly seen as kydyo teachers and are stereotyped
as having inferior prestige compared to their subject colleagues, even in modern times. Therefore, subject instructors'
sense of pride and position may influence their willingness to teach in English. On a more pedagogical note,
Japanese subject instructors have voiced their opposition to teaching in English (Saito, 2013). On the other hand,
they fail to capture the essence of EMI courses offered by Japanese colleges. To guarantee that EMI courses in
Japanese universities achieve both language and content aims, it is crucial to resolve this unnecessary dichotomy of
teacher types. Last but not least, a lack of faculty and institutional support as well as acknowledgement of the
increased labour necessary to prepare EMI lessons is a contributing factor to instructors' lack of passion, which is
connected to the preceding point. Institutions should adequately pay teachers for the extra work they put in by
providing them with specialised training and assistance with preparations. "The majority of faculty members
involved in internationalisation initiatives will be faculty members who have an interest in the international
dimension of education who have been recruited haphazardly unless this dimension is explicitly acknowledged in the
evaluation and promotion of the faculty” (Hawawini, 2011, p. 10). International learning contributions are
undervalued in the current university system since most departments and faculties establish their own incentive
systems and professional development chances or perks. Therefore, it is not unexpected that few faculty members
engage in international education initiatives beyond attending conferences, as Stohl (2007) argues, given this
environment. Participants in the current research included two non-English, non-Japanese native speakers with near-
native or native-like English competence, as well as native Japanese speakers with strong English ability and two
native English speakers from outside of Japan. The instructors for the classes had all volunteered to do so. Pay for
EMI lessons was the same as pay for any other class, with no exceptions for things like more time to prepare.
Multiple native Japanese instructors at one school flat-out declined to teach English lessons, citing the "enormous
workload" and "lack of time to prepare” as their reasons. It is worth noting that this aligns with the results of
Hawawini (2011) and others, including as Simon and Weinberg (2013), Dearden (2014), and Alidou (2004), who
found that it is important to support the instructors who are most suited for EMI.
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classes,thereislittlewayofguaranteeingthequalityoftheeducationprovided.
4.4 Teachinglssues:How?

Intrinsicallyrelatedtothetopicofwhoteaches, isthequestionofhowtoteach,whichinturnimpactsonwhether  linguistic
gains are made or not. As mentioned, contrary to general perception, merely teaching a coursepreviously taught
in the national language in English alone is unlikely to achieve significant linguistic benefits.As Symon and
Weinberg (2013) fear: inadequately preparedEMI instructors may believe they only needtranslate their course
from L1 to L2 in order to teach effectively in English and that no other modifications oradaptions are necessary.
When reporting on their experience of EMI in Israel, Symon and Weinberg (2013) writethat “if the only
exposure to English is during lectures, and if assignments and examinations can be submitted intheirfirst
language,thenimprovementinEnglishwill beminimal” (p.23).

The question of how to teach EMI classes is complex and involves issues such as how much (if any) of the
firstlanguage should be used and, if so, in what way and when (in class, in handouts or other supplementary
materialor text books, in presentation slides or assessments?), the content (how much to teach? using the same as
in thefirst language or a more watered-down version?) and assessment criteria and methods. Because EMI in
Japan isstillinarelativelyinfantstageandliteratureis stillsparse,theemphasisisprimarilyplacedoncontentacquisition
and any language development is seen more as a bonus (Symon & Weinberg, 2013). Yet, this iscounterto
theallegedgoals ofEM createdbytheadministratinginstitutions.

In this study, all instructors estimated that English was used for approximately 90% of the time overall,
andalmost100%ofthetimewhenteaching.However,contentwasreportedlyadjustedsoastobemoreunderstandable  to
the Japanese students. One instructor mentioned such activities as preparing slides withJapanese translations of
specialized  words, providing brief  reading handouts (in  English and/or  Japanese)
whichsummarizedthemainpoints,regularlystoppingandcheckingunderstanding,andincludingsmallgroupdiscussion
opportunities, with international students in the class acting as facilitators. The other instructorprovided
minimalassistance unlessspecificallyaskedbyindividualstudents.

Assessment policies were varied and ranged from holding only end of term tests in English to more
complexforms of assessment throughout the term (written reports and presentations). However, one instructor
confidedthat grading had to be scaled “considerably” in the Japanese students’ favour and some questions were
writteneither in both English and Japanese or with Japanese glosses on difficult words. Overcoming the
languagediscrepanciesbetweenJapaneseandinternationalstudentswasclearlya largeconcern.

| explained in detail what was expected, but it was clearly well beyond the Japanese students’ ability to
writeshort essays in comprehensible English that actually answered the test questions. They often either didn’t
haveenoughtimeorwrotean insufficientamount.ltmadegradingan extremelychallenging task.

Anothercommented:

It is unrealistic to try to test Japanese students and international students in the same way. In terms of
linguisticability,theyjustcannotbecompared.

4.5 Structurallssues

Afinalissuedeemedimportant—yetoftenoverlookedinliterature—
isofastructuralandadministrativenature.ForEMIcoursesto
beabletocontributetotheEnglishlinguisticdevelopmentofstudents, systemsandstructures needto be
putinplacetosupport both staff andstudents alike.On most second tierJapanesecampuses there is a lack of staff
competent in dealing with international education either linguistically orconceptually, representing a dangerous
void. Institutions must realize that for EMI courses to be successful, theyneed to be considered a fully-fledged,
official part of the educational experience and not merely be regarded as‘add on’ frills for appearance. It is,
therefore, “necessary to sensitise all stakeholders to the importance ofbilingual academic literacy and to the
necessary shift in role perceptions” (Barnard, 2013, pp. 12-13). Fosteringsuch perceptions can be done through
faculty and administrative development programmes but also requires theappointment of permanent
administrative staff to support and develop courses from a non-academic point ofview. Administrative staff in
Japanese universities are regularly rotated every 3-5 years irrespective at times ofabilities and personal
preferences  (Lassegard, 2014) meaning appropriate staff are not always available. In
bothoftheuniversitiesinvolved inthestudyreportedhere,neitheremployeddedicated stafffortheEMIprogrammes
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and those who were involved had neither experience nor expertise in any form of international education. Giventhe
specialized needs and care required for EMI classes, such an approach represents a lack of understanding
anddedicationtotheoverallconcept.

5. Implications,ConsiderationsandConclusion

As the preceding discussion has attempted to show, the implementation of EMI classes in Japan’s second tieruniversities is a
growing phenomenon with potential, but still very much a work in progress requiring morepreparation and support to be of
linguistic benefit to the majority of students. Based on the issues and problemshighlighted in this small study, several
practical recommendations are highlighted here for future considerationandresearch.

Firstly, universities and instructors need to abandon the assumption that simply teaching in English
meansstudentswillautomaticallypickupthecontentandimprovetheirlanguageskillsatthesametime.Infact,thereis a danger that in
some cases neither could happen (Lei & Hu, 2014). Thus, a different approach to contentinstruction in English suitable to the
goals of Japan’s second-tier universities needs to be constructed, perhapsalong the lines of the content and language
integrated learning (CLIL) method. Regarded as the most developedform of EMI (Symon & Weinberg, 2013), CLIL, or dual-
medium instruction (Barnard, 2013) encompasses boththe teaching and learning of content and language (Marsh, Mehisto,
Wolff, &Frigols, n.d.) into courses. Insupport of CLIL, Briining &Purrmann (2014) write it “certainly could be a good
starting point and helpful as ithas the potential to combine LI..., L2 and subject matters” (p. 319) by fusing the best of
language educationtogether with the best of general education (Georgiou, 2012). Adopting such a dual focus requires the
carefulreconceptualization of class content and assessment and consideration of how to include international
studentsintosuchanarrangement. Thiskindofgroundworkappearstobelackingpresently inJapan,yetisafundamentalessential.

Secondly, with regards to the actual method of instruction for students in Japan’s non-elite universities, anEnglish only
environment can have serious academic repercussions especially when their English languageability is not advanced enough
or they are not sufficiently supported linguistically. Thus, instructors should aimto incorporate intercultural discussion
opportunities and activities as well as linguistic enhancement activitiesthroughout a course. For example, adopting a dual-
medium model in which the texts are written in English withsummaries and abstracts written in L1 (Barnard, 2013). A similar
approach was used by one instructor in
thestudyandresultsweremarked lymorepositivefromJapanesestudents.Inthisway,internationalstudentsarealsoabletoparticipateas
wellasbenefitfrominterculturaldiscussionsand,iftheyarestudyingJapanese,usethesameprocessinreverse(forexamplereceivingsu

mmariesandstudymaterialinJapanese).Similarly,inorder to firmly support and assist Japanese students to be able to
comprehend and keep up with the classes,techniques such as scaffolding or sheltered content instruction should be employed
regularly (Echevarria &Graves, 2006; Gibbons, 2002; Mohan, 2001). While the targeted usage of Japanese in classroom may
contradictthe direction even Japan’s Ministry of Education, Culture, Sports, Science and Technology is taking (such
asinsisting that English be taught in English at high schools and even junior high schools in the future, MEXT,2014), it
allows for the integration of international students, caters to the needs of less confident Japanese as
wellasenlargingthepotentialinstructorbase.Overall,as TanandOng(2011)write,thereneedstobeareconsideration ~ of  in-class
linguistic practices, in-school testing practices and the linguistic
accommodationmeasuresusedtoprovideoptimalsupportforthosestudentswhoarelessproficientin English.

A third point in need of consideration is the issue of entry requirements. One option is the creation of gradualstep-up classes
to allow for students to work their way up into higher-level content classes. The first level couldbe a mandatory general
introduction ‘tester’ class providing students with an opportunity to appreciate what
isrequiredaswellasinstillsomeoftherequisitestudyskills. Thosewhopassandagreewiththegoalsandlearning style would be able to
continue on to more challenging EMI classes. Another possible method is theintroduction of tutorial-style smaller classes to
encourage discussion of content topics as well as provide anopportunity to gain practice in language-related techniques (such
as how to ask and answer questions, writereports, make presentations, etc.). This could be done in tandem with writing
centres, language teachers or otherlanguage assistants as well. However as these calls for much wider involvement in courses
as is usually the normin tertiary education, it also involves a commitment of resources and a new approach to understanding
from theinstitutionalpoint ofview.

Fourthly, and related to the previous point is the issue of students’ recognition and understanding of their ownproficiency
level and its limitations. Generally speaking Japanese students tend to undervalue their abilities
inaccordancewithculturalandsocialnorms.Evenstill,however,thereisalackofappreciationofthegapwhich

This article can be downloaded from https://ijesl.com/index.php/ijesl
10



Int. J. of Eng.stu.&Lit. 2022 Michael Lee et al., 2022

exists between conversational English ability and that required to comprehend, question, and internalize
auniversity lecture in English. Thus, while researchers such as Wong (2010) claim that students in Hong Kong
areinfavourofEnglishonlyinstructionasameansofimprovingproficiency,thispreference“ispositivelyrelatedto  their
own English proficiency” (p. 127). Similarly, Chang (2010) cautions that as students’ English
languageproficiency influences their level of comprehension we need to carefully assess whether teaching in
Englishactually is leading to a general overall improvement and not just the perception of such. In Japan, there is
stillmuch work to be done in terms of both understanding the requisite skills for learning in English,
objectivelyevaluating individual proficiency, and increasing motivation for usage within (and without) the
classroom (aswouldbeexpected inHongKong,forexample).

Finally, and related to the above point, universities that are serious about implementing EMI classes for
theirstudents,needtoassesstheirrequirementsandinvestinsuchcoursesappropriately. Thisinvolvesinvestinginnot
only language support for students (Chang, 2010), but also such activities as pedagogical training in
EMItechniques for teachers along with infrastructure and support staff and mechanisms. EMI instruction requires
anadditional skillsetofboththeoreticalandpracticaltraining. AsKyeyune(2003)writes:

Teachers need to break away from teacher domination of classroom talk and the emphasis of
subjectcontentandadoptalanguage-orskills-based,communication-
orientedbilingualapproachtoteaching. This approach recognizes student participation and teacher
responsibility especially forbilinguallanguage supportforlearning(p.183).

Similarly, Aguilar and Rodriguez (2012) argue that training which has been specially adapted to
universityteachers is necessary so lecturers can overcome their reluctance to methodological training and unlock
thepotential for EMI to be realized. Presently such professional development programmes appear to be ignoring
theneed for substantial EMI pedagogical components (Dearden, 2014). At the same time, institutional
recognitionopportunities(salaryscaleadjustments,promotions,developmentopportunities,etc.)needtobefirmlyinplac
eas well to ensure those who are willing and able to teach the classes can and do teach them. While
appreciationandunderstandingofthepedagogicalrequirementsandcomplexitiesaregraduallybecomingclearer,institu
tional backing is essential in the success of such courses. Institutional support also means universities needto
commit to the employment of dedicated administrative and language support staff to enable programmes
tofunction properly and appropriate infrastructure, such as writing centres and self-access language facilities
areessentialrequirements (Symon &Weinberg,2013).

While small in scale, the results of this preliminary exploration paint a picture similar to that gradually
emergingin institutions throughout Japan. With a predicted 67.3% (Dearden, 2014) of institutions worldwide
expecting anincrease in EMI in the future, universities need to seriously consider how best to create and organise
such classes.Universities in Japan not involved in the G30 project or other Good Practice (GP) initiatives initiated
by MEXT,arealsoequallylikelytoincreasetheirnumberofEMIcourses.Whilealargepartoftheaimofthesecoursesisto
contribute to the improvement of their students’ English language abilities while at the same time opening
thedoor to potentially greater numbers of international students, as has been explained, substantial preparation
andfull,institution-widecommitmentisessentialtoenableEMItoliveuptotheloftyexpectationsplaceduponit.
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