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EXPLORING POLICIES, PRACTICES AND ORIENTATIONS TOWARDS
ENGLISH AS A MEDIUM OF INSTRUCTION IN CHINESE HIGHER
EDUCATION

By Lanxi Hu

This study examines subject teachers’ orientations and implementation of English as
a medium of instruction in Chinese universities, against a background of the
internationalisation of higher education. The study also explores the way in which
English as a medium of instruction policies are actualized in teaching practices. The
study is informed by English as a lingua franca perspective on English
communication, language policy theory and English as a lingua franca in academic
settings.

This study draws on data retrieved through questionnaires, interviews and classroom
observations. 106 questionnaires were collected, 14 interviews were conducted and

15 hours of classroom observations were analysed.

The findings of the study suggest the majority of teachers favour English as a
medium of instruction, while at the same time pointing out concerns regarding the
teaching quality, and ambivalent language policy, as well as some perceptions
towards attachment to native English ideology. The participants have ambivalent
orientations towards English use; on the one hand, exhibited native-like competency
was still considered as important for many teachers. On the other hand, the responses
of the participants revealed their belief in the need to communicate effectively rather
than aiming at native speaker competency in practice. In addition, both questionnaire
and interview findings reveal that the English language policy in China is still based
on native speaker English, but that teachers and students are using ELF in practice.

The classroom observations suggest that some teachers adopted ELF orientated



approach in their practices. The data analysis confirmed the existence of a gap

between policy as stated and the implementation of the policy.

The findings of this study can contribute to ELF, EMI, and language policy research.
It is argued that the ELF concept should expand to include interlocutors from the
same language cultural background. It is suggested that English policy and ELT in
China should take account of the students’ future needs and the global use of English.
Thus, the traditional native-normative approach to English language should be
questioned. The findings also raise questions as to how English as a medium of
instruction in China could be implemented effectively.
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Chapter 1: Introduction

1.1 English use in global higher education

English is by far the most important global language among people with different
national and language backgrounds (Crystal, 2003). The status of English has
changed over the last 30 years. It is a well-known fact that the number of non-native
English speakers (henceforth NNESs) has outnumbered the native English speakers
(henceforth NESSs). This might reflect the fact that more and more NNESs need to
use English in various domains. Thus, many Global Englishes scholars are
questioning the application of British and American norms in language teaching in
the Outer and Expanding Circle countries (e.g. Graddol, 2006; Jenkins, 2007
Seidlhofer, 2006). They argue that English varieties used in the post-colonial
countries and other Expanding countries should have equal status with English used
in the Inner Circle countries. The spread of English as a Lingua Franca (henceforth
ELF) and the findings of the ELF research have helped people to perceive how
English is used by NNESs in different countries around the world (e.g. Jenkins, 2000,
2007, 2014; Mauranen, 2012; Seidlhofer, 2001, 2010).

An increasing number of universities have adopted various strategies to aim for
internationalisation. Students’ mobility is obviously the most visible activity which
indicates the process of internationalisation of higher education (henceforth HE)
(Ferguson, 2007; Van Damme, 2001). According to the OECD (Organization for
Economic Cooperation and Development) report (2011: 318), in 2009, 3.7 million
tertiary students were enrolled in a university outside of their home country.
Countries, such as the UK, USA, Australia and Canada, received nearly 50% of
international students in international HE. This suggests that a large number of
students who come from different first language backgrounds are studying in HE
institutes in English speaking countries. Moreover, some universities in these
countries are setting up campuses away from their main campus, when they see a
potential market overseas. For example, the University of Nottingham has set up a
branch campus in Ningbo, China. These branch campuses normally claim to



replicate what is on offer at the home campus. The impact of the internationalisation
on HE is also manifested in non-native English speaking countries. The institutions
in these countries are also offering courses partly or entirely in English. In such
contexts, English is an additional language for the majority of the lecturers and
students. For example, in Japan, the “Global 30” project was established in order to
require selected Japanese universities to teach some subjects in English and to recruit
more international students. In Sweden, English as a medium of instruction
(henceforth EMI) is well established. About 65% of the postgraduate programmes
there are conducted in English (Kuteeva, 2014). Educational mobility demands that
English is used for communication purposes in the globalising world. The increasing
use of English by these NNESs in Anglophone countries, Anglophone branch
universities or other Expanding Circle countries has suggested that more and more
NNESs are using English to achieve their HE target around the world. Thus, HE is

an important domain which offers a good place to explore how English is used.

1.2. Rationale and the aims of the study

There are several reasons why | am conducting this study. Firstly, my experience of
MA study in Britain has greatly stimulated my interest in exploring this research area.
I chose to study the Global Englishes courses as one of my MA modules. | started to
notice English use in international contexts and realised the fact that a number of
NNESs are using ELF. At the same time, having socialized with people from
different linguacultural backgrounds during my postgraduate study, I gradually
became aware that | had been surrounded by ELF settings and realised the multi-
functional role of English. This brought me to reflect on my English learning and
teaching in China where students are exposed to native English norms in school
curricula. The lack of exposure to NNESs made communication difficult when 1 first
arrived in Britain. | began to reflect on my previous learning procedures and question
the English teaching syllabus. I find that some of the learning outcomes do not help
students in international communication. In addition, I think they are not even

attainable for the majority of English learners in China.



Secondly, I investigated Chinese English learners’ attitudes towards native and non-
native English accents for my MA dissertation. My dissertation findings indicate that
the majority of respondents have little awareness of non-native English accents.
They still remain uninformed about the global use of English. But some respondents
who have used English in international contexts realise the usefulness of listening to
non-native English. However, the English curricula in China do not cover it. It
appears Chinese students only need to use English to communicate with NESs.
Recently, although that some researchers have discussed the implications of global
English in China (e.g. Deterding, 2010; Kirkpatrick, 2007; Wang, 2013; Wen, 2012),
the widespread notion of conforming to native English still prevails in China. The
limited literature seems to be insufficient to develop the Chinese people’s awareness

and to challenge the current English language teaching (henceforth ELT) practices.

Thirdly, EMI has recently become increasingly popular in a growing number of
leading Chinese universities. EMI has been associated with these universities’ aim of
becoming ‘world-class universities’. In 2010, the Ministry of Education (henceforth
MoE) issued the ‘Outline of China’s National Plan for Medium and Long-term
Education Reform and Development (2010-2020). This education plan sets the target
of attracting more than 500,000 international students to study in Chinese
universities in 2020. This implies that Chinese universities are aiming to recruit more
international students to study in China. Universities are required to implement more
EMI courses or degree programmes that will attract both international students and
Chinese students. With this background, the use of English is very likely to increase
in academic settings in China. It is very likely that students in the EMI programs are
more diverse than those on other courses. However, EMI in Chinese universities has
not been thoroughly studied so far. Although a steadily growing body of works on
the use of EMI have been published recently (e.g. Meng, 2011; Peng, 2007; Yuan
and Yu, 2005; Zhao, 2012), the majority of these works are conceptual pieces which
focus on the writers’ experiences. They are not based on empirical research. As He
(2011:93) argues, these articles are “general introductions to EMI programs or
expression of personal views” and are very short. Thus, it is worthwhile to
investigate how teachers perceive use of English and how EMI is implemented in
Chinese universities. In addition, though EMI research has been studied from the

ELF perspective in other countries, there has so far been a lack of research linking

3



the two (Bjorkman, 2013; Jenkins, 2014; Smit, 2010). The selection of a research

site in China was also motivated by this.

Fourthly, EMI policy is crucial in determining how EMI will be implemented and
how students will be recruited. However, with regard to English language
requirements, there is no uniform requirement. This study aims to examine how
subject teachers consider these overt or covert requirements. However, the literature
reveals that it is not adequate to look at declared policy documents only. This is
because there are always differences between the policy as stated and the policy as it
actually works at the practical level (Shohamy, 2006; Spolsky, 2004, 2009). As
Spolsky (2004:222) points out “the real language policy of a community is more
likely to be found in its practices than in its management”. Policy normally reflects
policy makers’ positions, but in educational settings it is the teachers who implement

these policies.

Based on EMI empirical studies from Europe and East Asia, sometimes subject
teachers do switch from English to the local language in the classroom. Although
many terms are often used to describe people who switch between languages, such as
code-switching, code-mixing, first language use, translanguaging (e.g. Creese &
Blackledge, 2010) and code-choice (e.g. Levine, 2011), there is no agreement on the
exact term which to describe people who switch between languages. In this thesis, |
will use the term code-switching to refer to subject teachers who switch between

Chinese and English in EMI classrooms.

Fifthly, having read some literature on my topic, many concepts, such as variety,
speech communities and competence are being discussed and challenged. The status
of English is changing and the internationalisation has become a primary concern in
HE. | am wondering if such changes are having impact on Chinese HE. Furthermore,
when | started my PhD, my supervisor, Professor Jennifer Jenkins was writing her
book ‘English as a Lingua Franca in the international university: the politics of
academic English language policy’. Her book explores the implications for what
kinds of English are appropriate for ELF use in global HE. During our supervisions
we discussed many issues relating to English language use and users in global HE.

Our discussions have provided me with useful inspiration for the focus of this study.

4
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Therefore, all this has made me decide on exploring subject teachers’ orientations
and practices to English language use in EMI. My study is teacher-focused. This is
because subject teachers are the important practitioners in language policy
implementation. They are required to implement language policies but they also have
their own conceptualisation of EMI and English. Sometimes they adapt the language
policies according to other factors, such as students’ level, teaching time, textbooks.
As Brown (2010: 298) points out, “ teachers simultaneously reproduce and challenge
existing language ideologies...”. Similarly, Carless (1999: 375) observes, “teachers
are the individuals who implement, adapt, reject, or ignore curriculum innovation”.
Thus, teachers’ orientations and implementation might reveal interesting findings.
They are the people who implement the teaching and are well informed by the
realities of the teaching situation. However, previous empirical literature tells us
little about subject teacher’s orientation to EMI practices and policies in China.
Thus, my research will help to fill the gap. What | want to achieve in my research is
to provide empirical evidence of how English is used in EMI in Chinese universities.
The current study aims to raise some awareness among educators, researchers, and
practitioners that native English is not the only way that students should conform and
that their communication strategies such as code-switching and negotiation of
meanings, are very necessary skills which promote mutual understanding. The
results of this study will also inform educators, researchers, and practitioners so that
they are able to consider an approach which is appropriate to EMI education. The
results are also expected to bring some suggestions for improving the

implementation of EMI in China.

1.3 Research questions

Based on the discussion above, the following research questions are listed for the

purposes of the present study:

RQ1: How do the subject teachers in Chinese HE perceive EMI policies and
practices?
a. What are the subject teachers’ orientations towards EMI and English use in

Chinese universities?



b. What are the subject teachers’ orientations towards their own and other subject
teachers’ English? How do subject teachers evaluate their students’ English?
c. What are the subject teachers’ orientations towards their universities’ EMI policies

and practices?

RQ2: What actually happens in EMI classrooms?

a. How is EMI implemented in the classrooms and how much Chinese and English
were the teachers using?

b. To what extent do subject teachers use NES norms to assess students’ English
during the instruction? Are they tolerant of student’s non-native English use in

practice?

1.4 The structure of the thesis

This thesis consists of nine chapters. Chapter two, three and four comprise the
literature review. Chapter two describes the theories of English use in the globalized
world. It also covers some empirical ELF(A) studies to demonstrate how NNESs
fulfil their communication purposes. The chapter discusses why ELF is the most
relevant theoretical framework to study English use. In addition, a discussion of
English and ELF in Chinese HE will be presented. Chapter three reviews the relevant
literature concerning the internationalisation of HE. It includes a review of the EMI
studies which have been conducted in European and East Asia HE. After that,
relevant research of EMI studies in China will be presented. Gaps in previous
research are also identified. Chapter four is about academic English language
policies and practices. This chapter first introduces the basic concept of language
policy in the literature. It also discusses why Sposky’s conceptualization of language
policy is used in this study. Additionally, it also explores how EMI policy documents,
College English teaching syllabus and English language tests could reflect the de
facto practices and the major literature related to language policy in Chinese higher
education. Chapter five describes the methodology. It first explains the reasons for
choosing the mixed method approach. Then it introduces the participants, materials
and research procedure of this study. The justification of each research method will

be discussed in this chapter. Chapter six begins with questionnaire data analysis



methods. Then it includes a detailed account and discussion of the findings from the
questionnaire. Chapter seven first explains the interview data analysis methods. Then
it analyses and discusses results in order to understand how content teachers perceive
the English language and language policies. Chapter eight presents and analyses the
classroom observations. The findings reflect how teacher participants carry out their
instruction through the use of English/Chinese. The results of this chapter are also
discussed in relation to the questionnaires and interview findings. With reference to
the research questions, the last chapter discusses the key study findings, evaluates the
implementation of EMI, and also provides pedagogical implications for EMI and
ELT in general. Chapter nine discusses the conclusions and implications of the study
and also presents the limitations of this study and some possible areas for future

research.



Chapter 2: Global Englishes and ELF

2.1 Introduction

The focus of this study was formulated against the background of English use in the
globalised world and a growing interest for learning and using English in Chinese
HE. Therefore, this chapter will first explore how English language has been
conceptualized in the context of globalisation and explain the terms which have been
used to describe Global Englishes. Then the ELF empirical studies conducted in both
general settings and academic settings will be discussed to demonstrate how ELF
speakers achieve their communication purposes in practice. The research findings of
English as a lingua franca in academic settings (ELFA) will also be discussed in
relation to Chinese contexts. This chapter will introduce approaches to studying
academic English and explain why ELFA could become the primary approach used
in global HE. After this, follows a discussion on English use in Chinese HE and an

exploration of why ELF is relevant to China.

2.2 English as an Lingua Franca

In the related literature, a few terms have been used to describe the use of English in
the international context, including English as an international language (henceforth
EIL), World Englishes (henceforth WE), ELF and Global Englishes (henceforth GE).
There are two reasons for explaining these terms. Firstly, due to the increasing use of
English around the world, there seems to be a certain confusion surrounding these
terms. Secondly, those terms serve as the fundamental concept in this thesis. In order
to explore how subject teachers perceive English language and EMI policies in
China, it is useful to adopt a theoretical framework which truly reflects the current
use of English in a global context. Thus a very brief explanation will be provided to

evaluate the most suitable theoretical framework for the present research.



2.2.1 English as an international language

EIL is the term which is used to describe people who use English as the common
language in international communication. EIL has been widely used in the literature
(e.g. Holliday, 2005; Llurda, 2004; Matsuda, 2003; McKay, 2002; Sharifian, 2009).
Mckay (2002:12) describes EIL as follows, “English is used both in a global sense
for international communication between countries and in a local sense as a language
of wider communication within multilingual societies”. Some ELF scholars believe
EIL and ELF refer to the same phenomenon, but they indicate that the term ELF is
more appropriate than EIL (e.g. Jenkins, 2006a, 2007; Seidlhofer, 2004). They argue
that the word ‘international’ is misleading. This is because the term International
English is sometimes used as an shorthand for EIL. As Seidlhofer (2004: 210) points
out, “it (International English) suggests that there is one clearly distinguishable,
codified, and unitary variety called International English, which is certainly not the
case”. Moreover, Jenkins (2006a:160) believes that the term ‘international’ English
is a fuzzy term which is often used to refer to native English varieties. Very few
researchers (e.g. Trudgill and Hannah, 2002) refer to international English as native
English varieties and non-native varieties, but they do not include English use in the
Expanding Circle countries. Thus, the ambiguity and limitations of EIL seem to
make it an inappropriate term to describe English use in the contemporary world. It
seems that the latest term to be associated with English is the shift of the usage of

EIL to ELF in the emerging literatures.

2.2.2 World Englishes

Another popular approach used in the literature is WE. It is an important paradigm
which has resulted in the shift from English to many Englishes (Kirkpatrick, 2007:
28).Within the WE framework, Kachru’s (1985) Three Circles of English is
considered more influential as it highlights that different English varieties exist in the
World and the model shows how Kachru conceives of the global role of English.
Kachru’s Three Circles legitimize the English varieties in the Outer circle countries
and accept the plural form of Englishes. However, his ‘Circles’ has been criticized
by scholars working in the field of Global Englishes. They have pointed out the
limitations with this model (see e.g. Bruthiaux, 2003; Graddol, 2006; Jenkins, 2009;

9



Kirkapatrick, 2007; for a critique). A common criticism of WE is that it has been less
concerned with the use of English in the Expanding Circle (e.g. Bolton, 2004;
Jenkins et al, 2011; Seidlhofer, 2009). They argue that although WE include all the
three Circles of English varieties, WE scholars have placed their major emphasis on
English in the Outer Circle countries and have ignore the function of English used in
the Expanding Circle countries. Apart from the WE perspectives, English use in
Expanding Circle countries cannot be seen as legitimate forms. For example, Kachru
(2005) claims that English use in the Expanding Circle countries needs to refer to
Outer Circle countries’ English as the reference point. Jenkins et al. (2011: 284)
argues “World Englishes research has always been, and remains, interested primarily
in the study of ‘bounded’ varieties of English”. In summary, though the WE
paradigm maintains the legitimacy of English in Outer Circle countries, WE seem to
neglect the fact that the numbers of people learning and using English in Expanding
Circle countries are now bigger than the combined populations of the Anglophone
countries and the post-colonial regions. Considering the above discussions, the WE
approach does not reflect effectively current English use in the globalised world. In
particular, increasing numbers of Chinese are learning and using English for various

purposes.

Despite the problems and criticism, WE research still has relevance to the study of
English use in the Outer Circles. Kachru’s Circles are widely known in literature and
also provide a useful reference point for describing English use in the global context
(Bruthiaux, 2003).Thus this term will still be used in this thesis. This is because
Kachru’s three Circle terms have gained wide acceptance in the literature. His terms

economically distinguish the English used in different contexts in the world.

2.2.3. English as a Lingua Franca

ELF has been defined by ELF scholars who indicate a new conceptual paradigm of
English in the world (e.g. Firth, 1996; House, 2003; Jenkins, 2000; Mauranen, 2003;
Seidlhofer, 2011). However, some ELF scholars, such as Firth (1996) and House
(1999), considered ELF users as unsuccessful English users and exclude NESs from
the ELF definition, while the majority of ELF scholars do not exclude NESs from

their ELF definition and see ELF users as competent English speakers. For example,
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Jenkins (2014:1) points out, ELF refers to “the world’s most extensive contemporary
use of English, in essence, English when it is used as a content language between
people from different first languages”. Seidlhofer (2011:7) puts forwards a
functional definition of ELF, she says “any use of English among speakers of
different first languages for whom English is the communicative medium of choice,

and often the only option”.

From the two definitions above, ELF’s main emphasis is on the communication
between speakers from a different linguacultural background in the world, for whom
there seems to be no reason to defer to the native English norm. ELF is not a variety
of English, but “a variable way of using it: English that functions as a lingua franca”
(Seidlhofer (2011:77). ELF is about language in use. The two definitions do not
exclude NESs from ELF contexts. However, it is crucial to note that NESs are not
the authority on English in ELF settings. They are the minority in ELF contexts and
“are less likely to constitute the linguistic reference norm” (Seidlhofer, 2011:7). Both
NESs and NNESs have equal rights in using the English language to achieve their
communicative objectives. They all need to make adjustments to their local English
varieties and to acquire the ability to communicate in ELF contexts (Jenkins,
2011).Thus, in the ELF context, English competence should be assessed as to
whether the speaker can fulfil communication objectives rather than conform to

native English speaker norms.

Effective communications are highlighted in ELF settings. This would indicate that
ELF speakers who come from different linguacultural backgrounds are making the
efforts to achieve mutual understanding through various means. On some occasions,
ELF speaker’s use of English is considered as the innovative use of English. Such
interactions reveal fluidity and flexibility. However, in many Expanding countries,
English is still taught based on the NES (mainly British or American) norms from
the perspectives of a foreign language. Here an explanation is needed to see how
ELF differs from EFL (see Jenkins 2006b for further discussion on ELF and EFL).
In order to define ELF, Jenkins (2006b) provides a useful explanation to distinguish
ELF and EFL as two different phenomena. In the ELF settings, NNESs are seen as
competent multilingual language users. Non-native English varieties are not

evaluated according to native English standards. By contrast, the ultimate teaching
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goal of EFL is to help English learners conform to native English norms and to
achieve the NESs’ competence. Moreover, from the ELF perspective, non-native
English varieties are seen as different rather than deficient. NNESs are not
considered incompetent in the ELF context. ELF approaches regard communication
strategies, such as repetition and codes-switching, as a useful way that ELF users
adopt, for example, to signal solidarity with multilingual interlocutors (Cogo, 2009),

whereas EFL sees these strategies as evidence of gaps in knowledge.

Seidlhofer (2011) also proposes similar distinctions between EFL and ELF. Her
distinction is to some extent in accordance with Jenkins’s (2006) distinction.
Drawing on Brutt-Griffler’s (2002) notion of macroacqusition in post-colonial
settings, Seidlhofer (2011: 19) argues that we should extend the notion of
macroacquisition to ELF. Seidlhofer (2011: 18) argues that EFL focuses on where
the English speakers come from, and what cultural associations are bound up with it.
From EFL perspective, all the English learners are required to follow the pre-existing
norms. And the learners’ objective is to integrate into the NES community. Leaners
are encouraged to imitate what native English speakers do. By contrast, from the
ELF perspective NNESs regard themselves as competent English users if they fulfil

communication tasks.

Seidlhofer (2011) observes that the ELF approach requires people to reconceptualise
language variety, speech community and the concept of competence. This is because
the traditional terms such as ‘language variety’, ‘speech community’ and
‘competence’ indicate the notion of stability. They are not applicable in ELF settings.
In terms of competence, traditional competence refers to “an ideal speaker-listener in
a completely homogeneous speech community, who knows his language perfectly...”
(Chomsky, 1963: 3) is irrelevant in ELF contexts (cited in Seidlhofer, 2011: 89). The
conventional notion of ‘variety’ has been criticised as it is attached to a fixed
language or culture (Seidlhofer, 2011). ELF communication contains speakers who
come from diverse linguacultural backgrounds and their language use varies in
different communication contexts. They are not using one type of English but they
are negotiating their meanings. What is more, instead of using speech communities,

‘communities of practice’ has been adopted by many ELF scholars to describe
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English use in ELF settings (e.g. Kalocsai, 2014; Mauranen, 2012; Seidlhofer, 2009).
As discussed earlier, ELF is a new paradigm which demonstrates new ways of
looking at English in the world. ELF scholars argue that ELF users do not constitute
a speech community as it is conventionally conceived of in the sociolinguistics
literature (Seidlhofer, 2011; Mauranen, 2012). As Mauranen (2012:23) points out,
“the traditional notions of language or speech community are somewhat unhelpful
for setting descriptive parameters for ELF as a social phenomenon”. Mauranen
(2012:57) also notes ELF users befint a lot when they communicate with each other
in a multicultural environment. This is because both the speakers’ and learners’
English competence is no longer considered merely language learners trying to
conform to native English norms. The communication norms arise in real interaction
to achieve intelligibility. Mauranen (2012:57) argues both the speakers and the
hearers need the “processing time for both (for example hesitating, repeating, and
pausing), assist in mutual comprehension (for example, explicitness, approximation),
and help achieve positive social goals (for example, repetition, co-construction)”.
These communicative practices help them to communicate. Thus, the communicative
practices taking place in the ELF context should not be seen as being disadvantaged.
The ELF users are using the communication strategies skilfully to fulfil their

communication needs and purpose.

In fact, NESs are bilingual or multilingual are often seen as an advantage. They
attempt to use multilingual resources to achieve their communication purposes. As
Seidlhofer (2011: 112) points out, ELF users have “the resources of other languages
available to them’ and “make use of them as active elements in their linguistic
repertoire”. Similarly, Cook (1999: 185) believes NNESs should be seen as
“multicompetence language users” rather than low-proficiency speakers. He also
uses the word “multicompetence” to emphasize the strength of having knowledge of
two or more languages. NNESs come from different cultural background; they might
have more tolerance towards different English varieties. Studies of NNESs of
English have revealed that NNESs are sometimes easier to understand than NESs
(e.g. Adolphs, 2005; Hulmbauer, 2009). For example, Hillmbauer (2009) put
forward the idea of “shared non-nativeness”, which indicates NNESs seem to

understand unconventional linguistic forms much easier than NESs. In other word,
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most ELF users are mostly bi-or plurilingual and their “shared non-nativeness” skills

facilitate communication on some occasions.

Based on the above discussions, ELF is a useful theoretical approach which includes
both NNESs and NESs participating in international communication with equal
status. Furthermore, | believe that the concept of ELF will avoid the ambiguity of
EIL, second language speakers and foreign language speakers. The ELF paradigm
offers an alternative view to re-examine the traditional views of English language
use. The present study draws on the concept of ELF. There are two reasons to adapt
ELF as my theoretical framework. Firstly, English is more widely used between
speakers with different first languages and the primary focus of ELF study is on
NNESs. In ELF contexts, ELF users are making efforts to use their linguistic
recourses to achieve mutual intelligibility. Secondly, the notion of ELF has been
studied in relation to the HE domain, where English is increasingly used as a lingua
Franca. The findings of ELFA studies provide useful resources for studying EMI in
China. Thus ELFA will be further explained in section 2.5 and 2.6 to argue why
ELFA is of relevance to the users in Expanding Circle countries and its relevance to
English users in Chinese HE. But it is also important to note the complexity of ELF
(Baird et al. 2014). ELF is very dynamic and we should see it as fluid. More ELF
related studies are needed to better understand the field.

2.2.4 Global Englishes

The term ‘Global Englishes’ has been recently used in the literature (e.g. Murata &
Jenkins, 2009; Pennycook, 2007). It is different from the term ‘Global English’. The
latter favours NS norms and sets the target of achieving native-like English. The
plural form of Global Englishes indicates the plurilinguistic nature of WE, EIL and
ELF. For example, Murata & Jenkins (2009:5) believe the term global Englishes
‘encompasses both centrifugal and centripetal natures of WE, EIL or ELF
simultaneously.” Therefore, in this thesis, I will see global Englishes as a
comprehensive term which combines WE, EIL and ELF. The following part will
briefly discuss some previous ELF empirical studies. Those studies are not aiming to

describe ELF as a distinct variety, but they are trying to indicate how ELF speakers
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use their multilingual resources to achieve communication in practice. The following

part will briefly review some studies which were carried out in general ELF settings.

2.3 Empirical ELF studies

In order to study how ELF users use language in ELF settings, a number of studies
have been carried out to explore the linguistic forms of ELF communication in
various settings at a range of linguistic levels, such as phonology, lexicogrammar,
culture and pragmatics (e.g. Baker, 2009; Breiteneder, 2009; Cogo & Dewey, 2006;
Kirkpatrick, 2011; Jenkins, 2000; Mauranen, 2006a, b; Pitzel, 2009; Seidlhofer,
2004). These findings are very influential and useful to conceptualize ELF. This is
because the findings indicate that ELF users apply English in natural contexts
differently to NESs and explain the reasons and function of the non-conformity use

of English.

Jenkins’s (2000) study explores the English phonology in Lingua Franca
communication. She demonstrates that for NNES’s certain English pronunciation
features contributed significant to intelligibility in ELF contexts, while some NES
features do the opposite. This implies that the non-conformity use of certain
pronunciation features causes no problems of understanding. In line with this, she
proposed a Lingua Franca Core and identifies those features of English
pronunciation that are important for international intelligibility (see Jenkins, 2000 for
a more detail discussions). In addition, Jenkins (2000) is the first scholar to study
accommodation in ELF. ELF interlocutors tend to solve the problems by adopting
accommodation strategies to achieve their speaking objectives. Her findings showed
how ELF speakers accommodate their pronunciation to make their speech more
intelligible to their addressees. After that, more and more scholars are interested in
finding out what accommodation strategies are adopted in practice (e.g. Cogo, 2009;
Mauranen, 2006b; Kaur, 2009). Mauranen (2006b) investigates how ELF speakers
prevent misunderstanding by using clarification and self-repairs. Cogo’s (2009)
study identifies that ELF users are using repetition and code-switching to adapt to
the communication situation. Kaur (2009) finds out the participants in the study

repeat or paraphrase the previous utterance when the utterance is not well understood.
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There is also some evidence that NNESs are more skilled accommodators than NESs.
Researchers who studied English users’ accommodation strategies have found that
NNESS are better at accommodating their English than NESs (e.g. Sweeney and

Zhu, 2010). Participants (NESs) in their study were found not to be good at
accommodating their English towards NNESs in business communication. Sweeney

and Zhu (2010) argue that some NESs may lack the communication strategies.

The most salient features of ELF are found at the level of lexicogrammar (Seidlhofer,
2004). Most of the initial empirical studies into ELF lexicogrammar were through
the Vienna-Oxford International Corpus of English (VOICE). Seidlhofer’s (2004)
study provides a list of preliminary lexicogrammatical features among ELF
interactions (see Seidlhofer, 2004: 220). After Seidlhofer’s 2004 article, scholars
have started to explore these listed features in detail (e.g. Breiteneder, 2009; Cogo &
Dewey, 2006, 2012; Erling and Bartlet, 2006; Hulmbauer, 2009; Kirkpatrick, 2011).
Subsequent scholars have supported Seidlhofer’s findings on ELF features. This
suggests that those features identified by ELF scholars are not randomly selected,
they are used widely by ELF speakers. Among these studies, Kirkpatrick (2011) lists
some examples of the non-standard features of ASEAN ELF. His study is more
relevant to the Chinese context. For example, he points out some linguistic features
of ASEAN ELF are similar to those features of VOICE. The following extracts show

some examples,

1. the flexible use of definite and indefinite articles, e.g. | know when we touch money
issue it can be very controversial.
2. absence of plural marking on nouns and measurement. e.g. One three time or four
time a year (and note the use of non-standard-s on years)
3. morpheme-final consonant cluster deletion. e.g. | check the placard
4. non-making of past tense forms, e.g. I couldn’t see, that’s why I just sit and take a
rest.
5. Use of prepositions in different contexts, e. g. and the second purpose is to seek for
a discussion
6. copula absence or deletion, e.g. once this blueprint adopted.

(Kirkpatrick, 2011: 217)

The language forms that are listed by Kirkpatrick are invaluable in studying ELF
interaction in Asian countries. ELF speakers who come from the same region have

their own ways of using English, and their English use might be “shared by people
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with whom they are interacting” (Kirkpatrick, 2011: 220). However, it is important
to point out that identifying those ‘features’ does not mean those scholars are trying
to codify a variety of English. ELF scholars are not comparing the features with
NESs but trying to understand the language practice in ELF.

Code-switching, one of the important accommodation strategies in ELF
communication has also been studied (e.g. Cogo, 2009; Klimpfinger, 2009). Unlike
the traditional view which sees code-switching as an approach which helps to
complement learners’ English competence, code-switching has been perceived as a
useful accommodation strategy to achieve the communicative purposes. Five
functions of code-switching have been identified. First, code-switching gives the
ELF users the chance to draw upon their multilingual recourses. Second, it is used to
ensure understanding in contexts where speakers are from different lingualcultural
background. Third, ELF users use code-switching to signal culture and solidarity.
Fourth, ELF users use code-switching to seek for help. Fifth, code-switching is used
to introduce another idea. In addition, Cogo (2009) identifies how ELF users try to
switch to their first languages and their interlocutor’s language to help mutual
understanding. They showed an innovative way of using English in ELF contexts
based on their multilingual background. Sometimes ELF users even switch to
languages which are neither the speakers’ nor interlocutors’ first language. In fact
code-switching has also been identified as a common practice in the EMI courses,
where teachers use both English and the local language (this point will be discussed

in section 3.5.2).

Though empirical studies have identified that ELF speakers are using different
accommodation strategies in practice, most ELT practitioners have made no effort to
inform their students of these strategies. They still assumed that students’ future
interlocutors would be speaking standard English and they never need to
accommodate their language. As a result, this may lead to NNESs encounter some
difficulties when they communicate with other ELF users. To summarize, the
empirical ELF studies in general settings have showed how ELF speakers use
English to successfully achieve their communication aims. ELF speakers are good at
using their pragmatic strategies to accommodate effectively to the interlocutors.

Their pragmatic strategies facilitate communication. As Kalocsai (2014: 52) points
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out, “ELF has been defined as language in use among bi- or multilinguals whose
primary concern is to reach intelligibility in the only shared language available to
them”. This suggests that the ELF paradigm highlights the speakers’ ability to use
pragmatic strategies to reach intelligibility rather than to conform to native English
norms. Given the fact that large numbers of NNESs are using English in HE around
the world, academia has been identified as one of the domains in which to study ELF
users’ English use (Mauranen, 2003). ELFA is an empirical branch of ELF theory. In

the following section, | will discuss some empirical studies in ELFA.

2.4 ELF in Academic Settings

With the extensive use of English in the academic setting, Mauranen and her teams
have launched the spoken ELFA corpus and the written academic ELF (WrELFA)
corpus. Both spoken and written ELFA corpus offer scholars the opportunity to study
how ELF users speak and write in academic contexts. Consistent with the aims of
my study, studies of the spoken ELFA corpus also provide me with some ideas on

spoken academic English in HE.

English users in HE settings are very likely to encounter different English varieties
and will need to negotiate meanings. In such settings, Mauranen (2012: 68) argues,
“the dominance of the ENL model is likely to diminish, because the determinants of
language use lose their connections to a national basis”. This is because ELF has
emerged in practice, but the prevailing academic English policies in the international
HE are still based on native English norms. The use of ELF is often seen as a
problem to be solved. Even in some universities which do not have any written
language policy, it is very common to find the de facto language practices, for
example, most of the teaching materials are NES norm based. Universities in the
Expanding Circle countries only recruit foreign language teachers who mainly come
from English speaking countries. Some researchers believe it is unreasonable for
those international universities to reinforce the use of the NES model without
considering the new role of English language (e.g. Ammon 2007; Jenkins 2011,
2014; Mauranen, 2012). They have also questioned the English language policy in

those institutions who claim themselves to be ‘international universities’. For
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example, Jenkins (2014) argues that many universities around the world who claim
to be international universities are actually national in terms of English teaching.
This is because English policy is still considered to be based on native English
norms in those so called ‘international’ universities where an increasing number of

multi-national students are studying.

Similarly to the general ELF empirical studies, some corpus-based ELFA research
demonstrated certain patterns of ELFA use (e.g. Bjorkman, 2013; Pilkinton-Pihko;
2010; Ranta, 2006). Their findings generally suggest that academic staff and students
are using ELF for communication and their non-conformity use of English can be
equally effective to express their ideas. Some of the findings are in accordance with
earlier general ELF empirical studies, which indicate ELFA users share similar
linguistics features with general ELF users to successfully fulfil communications. It
is important to point out that most of the empirical ELFA studies were conducted in
the European context, but a few studies were found in East Asian countries. This is
not surprising, because EMI is a newly emerged education form in East Asian
countries, where the medium of instruction is often the students’ first language, in
those settings. Thus, in the next section, | will discuss the spoken academic research

which was conducted in European contexts.

Repetition is a strategy which is frequently used by NNESs who are using English in
academic settings (e.g. Mauranen, 2006b; Bjorkman, 2011). Mauranen (2006b) finds
that university students frequently communicate with others through repetitions.
Similarly, Bjorkman’s (2011) finding also indicates that students studying
Engineering through English use repetition to make themselves understood. Besides,
Mauranen (2006b) also lists other useful communications strategies, such as raising
specific questions, repetition of problematic items to signal misunderstanding, using
confirmation checks and engaging interactive repairs to prevent misunderstanding. In
ELFA, these strategies are considered to be effective ways of dealing with non-

understanding and achieving mutual intelligibility.

Bjorkman (2012) investigates students’ use of questioning in HE academic setting.
She listed three types of questions: syntax with specific reference to word order,

utterance-final rising question intonation and the interrogative adverb/pronoun (in
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Wh-questions only). The findings suggest ELF users in her study often adopt rising
question intonation as a useful way to achieve communicative effectiveness. Her
participants did not follow the NESs’ intonation, but they made themselves

understood by adopting their innovative use of question intonation.

ELFA users tend to frequently use the progressive aspect (e.g. Bjorkman2008;
Ranta, 2006). Ranta (2006) studies the ELF speakers’ extended use of progressive
aspect based on the ELFA corpus. She finds that ELF speakers use the progressive
aspect much more often than the NESs. She also identifies three types of non-
traditional use of progressive aspect in ELF communication. Ranta concludes that
ELF users’ use of progressive aspect caused no obvious misunderstandings in
interactions. She believes the participants are making an innovative use of language
to help successful communication. Similarly, Bjorkman’s (2008) study shows that

her participants employ the progressive aspect to communicate as well.

Metsé-Keteld’s (2006) finds this phrase ‘more or less’ is used more often by
speakers in ELF academic contexts. She also indicates that “the vast majority of the
occurrences of ‘more or less’ in academic lingua franca English fall into the broad
category of hedging” (p. 130). She indicates the expression has three functions in
lingua franca discourse: minimising, comparing similarities and approximating
quantities. In addition, she compares the frequency of expression ‘more or less’ with
the MICASE corpus (a corpus of native English). She finds that ‘more or less’ is
more frequently used in the ELFA corpus than the MICASE corpus. In particular,
the minimising function of ‘more or less’ is more frequently used in ELFA than
MICASE corpus. However, Metsd-Keteld argues that the use of ‘more or less’ with

different functions does not cause misunderstanding in the ELF communication.

Mauranen (2009) draws on the ELFA corpus to study the recurrent patterning which
ELF users utilized to co-construct successful communication. She identifies that
some patterns range from short to longer patterns, and those longer patterns are
variable and different from native English norms, for example, the expression ‘in my
point of view’ not only demonstrates the creative adaptations of ELF speakers, but
also denotes a new function that of signalling divergence of opinion. In addition,

Mauranen argues that the deviant uses of the patterns are systematically used in ELF
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contexts and this should not be seen as random errors but might indicate the

creativeness of ELF users.

Other recent studies have shown subject teachers do not adhere to native English
norms in EMI. For example, Pilkinton-Pihko (2010) investigates ELF lecturers’ self-
perceptions of their language use and ability to communicate in English as well as
the language ideologies which guide their self-perceptions. The author adopts a
phenomenographic approach to investigate three participants. In her study, the
phenomenography approach refers to investigating participant’s statements of
experiences of their own language learning and perceptions of language use, while
lecturing subject-specific content. Her study also identifies three types of language
ideologies: standard language ideology, standard English native speaker language
ideology, and English as ‘other’. What is interesting to find is that none of the
lecturers adhere strictly to standard language ideology or to NS language ideology in

practice.

To summarize, the above section has reviewed some ELFA studies. These studies
were listed to offer an overview of how ELF users use or perceive English in
European academic settings. Especially, studies show the strategies which ELFA
users employ frequently. It can be suggested that on the basis of those empirical
studies, that the nature of English language proficiency in ELF(A) setting is different
from the conventional approach to English language. Grammatical ‘correctness’ is
not the only criterion to communicate ideas in ELFA. The great effort which ELF
users put forward to prevent misunderstanding, such as repetition, using
confirmation checks and engaging interactive repairer to prevent misunderstanding.

Pragmatic competence is considered as crucial in such settings (Bjoérkman, 2012).

These empirical studies were not simply describing the fixed ELFA patterns, but
explaining what was intelligible in academic settings where English is the major
common language. The listed features are not universal in all the academic settings
but some of the features may reflect English use in academic settings in China. There
are overlapping features which emerge from the general ELF and ELFA research but
these findings are not mutually exclusive. In order to argue for ELFA as the

appropriate paradigm to study English use in academic English, the major
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approaches to academic English/EAP will be briefly presented in the following

section.

2.5 ELFA approach to Academic English

Due to the widespread use of the English in HE settings around the world, the
demand for English courses related to academic English is increasing both in English
speaking countries and worldwide. Institutions in Anglophone countries normally
provide pre-sessional or in-sessional Academic English courses for international
students. Recently, some institutions in Expanding Circles countries have also
offered Academic English courses associated with the English for Specific Purposes
(ESP) and English for Academic Purposes (EAP). EAP is often perceived as a
branch of ESP (Flowerdew and Peacock, 2001). There exists a lack of agreement on
the most effective approach to teaching academic English. Therefore, there are many
ways of approaching academic English; each way of categorization depends on the
position of the scholar (e.g. general approach, specific approach, genre approach,
Academic Literacies, Critical EAP and ELFA).

The majority of the theoretical approaches to EAP (except ELFA) are based on
native English norms (Jenkins, 2014, Mauranen, 2012). The increasing use of
academic English by NNESs has been ignored by the majority of EAP scholars.
Among the different approaches to academic English, Jenkins (2014) categorizes the
major academic English approaches into three groupings: “Conforming approaches”,
“Challenging approaches” and “ELFA approaches”. Unlike other approaches which
only took a rather static view towards academic English, Jenkins categorizes the
various approaches and indicates her unique perspectives on academic English. Her
framework is the most up-to-date and coherent category in the literature. Her
categorization offers a new perspective to studying English in the international HE,
where ELF users are using English for “a wider international audience” (Jenkins,
2014:42). Therefore, I adopt Jenkins” EAP categorization in this thesis (See Jenkins,
2014). The following paragraph will briefly review and evaluate her framework.

According to Jenkins (2014), the Conforming approaches include the Traditional

EAP, Corpus Studies and EAP/Genre. The notion of the ‘conforming’ means NNESs
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students have to “conform by default to native academic English (p. 50)”. This is
because the Conforming approaches into EAP has been guided by the native English
norms. Jenkins also divides the conforming approaches into what she sees as
stronger and weaker versions. In her stronger version, which she refers to as
“traditional EAP”, which NNESs are normally required to learn the academic
English norms specific to NES academic English. It seems that norms and standards
are their primary focus in such approach. Jenkins criticises the notion that EAP
teachers are expected to help students to acquire the standard English and to “focus
on idealized native academic norms, and not to question whether these norms are the
most appropriate globally (p. 50)”. The weaker end of the conforming approach
includes EAP/Genre approaches and corpus studies. The concept of ‘genre’ has
influenced greatly the study of academic English since 1990 (e.g. Swales, 1990;
Hyland, 2003). Genre based approaches focus on the structure and the discourse
features of the texts, as well as the context and the target readers (Hyland, 2003).
Based on the EAP/Genre approaches, teachers first need to help students understand
a contextual framework for writing and also let the students become familiar with the
different text structure/ types (Hyland, 2003). EAP/ Genre informed approaches
have helped students understand the explicit knowledge of the genres. Jenkins
believes that those approaches still make no attempt to question the existing
approach that NNESs need to conform to native English norm completely. Turning
to the Corpus studies, the genre approach has also contributed to the EAP corpus,
such as the Michigan Corpus of Academic Spoken English (MICASE), and the
International Corpus of learner English (ICLE). On the one hand, the corpus gives
people the chance to analyse how discourse differs in various academic disciplines
and genres. On the other hand, EAP teachers are still required to compare the NESs’s
English with NNESs. They still consider NNESs’ English as a problem to be solved.
Jenkins argues that Genre approaches “do not seem to see any contradictions in
expecting NNESs to develop these identities through the medium of native English

norms and forms”.

Jenkins’ Challenging approaches comprise Critical EAP, Contrastive Rhetoric and
academic literacies. Jenkins believes that although these approaches challenge the
Conforming approaches, these approaches have a different focus. For example,

Academic Literacies Approach has been identified as an important perspective in
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studying academic English recently (e.g. Hyland & Hamp-Lyons, 2002; Tribble,
2009). But it is believed that the discourse of Academic Literacies focuses more on
the home students in the UK (Hyland & Hamp-Lyons, 2002: 4). This suggests
Academic Literacies have not been concerned with ELF users. Jenkins (2014)
believes Critical EAP approaches and ELFA share similar perspectives. In particular,
both of the two approaches question the need to follow the expectations and norms
formulated by the university. However, in practice students have less right to
contribute to the curriculum designing. Thus, critical EAP scholars may impose their

own goals upon their students.

Given the diverse current theoretical approaches to Academic English, I think ELF
and ELFA (already discussed in detail in the last section) demonstrate a helpful
paradigm to study the implication in relation to internationalisation of the English
language. The previous section 2.3.3 has pointed out the dynamic nature of ELF (A).
The ELFA approach to academic English might be seen as a suitable way to study
EMI in international universities. Similarly, the previous literature identified the
ongoing nature of globalisation and internationalisation. In this respect, ELFA fits in
with a view of globalisation and internationalisation. Though the number of studies
which take an ELFA approach is smaller than the other conventional Academic
English approaches, ELFA has generally been adopted as a relatively new approach
to studying English used in EMI (e.g. Bjérkman, 2013 Jenkins, 2014; Pilkinton-
Pihko, 2010; Mauranen, 2012; Smit, 2010b). The next section will briefly review the
research findings mentioned above and discuss English and ELF in Chinese

universities.

2.6 English and ELF in higher education in China

Chinese English speakers are in the Expanding Circle of English use. Chinese
students have to learn English (as a foreign language) throughout all the educational
stages. Before they enter university, most of the students have usually received at
least nine years of formal English language courses. When students enrol in
university, they are required to study College English for at least two years. In China,
EAP has not been widely taught in the universities, though EAP has been recently

emphasized in research conferences and papers in China (e.g. Cai, 2012a; Cai,
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2012b). The approach to EAP is still based on the Conforming approaches. Like
ELT in China, EAP courses are still informed by the General EAP approach and
EAP/Genre approach. The primary focus of EAP is on accuracy and correctness.
Most Chinese researchers still adopt the term ‘EFL’ to describe the English use in
China. Compared to these terms (e.g. EIL, Global Englishes), ELF is not a
frequently used term in the research literature in China. Despite the fact that the
College teaching curriculum highlights the function of English as an international
language, only the literal meaning of the term ‘global language’ has been understood.
The underlying discourse of English as a global language has not been noticed and
the implications of the change of English status have not been widely discussed in
China.

Three terms are often used to describe English use by Chinese people, Chinglish,
Chinese English, and China English (Hu, 2004; Eaves, 2011). However, Chinglish
and Chinese English are often associated with negative evaluations from the SLA
perspectives. Recently, China English has been the subject of a growing body of
research (e.g. Bolton, 2003; Chen and Hu, 2006; Eaves, 2011; Hu, 2004; He and Li,
2009; Kirkpatrick and Xu, 2002). But those studies are based on the WE paradigm.
They try to describe China English as a fixed variety of English. Eaves (2011: 65)
claims that China English is “a developing variety in Kachru’s Expanding Circle”.
The primary limitations of those studies lie in the fact that they do not address the
legitimacy of Chinese speaker’s English in intercultural communication. Some think
Chinese interference influences the Chinese people’s use of English. However, it is
important to point out that the ‘Chinese interference’ is just one of the reasons for
non-nonconformity with native English varieties. Other reasons which account for
this might be the individual speaker’s preferences, innovation and the specific

contexts.

However, from the ELF perspectives, China English or Chinese English can be seen
as languages use by a specific similect (Mauranen 2012) of Chinese ELF users.
According to Mauranen (2012: 29), ELF speakers are exposed to L2 lects'and

regional dialects”. On one hand, the L2 lects contain features of the L1 of the

! Mauranen (2012:29) first uses the word ‘lects’ and ‘similects’
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speaker, but people who come from the same L1 background could understand each
other. On the other hand, she distinguishes between L2 lects and regional dialects.
As she notes, “unlike dialects, which arise in communities of speakers talking to
each other, L2 lects result from the parallel L1 influence on their speakers” (P. 29).
Thus, Mauranen calls these L2 lects ‘similects’. She further explains that similects
“remain forever first-generation bybrids: each generation’s, each speaker’s idiolect is
a new hybrid” (p.29). From this point of view, Chinese people do not use fixed
English to talk with each other. They are using English to speak to people who come
from other lingualcultural backgrounds and to accommaodate their languages. For
example, they might need to introduce the Chinese culture to other ELF speakers.
Thus, the ‘similects’ are not developing among Chinese people but between Chinese
and other L2 English users. Jenkins (2014) also discusses the similects and notes that
the term Japanese ELF” or “Chinese ELF” (P.29) can be used in this sense.

Turning to the use of ‘Chinese ELF’ or ‘China English’, no clear approval of China
English has been put forward by language policy. ‘Chinese ELF’ or ‘China English’
is still in the stage of implying improper use. Many people still have very negative
attitudes towards these terms. For example, Hu (2004) conducted a research project
which investigates 1251 Chinese students’ awareness of China English and World
English. Only 2.2% of students preferred China English. Though Hu identified this
global use of English and question and the need for English in China to conform to
any the existing standard varieties, students still showed a willingness to learn
British/American English. Though a few studies (e.g. Hu, 2005; Kirkpatrick and Xu,
2002) argue that China English should have its role, how to integrate ‘Chinese’ ELF

or ‘China English’ into the curriculum remains a question to be discussed.

Since 2010, there have been emerging studies which consider the implication of the
ELF approach to ELT in China (e.g., Deterding, 2010; Kirkpatrick, 2007; Wang,
2013; Wen, 2012; Zheng, 2013, 2014). Among the very few publications on ELF in
relation to China, Deterding (2010) analyzed 13 Chinese students’ English
recordings based on the Lingua Franca Core. His study considers the implications of
the proposals for ELF-based pronunciation teaching in China and argues that ELF-
based teaching is attainable for most Chinese learners, while native speaker targets

are ‘demotivating’. He also notes that ELF-based teaching should never be seen as ‘a
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cut-down target or ‘soft’ option’, because it provides learners more attainable targets,
it also involves more work, for example, developing accommodation skills.
Deterding also discusses the potential effects of ELF-based teaching of Chinese
English learners. He suggests ELF-based pronunciation teaching as “practical,
achievable and fun” (P.12).

Wen (2012: 373) proposes a pedagogical framework for an ELF-informed approach
to the teaching of English in China. According to her framework, English language
can be analysed and taught linguistically, culturally and pragmatically. Moreover,
Wen suggests that pedagogical decisions should be based on what is to be taught and
what the learners are expected to achieve. Wen highlights that “the basic idea here is
what is expected of learners, is not that they should replicate what is taught, but use
it as a means for developing effective communicative strategies related to their own
cultural reality”. Thus, she calls for ELT to reflect the communication purpose for
the students and to prioritise a locally sensitive ELT approach. Her study is very
influential, as she emphasises the need for the ELT in China to help students’

develop communication strategies.

Wang (2013) studies Chinese university students and professionals’ perceptions of
non-conformity to English native language norms. She adopted the ELF as her
theoretical framework and sees her participants as legitimate ELF speakers. Her
finding demonstrates that Chinese English users have “exonormative and
endnormative orientations to English (P.278)”. On the one hand, participants
consider English as “a fixed entity” and believe native English could bring social
advantage to them, on the other hand, their reaction demonstrates “acknowledgement
of the communicative function of English that diverges from the norms of ENL and
their concern for their cultural identity” (p.255). Finally, She argues that the English
used by Chinese people for international communication is legitimate and labled it as
“CHELF (Chinese speakers’ English as a Lingua Franca) to describe their English
use. She also highlights the need to call for a change from monolithic English to

pluralistic English in ELT in China.

Zheng’s (2013) study explores the relevance of ELF to ELT practices by examining

Chinese learners’ English learning from L2 motivational perspectives. Her findings
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reveal that participants “tended to construct the Ought-to and Ideal L2 self around
native-speaker norms under the influence of the deeply ingrained native English
model in the ELT classroom and the global spread of native English cultural
products” (P.341). However, the participants find that it is hard to achieve the native-
like English targets and may thus have no further motivation to learn English. Her
study calls for a re-evaluation of the dominant native-speaker norm in China. She
also provides some suggestions on how to relate ELF to English language teaching
in the tertiary context, such as raising ELF awareness and creating ELF-using

experiences.

In addition, some studies adopted the notion of ELF to describe communication
between Chinese teachers and international students in Mandarin classes. For
example, Wang (in press: 1-2) investigate native Chinese teachers’ beliefs about ELF.
She notes that those Mandarin teachers use “ELF to assist the teaching of Chinese
language, to introduce Chinese culture and to communicate with students who come
from many different countries”. Though her study did not have direct relevance to
my research, her study at least indicates that there has been diverse use of English
among different English users in China and that some scholars realise the value of

ELF in Chinese education contexts.

Last year the 7" International Conference ELT in China held a forum to discuss the
implications of ELF to China. This was the first conference which had considered
ELF in China. Although the speakers in that forum still have very conservative
attitudes towards ELF, the forum has inspired the ELT practitioners to think about
ELF in China and reflect their existing belief. The four presenters in the forum are all
well aware of English use in global settings, but they expressed their concerns
regarding the pedagogical implications of ELF and some said that ELF cannot be
fully integrated into Chinese HE. One of the speakers, criticizes ELF and claims that
empirical ELF studies (e.g. a Lingua Franca Core) are trying to identify the ELF
features. However, ELF research is not about trying to codifying a variety of
English. These empirical studies are describing how ELF speakers use English in
practice and how they use pragmatic skills to make themselves understood.
Emphasizing pragmatic skills have been highlighted in those ELF studies which
explored the English forms used in ELF communication. It appears that the notion of
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ELF has not been fully understood and misconceptions still exist in China. More
empirical studies are needed to help practitioners understand the notion of ELF and

then to let them think over if ELF is relevant to their classrooms.

In summary, the findings of these studies indicate that some Chinese scholars are
starting to understand the global role of English. They are also reflecting on the ELT
in China. So far, ELF influences have been very limited and the most English
teaching in China is still based on Inner-Circle norms. The above literature has
shown that some researchers have advocated ELF-informed teaching, but the future
influence of ELF on ELT in China is still unknown. In addition, there is not much
information on how EMI practitioners perceive the use of English, to teach the
content subjects, and how they perceive English language in relation to the changing
status of English around the world. The expansion of EMI in Chinese universities is
likely to continue in the future. This brings me to question what type of English
should be used in Chinese universities and to what extent does ELF fit into the
Chinese HE.

2.7 Summary and conclusion

In this chapter the ELF and ELFA were reviewed to show how English is currently
being used around the world. It also discussed why the notion of ELF is more
relevant in expanding circle countries. The spread of ELF and findings of the ELF
research enable people to argue that native speakers’ competence may no longer be
relevant as a model in those Expanding Circle countries. Based on findings from the
literature of ELFA, NNESs in academic settings use forms which are different from
native English speakers. Those forms have different functions in communication.
This supports ELF scholars’ notion that non-native English speakers’ unconformity
to native English norms should not be seen as a deficit, but differently, and also
emphasizes the importance of intelligibility. In addition, it also discusses why ELFA
could be seen as the most updated and relevant approach to studying English use in
academic settings. Turning to HE in China, very limited studies have discussed ELF
with reference to the implication for ELT in China. There seems to be no study
which has linked EMI with ELF. The next chapter will discuss the implications of

ELF in relation to the globalization of English, particularly in HE settings.
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Chapter 3: Internationalisation and English in Higher Education

3.1 Introduction

The word ‘internationalisation’ has become a buzzword since nearly all universities
set the goal of internationalising their institutions. Academic mobility increases the
use of English in HE. As discussed in Chapter one, English plays an important role
in global HE. A large number of papers on the internationalisation of HE have been
published, but very few have explored the implications of internationalisation on the
English language. The following section will review the literature regarding the
internationalisation of HE. Remaining sections will then review the EMI studies
which have been conducted in Europe, East Asia and China.

3.2 Globalization and the internationalisation of higher education

The term ‘globalization’ and ‘internationalisation’ are often intertwined in global
education. But each term can denote different senses and can be sometimes difficult
to define. Although some scholars are trying to distinguish the two terms, there is no
consensus regarding the definitions and the meanings. Altbach (2006: 123) defines
globalization as “the broad economic, technological, and scientific trends that
directly affect higher education and are largely inevitable in the contemporary
world”. While he refers to internationalisation as “specific policies and programs
undertaken by governments, academic systems and institutions, and even individual
departments to support students or faculty exchanges, encourage collaborative
research overseas, set up joint teaching programs in other countries or a myriad of
other initiatives”. Another scholar, Teichler (2004:7) states that “globalisation is
often associated with competition and marketsteering, trans-national education, and
finally with commercial knowledge-transfer”. The term internationalisation “is often
discussed in relation to physical mobility, academic cooperation and academic
knowledge transfer as well as international education”. The definitions above may
indicate globalisation is an ongoing process and denote the sense of
interconnectedness. Almost all institutions have to respond to the influences of
globalisation and are facing competition for students, knowledge and research. By

contrast, internationalisation is offering choices for the universities. As Altbach
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(2006: 123) observes, “internationalisation accommodates a significant degree of
autonomy and initiative”. This suggests HE institutions could take the initiative to
decide whether to implement internationalisation strategies or not. But obviously,
policy makers often perceive the internationalisation as a good sign for the
development of the universities. Most of the institutions worldwide have set out the

internationalisation agenda.

Based on the literature, it is noteworthy that there is no single reason to explain why
many universities are actively aiming for internationalisation (Altbach and Knight,
2007; Maringe and Foskett, 2010). Some universities want to recruit fee-paying
international students to increase the income. Some consider the internationalisation
could help their domestic students to increase their cultural understanding and
competitiveness in the globalised job market. Other universities see that
internationalisation offer new ways to collaborate with other institutions and to
exchange knowledge, research and resources. Generally, the economic aspects are
more likely to be perceived as the primary reasons for implemting the EMI and to

increase the recruitment of students all over the world (Wilkinson, 2013).

Similarly, there are no uniform ways to internationalise HE. Scholars from different
social-cultural backgrounds may perceive the internationalisation differently (Ryan,
2013). The prominent internationalisation activities which the universities often
employ include: establishing links with foreign universities, setting up joint
education programmes, increasing the number of the international students,
increasing the mobility of staff and students, setting up branch campuses, increasing
research collaboration with foreign partners, emphasizing the EMI and increasing the
use of foreign language curriculum and textbooks (Altbach and Knight, 2007; Van
Damme, 2001). Although many universities claim that they have adopted those
strategies, the level of the internationalisation varies with different contexts.
Amongst the different aspects of internationalisation, this study mainly focused on

EMI courses. | will discuss the EMI in Europe and Asia in section 3.3 and 3.4.

While the term ‘internationalisation’ has been widely accepted and promoted in
global HE, there remains debate on how to implement the international strategies
(Reid & Spencer-Oatey, 2013; Wong & Wu, 2011). These researchers note that
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institutions only mention the broad approaches to internationalisation, such as
increasing the number of international students, promoting international exchange
and requiring the use of English textbooks. But practitioners often interpret these
approaches in different ways. So there always remains confusion about what
internationalisation means in pedagogy. As Reid & Spencer-Oatey (2013) argue
“...the internationalisation of the curriculum is often more rhetoric than reality, it
seems evident from the literature that many institutions have lacked a clear direction
in the implementation of meaningful and sustainable policies”. Wong & Wu (2011:
198) also criticise the ambiguity of internationalisation policies. They believe that
the ambiguity of the policy may lead to the partial implementation of the policy. As
they note “internationalization efforts frequently result in change that is only
superficial or isolated rather than deep and pervasive”. Similarly, Killick (2011:77)
argues “internationalisation is not ‘simply’ a matter of presenting an English
curriculum, or of developing inclusive pedagogies. It is a process through which
universities can take their own place as responsible institutions in a globalising
world”. This might suggest that internationalisation is a complex term and it
contains various aspects. Universities should not just implement superficial
strategies but think over other issues which have been taken for granted, for example,
English language. Despite English language playing an important role regarding the
internationalisation of HE, the previous research in this field has focused less on the
English language issues. So far the implications of internationalisation on English

language have received limited attention.

The increasing use of English in global HE has suggested that many NNESs are
using English to fulfil their degree requirements. However, turning to the literature
on the internationalisation of HE, native English norms have been considered as the
most appropriate forms without much questioning. Many previous studies have
examined the pedagogical methods which could be applied in multicultural
classrooms (e.g. Edmead, 2013; McGrath-Champ et al., 2013). For example,
McGrath-Champ et al. (2013) evaluated the team-based learning and the critical
reflective journal approaches, in the classroom, where there were mixed local and
international students. They found the two approaches could help students with
different backgrounds learn more effectively. However, these studies do not consider

the changing role of English. Much of the literature has also studied the international
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students’ experiences and identified the challenges international students have
encountered when adjusting to foreign countries (e.g. Bamford, 2008; Chen, 2009;
Daniels, 2013; Gu, 2005; Schweisfurth and Gu, 2009).These studies have discussed
the various issues international students have encountered in the new environment,
such as stresses, cultural shock, loneliness and language skills. English language
issues were mentioned sometimes, but NE norms are the reference points. These
researchers still regard international students as English learners rather than
legitimate English users. In addition, they made no attempt to question whether the
native English norms are relevant for NNESs. They just recommend teachers who
could help students improve their English skills. For example, Chen (2009) analyses
the metadiscourse of Chinese students’ English writing. Chen argues that patterns of
metadiscourse use are associated with disciplinary and contextual factors. Chen still
compares Chinese students’ writing with NS students’ and sees Chinese students’
writing as ‘problems to be remedied’. Daniels (2013) explores the international
doctoral students’ writing challenges in Australia and notes some students have
difficulties expressing “complex ideas and arguments in a language that they are still
learning” (p41). Based on the capability theory, Daniels argues the value of writing
groups which could help students develop their writing skills. However, Daniels still

believes students need to conform to native English.

Although some empirical studies in academic ELF (see 2.5) have been published, so
far these studies have little influence on the literature on the internationalisation of
HE. Given that the students and staff are from very diverse backgrounds, some
researchers (e.g. Doiz et al; 2011, Jenkins, 2014; Kirkpatrick, 2014) argue that the
traditional normative approach may not be best suited to the needs of successful
communication in HE. Doiz et al (2011) criticise the monolingual nature of HE in
English-speaking countries. Jenkins (2014:5) also points out that those international
universities “have not even begun to consider the possible linguistic implications of
their diverse student and staff make-up”, and she questions the existing approach of

assessing international students’ English.

The genuine internationalisation approach should tolerate diversity and take account
of the students’ needs. In globalised HE settings, it appears that everything can be

internationalised, such as curriculum internationalisation, personnel
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internationalisation, and equipment internationalisation. But there have been few
talks about the internationalisation of the English language. Though English is
mentioned as the international language, many people tend to understand the literal
meanings and seldom explore the implications of the term. When we talk about
English language internationalisation, the ELFA approach could be adopted in order
to understand the use of English in such settings. This approach could legitimise
NNES students’ English use and accommodate their English in communications.
ELFA approach does not compel the students to stop learning English grammar,
vocabulary or phonology, but to takes account of students’ use of Engish in the

future.

The preceding part has introduced the literature on the internationalisation of HE in a
general way. It is believed that in the process of internationalisation, the English
language has undoubtedly exerted significant influences upon global HE. However,
due to the widespread use of English in academia, some scholars point out that
English has posed a threat to the local language and culture (e.g. Smith, 2004;
Phillipson, 2009). In some European countries, the promotion of EMI and English
publications has led to the discussion about ‘domain loss’ (e.g. Bjérkman, 2012;
Ferguson, 2007; Ljosland, 2007; Phillipson, 2009).

In fact, whether the term domain loss is really happening remains debatable. The
majority of researchers question the term and argue that domain loss has less effect
in practice (e.g. Hultgren, 2013; Lgnsmann; 2011; Wilkinson, 2013; Ferguson, 2007).
The uses of English in HE do not indicate that local language is losing its function.
As will be discussed in 3.3, empirical studies show that some teachers use both local
language and English in EMI. For example, though the language policy promotes the
‘English only” in Norwegian universities, Ljoslan’s (2010) participants admitted that
they use Norwegian sometimes in the classrooms. It appears that national language
still has a role to play. Similarly, Bjorkman (2013: 24) discusses the effects of
English on Swedish. She notes there appears to be little sign of English having
become the dominant language in Sweden. Swedish is still functioning as the most
widely used language. Wilkinson (2013: 13) argues that domain loss “is less of a
concern at the level of the individual institution”. Wilkinson believes that EMI

programmes could bring more benefits to the individual institution than the
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disadvantages. The use of English may not pose particular danger in those wealthy
European countries. But whether English has posed a threat to languages in other

contexts still remains debatable.

The influence of the English on Chinese language has been discussed by Chinese
researchers and they pointed out that English has influenced the Chinese morphology
and syntax (e.g. Guo and Zhou, 2003; Yang, 2009). Xu (2004) points out that EMI
could affect Chinese language learning. Students might feel that learning English is
more important than learning Chinese language and culture. The notion of
“safeguarding Chinese” is sometimes mentioned in the public media. However,
given the large number of Chinese speakers and the dominant role of Chinese
language in China, English appears to have limited impact on the Chinese language.
The influence of English in China has not led to the ‘domain loss’. As Nunan (2003:
596) notes “English appears to have little impact on Chinese language itself”. In their
recent Chinese study, Pan and Seargeant’s (2012) investigate Chinese English
learners’ attitudes towards the impact of English on Chinese language and culture.
They found the majority of the participants believed that English was influencing
Chinese people, but they did not see it as a threat to the Chinese language and culture.
After a brief review about the major issues related to English use in international HE,
the next section will review the related EMI studies in Europe, in order to understand
the rationale and conceptualization of EMI, and especially to understand how

teachers perceive EMI and how they implement it in the classrooms.

3.3 EMI in European higher education

Due to the influence of internationalisation, there has been a significant expansion of
EMI programmes in European HE (Bolton & Kuteeva, 2012; Coleman, 2006; Costa
& Coleman, 2012; Wachter & Maiworm, 2008). Indeed, the 1999 Bologna
Declaration accelerates the increase of the EMI programs in Europe (Wachter &
Maiworm, 2008). The primary object of the Bologna process is to create a borderless
European HE area which will increase the mobility of students and staff within 46
countries who have signed the agreement (see De Wit, 2006). Thus, English has been
increasingly used as an academic language in Europe. A large number of the EMI

programmes have been implemented at the postgraduate level in European countries
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(Brenn-White & Van Rest, 2012; Bolton & Kuteeva, 2012). Universities in the
Netherlands and Sweden started to teach in English earlier than other European
countries. According to Brenn-White & Van Rest (2012), the top five European
countries which offer more EMI programs are Netherlands, Germany, Sweden,
France and Spain. Scholars have also identified many reasons for implementing the
EMI programs in Europe (e.g., Wachter & Maiworm, 2008; Ferguson, 2007). Three
reasons are identified as the most frequently mentioned: to attract full fee-paying
international students; to help domestic students adapt to the global market quickly;

to help the university acquire international prestige.

EMI has attracted scholarly attention to explore this new education form. (e.g.,
Bolton & Kuteeva, 2012; Costa & Coleman, 2012). Some focused on the students’
and/or teachers’ perceptions towards English use in EMI, their reflections on
practices and policies (e.g., Bolton & Kuteeva, 2012; Airey, 2013; Erling & Bartlett,
2006; Hellekjer, 2007; 2010; Kuteeva, 2014; Kuteeva & Airey, 2014; Saarinen,
2012; Tange, 2010; Vinke, 1995). As this thesis is teacher-focused, I will not discuss
those studies which focused on students. In the following paragraph, I will
summarize and discuss the studies which investigated teachers’ orientations towards

EMI and EMI policies and the teachers’ reflections on their teaching practices.

The general findings from the previous studies tend to show that most teachers
expressed positive attitudes towards EMI, and many support the EMI at both
undergraduate and postgraduate levels (e.g. Bolton and Kuteeva, 2012; Jensen and
Thggersen, 2011; Tange, 2010). They think EMI programme are beneficial to both
students and their universities. But the research literatures also raised concerns about
using English to teach subjects. Those concerns mainly include subject teachers’ lack
of sufficiency in English skills; and their difficulty in adjusting to the international
students who come from different lingual-cultural backgrounds (e.g. Doiz, et al.
2011; Erling & Hilgendorf, 2006; Tange, 2010; Vinke, 1995). For example, Doiz et
al (2011:347) points out that teachers might not have sufficient English proficiency
to conduct courses in English, and the students may not have adequate English
proficiency to understand the course. Similarly, Erling and Hilgendorf (2006)
examine the impact of EMI at a German university. According to their study, the

most important problems in EMI implementation included some instructors’
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inadequate language skills, and insufficient opportunities for appropriate language
training. Some scholars also find that EMI also reduces the teachers’ ability to
elaborate on the subject knowledge. For example, Vinke’s (1995) study suggests that
non-native English teachers need to spend more time in preparing their lessons. The
author note teachers’ knowledge of English was constrained to explain the content
accurately and precisely. Thogersen and Airey (2011) find that participants in their
study speak more slowly and repeat the same information more when teaching in
English.

It was also reported in the literature that some European universities carry out
English exams to test whether teachers have obtained enough English proficiency to
cope with the EMI (Ball & Lindsay, 2013; Klaassen & Bos, 2010; Kling & Steehr,
2011). For example, Delft University of Technology in the Netherlands, used the
Oxford Quick Placement Test to assess teachers’ written English. It also developed
an oral English test which was derived from the Common European Framework of
oral English criteria. Similarly, the University of the Basque Country require
teachers to take an English test, which also takes the Common European Framework
as the reference point (Ball & Lindsay, 2013). Apparently, these English tests are
still based on the idealised native English (McNamara, 2012).

With regard to code-switching in EMI, the previous research indicates that both
English and local language co-exist in practice (Bolton & Kuteeva, 2012; Doiz et al.,
2013; Ljoslan, 2010). However, how much English and local language is used in
EMI is still unknown. The “parallel language” use is promoted in Swedish
universities, but it is unclear how teachers manage to use both languages in the
classrooms. As Kuteeva (2014: 333) argues “the full implications of parallel
language use and its practical applications remain unclear, and to this day it largely
remains an unoperationalised political slogan”. This suggests that how much local

language should be used in EMI remains a question to be discussed.

The above introductions of studies in Europe have provided primary views towards
EMI in Europe. In the following paragraph, I will review three of those articles
(Bolton & Kuteeva, 2012; Jenkins, 2014; Tange, 2010) which have direct relation to

subject teachers’ orientations and practices towards EMI.
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Based on the data obtained from the large-scale questionnaires in Swedish
universities, Bolton and Kuteeva (2012: 430) examined both students’ and teachers’
use of English in the universities and found that it varies across disciplines and
educational settings. They found the students’ responses almost matched the
teachers’. As noted above, the use of both Swedish and English is permitted in
Swedish universities. Thus, they investigated the amount of English the teachers
used. They reported that the teachers’ English use varied amongst staff across
different disciplines and different teaching settings. Although both Swedish and
English are allowed to be used in EMI, Bolton and Kuteeva (2012: 43) think that this
system could produce problems in teaching practice. They said that the policy would
jeopardise those international students’ learning rights; especially those who have
weak proficiency in Swedish. They also found that the majority of respondents said
they had sufficient English skills to teach the subjects in English and they considered

that the use of English did not disadvantage themselves.

Tange (2010) conducted 20 qualitative interviews at three universities in Denmark in
order to examine the lecturers’ perceptions towards university internationalisation.
Based on the data, Tange discussed the four themes related to lecturers’ concerns:
Language, culture, knowledge and organization. Similarly to Bolton and Kuteeva
(2012), Tange’s participants considered EMI to be a positive sign in Danish HE, but
they also indicated the difficulties of teaching in English. Tange’s participants said
that they felt confident to teach EMI if they had the prepared notes or power point
slides. The participants also admitted to difficulties when they had to respond to
students’ unexpected questions. As Tange (2010: 143) observes “in the classroom,
this means that lecturers will stick to a purely academic discourse, cutting down on
the surrounding information that they would use in their Danish classes to illustrate a
specific theoretical point or model”. In terms of student’s feedback, the participants
admitted they received more negative feedback concerning their English proficiency.
However, they never discussed their English inadequacies with other teachers. One
prominent reason identified was their anxiety that their linguistic inadequacies would
affect their career status. What’s more, the lecturers also expressed their concerns
over the international students’ cultural diversity. The students’ diverse academic
and linguacultural background pose difficulties for lecturers in implementing EMI.

Some international students were found less likely to participate in the classroom
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activities. Lecturers need to adjust to their students and offer courses at “a less
advanced level” and invite more students to answer the questions in the classrooms
(Tange, 2010, 145).

Despite the fact that EMI has been widely studied in Europe, most of the studies
have not assessed teachers’ English proficiency from an ELFA perspective. Only a
small number of researchers have investigated teachers’ and students’ perceptives
and practices relating to teaching content courses from the ELFA perspective (e.g.
Kuteeva, 2014; Jenkins, 2014; Mauranen, 2012; Smit, 2010). They have criticized
unrealistic goals of setting standard native English norms in HE settings. For
example, Jenkins (2014) explores subject teachers’ perspectives towards their
institutions’ English language policies and practices. She finds that most of her
respondents said their universities did not have stated English language policy. But
they talked about their understanding of language rules and still condisered native
English as the most appropriate kind of English in HE. Although some of
respondents expressed tolerant views towards NNESs’ English, they did not believe
NNES’ English to be a legitmate kind of English. In addition, Jenkins also studied
16 European university websites in order to find out the extent to which these
universities require the native-like norms of academic English. She finds that all of
the 16 websites reflect either explicitly or implicitly native-like English orientation.
All these universities’ language policy makes no reference to ELF (A) research.
Thus Jenkins argues that international universities wish to recruit a diverse
multicultural/multilingual population of students and staff, but they do not consider
the diversity in the use of English in the lingua franca communication on their
campuses. Kuteeva (2014) examined students’ and lecturers’ views towards the
parallel language use in Swedish University. Especially, to find out the extent to
which the ideas of ‘nativeness’ in the parallel language use policy influence how
English should be used in the university. Native English is still perceived by the
partcipants as the most appropriate language in Swedish acdemic settings. However,
Kutteeva believes the current English requirements are not suitable in Swedish

universities, where English is more likely to be used as an academic lingua franca.
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3.4 EMI in East Asia

Universities in Asia have also had the intention of internationalising their
universities. For many of them, internationalisation could help them to become the
‘world- class’ universities (Chan, 2011). Since the mid-2000s, the percentage of EMI
courses and degree programs in East Asian has increased rapidly (Kirkpatrick, 2014a,
b). Offering EMI courses and degree programmes at both the undergraduate and
postgraduate level is seen as one of the common internationalisation strategies
adopted by those countries. It is important to note the current numbers of the EMI
programmes in East Asia are much smaller than the EMI programmes in European
countries, and the students enrolled are mainly from the neighbouring countries.
Recently, the government of those countries have had ambitious plans to expand
EMI courses and to recruit more international students. Increasing the number of

EMI programmes/courses has been reinforced in the government development plan.

The EMI policy in East Asian countries has been enacted top-down from the
government. For example, in Vietnam, the government set the target of
implementing 20% of all courses in English by 2015 (Manh, 2012). The South
Korean government enacts financial support to universities offering more EMI
courses. It set the goal of “raising the EMI ratio to 3.1% of all courses by 2010”
(Byun et al., 2011). In Japan, the Global 30 Project was established in order to
recruit 140,000 international students by 2010 (Brown, 2014). Since 2001, the MoE
requires some leading Chinese universities to teach selected subjects partly or

entirely in English (more discussions in 3.5 and 4.3).

There are several reasons for implementing EMI in HE in East Asian. Some reasons
overlap with the European contexts and indicate the instrumental objectives. The
reasons identified in the literature are: to boost the domestic students’ international
competition, to improve the university ranking, to improve students’ English
proficiency, to boost university internationalisation, to attract more international
students; to increase the competitiveness of the university (Brown, 2014; Byun et al.,
2011; Kirkpatrick, 2014a; Manh, 2012). Although almost all of the universities in
East Asian countries want to increase the number of international students, making

profits seems to be less prominent in these countries. For example, financial

40



motivation is not the primary reason for implementing EMI in Japanese universities,
for international students pay the same tuition fees as Japanese students in Japan
(Brown, 2004). By contrast, increasing the international students’ enrolment in the
European or other English-speaking countries is profit-driven. It seems that the
driving motivation of the EMI institutions in East Asian countries is more related to
the public image that the universities want to represent. Increasing the number of
international students could help these universities to establish themselves as leading

universities in the region.

The implementation of EMI in East Asia has attracted various debates which are
similar to those in European universities which use EMI. The literature reflects both
positive and negative views towards this new educational approach (e.g. Chang,
2010; Manh, 2012; Byun et al., 2011). In terms of positive outcome, these
researchers tend to believe that EMI brings many benefits to students and could help
students’ to compete in the global job market. For example, Chang (2010)
investigates Taiwanese undergraduate students’ attitudes towards EMI and finds that
most of the students agree that their English language competence has significantly
improved, especially listening skills. However, many scholars have expressed their
concerns towards EMI implementation. Some scholars argue that the use of English
in the instruction might pose challenges in both teaching and learning. Again
subjects teachers’ and students’ English competence have frequently criticized
(Byun et al., 2011; Chang, 2010; Hou et al., 2013). Byun et al. (2011: 440) express
very negative attitudes towards students’ English. As they point out “students often
lack adequate proficiency in the language, let alone the higher level of proficiency
required in an academic setting”. Teacher participants in their study mentioned their
English language problems and some admitted that they have to “cover less material”
during their teaching. Teacher participants considered student’s English as an
obstacle which hinders student’s content learning. What’s more, some scholars note
that the increasing use of English language teaching in Asian countries raises the
question of whether it will pose a threat to the national language and cultural
identities. For example, Manh (2012: 265) notes that local language “may become a
stepchild, or second-class”. Scholars are also concerned about the teaching quality.
Besides, subject teachers in Asian countries often experience a confusing role of

being a language instructor in addition to a subject teacher (Hou et al., 2013). Hou et

41



al. (2013) argues that some teachers also expressed a confused view towards their
own role. Participants in the study did not have a very clear understanding
concerning their role. On one the hand, they need to teach the content knowledge to
students, but on the other hand, they found that students expected them to teach
English language. It seems that the universities have not made explicit the job role

descriptions for subject teachers to refer to.

The previous literature also discussed the functions of code-switching in EMI. The
majority of the studies revealed that code-switching is helpful as it could aid their
students’ understanding the courses (e.g. Flowerdew et al., 2000, 1998; Tian, 2013).
Therefore, different functions of code-switching in EMI classrooms have been
identified, such as explaining the difficult points, elaborating the background
knowledge, emphasizing the key points, managing the students’ behaviour and
finishing the teaching tasks as expected. Previous studies have indicated that subject
teachers believe the use of code-switching in EMI is useful to teaching and learning.
In addition, teacher participants in the previous studies often highlight that code-
switching happens occasionally and they stressed English is mainly used in the

classroom.

Though an increasing number of EMI courses have been implemented recently in
East Asia, only a limited number of studies have been published to investigate the
results and consequences of such implementation. Among the studies which have
been found, most of studies explore the students’ motivations, perceptions, language
use of EMI and language learners’ performance (e.g. Chang, 2010; Chen and
Kraklow, 2014; Kim et al. 2014; Yang, 2014). More empirical studies are needed to
investigate EMI from the teachers’ perspectives. The following section will review
two recent studies (Byun et al., 2011; Kirkpatrick, 2014a) in East Asian which are

relevant to the aims of current research.

Byun et al. (2011) adopt a case study method to critically explore the implementation
of EMI policy in Korea University, Seoul. Based on the data obtained from the
students’ surveys and focus group interviews (both students and teachers), Byun et al.
(2011) discuss the impact of the EMI policy, the challenges of implementing EMI

policies, and the effectiveness of implementing EMI at the Korea university. They
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reported that the teacher participants outlined many challenges for teaching EMI.
Teacher participants admitted that they “cover less material” during their instructions
due to the students’ English ability. In terms of the EMI language policy, students at
Korean University must choose five EMI courses to study before they graduate.
Thus, they questioned the compulsory aspect of the EMI Policy in Korea. In addition,
less than 50% of the teacher participants said that they conducted the EMI entirely in
English. Many argued that Korean instruction would raise the standard of teaching
and help Korean students to understand the content. This finding suggests that many
EMI courses are still taught in Korean. This finding seems to be in line with Evans &
Morrison’s (2011) study in Hong Kong, namely the participants reported that their
lecturers speak in Mixed Cantonese, Putonghua and Chinese in the EMI classrooms.
Evans & Morrison (2011) identified that lecturers usually make great effort to speak
in English, but their students always ask the teachers to explain in Cantonese.
Similarly, Kim et al. (2014) investigated international students’ perceptions towards
the use of the Korean in EMI. The Korean students express positive attitudes towards
teachers’ and students’ use of Korean in EMI, especially when they have difficulties
in understanding the content. However, international students in their study feel

uncomfortable and frustrated when they find students/teachers using Korean.

In addition, the participants noted that the university has placed too much focus on
the teachers’ English and seemed to neglect the teachers’ subject knowledge. As
Byun et al. (2011: 446) observe “...the question of effective teaching may be
crowded out by applicants’ English proficiency, with less acknowledgment given to
their experience in the area of study”. Such a view is problematic, as ‘good English
proficiency’ is hard to define. The questions I shall ask here are (1) in globalized HE
today, what type of language skills should subject teachers have? (2) What kind of
English should the teachers use in order to meet the students’ need many of whom
have very diverse cultural backgrounds? 1 will discuss these questions in relation to

my research findings in chapter nine.

Kirkpatrick’s (2014b) article outlines three major concerns related to EMI instruction
in East Asian universities. First, he notes that EMI disadvantages students and staff
whose first language is not English. He argues that universities should offer English

language courses as “an integral part of a student’s curriculum” (Kirkpatrick, 2014:
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7).The second concern which Kirkpatrick points out is that EMI policies often ignore
other languages. He notes the fact that policy requires teachers to use English only,
but in practice, teachers also use their first language. Instead of restricting L1 use, he
believes that the “multilingual students should be encouraged and allowed to use
their linguistic resources in the course of their studies”. The third concern is that
native English norms should not become the only criteria to assess students’ English.
Unlike other studies discussed in this section, Kirkpatrick (2014b) takes an ELF
perspective to evaluate students’ English. He considers those students as multilingual
users of English and their “use of English reflects their cultures and pragmatic norms”
(Kirkpatrick, 2014: 10). Kirkpatrick’s article reviews some issues that universities
are facing today. He argues that universities’ EMI policies should take into account

the use of ELF and encourage multilingualism.

In summary, studies which investigate subject teachers’ orientation towards EMI
policies and their implementations are still under research in East Asian countries.
As demonstrated in the literature review, the majority of studies on EMI in Asian
countries focus on the concerns and problems. Interviews and questionnaires are two
forms of methods which have normally been adopted by the researchers. But what
the teachers or students say might be different from what they actually do in the
classroom. Thus, classroom observation could serve as an important approach to
studying EMI implementation in the East Asian universities. In terms of the
proportion of English used in EMI courses in East Asian context, there are
prominent gaps between EMI policies and practices. Some universities have
conducted EMI exclusively in English while some just use a portion of English.
Thus, it seems the use of the local language (L1) is still prominent in some East
Asian universities. Apart from the diversity of the student population in those EMI
programmes, there has been no widely accepted criterion or practice to assess
teachers’ or students’ English proficiency. Most of the studies made no attempt to
identify the issue that EMI teachers should accommaodate their English language or
change their criteria to assess students’ English in a multinational class. The
following section will examine internationalisation in Chinese universities and

review relevant studies.
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3.5 Internationalisation in Chinese higher education

In the last decade, HE in China has changed to meet the changing economic and
social need. Internationalisation has become a highly discussed topic. Universities in
China also aspire to be international. Cai (2012b) points out that phrase ‘the
internationalisation of HE’ was frequently mentioned in a series of international
university presidents’ forums in China. Ryan (2013: 283) notes that the Chinese
universities are pursuing internationalisation through both internal and external
means. Internal means concern the various reforms and policy enacted to build world
level universities. For example, universities provide more foreign (mainly English)
language instruction and increase the amount of scholarship support for international
students. While the external means refer to the academic mobility. For example,
universities encourage staff to collaborate with foreign institutions and to set up joint

education programs with foreign universities (also known as transnational HE).

Huang (2003) notes that the joint programs and courses are often provided in
cooperation with universities which locate in English speaking countries. It might be
assumed that the joint programs often promote themselves as copying the teaching
styles from the partner university that is using EMI, using English teaching plans and
English textbooks. These joint programs in Chinese universities are seen as “a means
for enhancing academic quality and standards, and a mechanism for facilitating the
internationalisation of Chinese higher education” (Huang, 2003:194). Thus, some
Chinese universities are trying to establish links with universities around the world.
A series of policies which highlighted education internationalisation have been
enacted in China (see Zhou, 2014). In this section, I mainly discuss the recent policy
which has been issued by the MoE, namely Outline of China’s National Plan for
Medium and Long-term Education Reform and Development (2010-2020). This new
policy has become the latest to reflect the government’s attitudes towards
internationalisation in Chinese HE. According to this plan, the government sets the
target of encouraging international students to study in China. In 2011, there were
290,000 international students studying in Chinese universities (MoE). However,
the government has realized that the majority of these international students were

studying Mandarin and not studying for degree courses. Therefore, the government
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set the goal of attracting more than 500,000 international students to study degree-
level courses in China by 2020 (Luan & Ma, 2011; Ding, 2010; Wang, 2011). This
indicates that the government has realized that using Chinese as a medium of
instruction has hindered international students recruitment. Therefore, increasing the
number of EMI courses has been highlighted in this plan. The plan has also showed
government willingness to catch up with the best universities worldwide and
encourage Chinese universities to set their goal of building word-class universities to
compete with others. Internationalisation may help those universities to “improve
their global standing” (Chen et al., 2014).

Recently, research has been conducted to study the internationalisation in Chinese
HE from different perspectives (e.g. Chen et al., 2014; Lai, 2013; Zhou, 2014). Chen
et al. (2014) examines the indicators of internationalisation from 71 Chinese
universities. With regard to the degree of internationalisation, there seems to be
prominent differences between the leading universities and other universities. Zhou
(2013) reviews the policy documents which have stipulated the goal of
internationalising the Chinese universities. Lai (2013) critically examines the
indicators which reflect the level of internationalisation. Lai believes
internationalization is not a matter of counting the number of international students
and staff. What Lai believes important is that the universities offer quality education

to international students.

Among the previous research in China, most scholars have associated EMI with
internationalisation. Lai (2013) is the only Chinese scholar who made the attempt to
consider the implication of internationalisation in relation to English language. Lai
suggests that students who are studying in an international university should
understand different Englishes. With regard to staff recruitment, Lai believes a
genuinely international university would recruit staff from both native and non-
native English speaking countries. However, Lai’s (2013) study has not thoroughly
discussed the implications of internationalisation in relation to English language in
China. There seems to be no discussion on what internationalization means for
Chinese students and teachers, though an increasing number of the NNESs are using

English. It is likely that EMI will continue to become an important element
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indicating the levels of internationalization. The following part will review related

literature on EMI in Chinese HE in order to contextualise the current study.

3.5.1 EMI in Chinese higher education

The influences of globalisation and China’s entry into the World Trade Organization
(WTO) in 2001 had a significant impact on China’s HE. After China’s joining of the
WTO, there seems to have been a greater demand for graduates who could speak
English well and also have sufficient knowledge to do business with foreign
countries. Therefore, the policy of implementing EMI in Chinese universities has
been enacted top-down by the MoE in 2001 with the aims of improving students’
English competence and content knowledge (see 4.3). Since 2001, there has been an
expansion of EMI in some Chinese universities. Recently, EMI has been considered
to be a useful way of helping Chinese universities to participate in the global HE
market (Meng, 2011; Peng, 2007; Zhang and Chen, 2005).

The number of international students studying in Chinese institutions has increased
dramatically. According to the latest figures provided by the China Scholarship
Council (CSC), approximately 292,611 international students have been studying in
660 Chinese universities in 2011. The top ten countries which those international
students come from are: Korea, United States, Japan, Thailand, Vietnam, Russia,
Indonesia, India, Pakistan and Kazakhstan (from CSC website). Chen et al. (2014)
examines the indicators of internationalization from 71 Chinese universities. Based
on their data, the proportion of international students in these 71 universities is 3.7%
and 9.3 % of the courses are taught in English in those institutions. This suggests that
the majority of these international students are from non-native English speaking
countries and the number of students is much smaller than the international students
in Anglophone or European countries.

EMI in Chinese universities has two forms: teaching content courses entirely in
English and teaching content subjects partially in English (Cai, 2010; Yu, 2008). The
first type of instruction is characterized by an exclusive use of English in the
classroom. Yu & Yuan (2005) argue that the ideal model of EMI in China should use

English language as the medium of instruction and Chinese should not be used. Cai
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notes that the first type of EMI helps university to attract international students.
However, it is not clear how much English the subject teachers use in their teaching

practices and to what extent they conform to native English norms.

Turning to the second type of EMI, it refers to teachers adopting both Chinese and
English with Chinese being used for the explanation of complex content. Generally
speaking, the EMI policies usually prescribe the proportion of code-switching
required in Chinese HE and it is the teacher’s responsibility to follow the required
amount. Peng (2007) observes that many universities adopt the second approach
because of low English proficiency of both students and teachers. Some scholars
question the need to implement EMI partially in English (e.g. Cai, 2010). Similarly,
Peng (2007: 50) criticises the large amount of Chinese used in EMI and argues that
“teachers should mainly use English to teach the subject, and Chinese should be used
as a supplement”. In addition, another form of the partial use of EMI refers to the
teachers adopting Chinese to teach the subject, but the text books and power point
slides are written in English.

There is another alternative term to describe EMI in China. This is ‘bilingual
instruction’2. Here, bilingual instruction does not refer to the bilingual education to
Chinese ethnic minority students. As Feng (2005: 529) describes bilingual
instruction as “a modern-day phenomenon in which the majority Han group aspires
to produce bilinguals with a strong competence in mother tongue Chinese and a
foreign language, primarily English”. Thus this clearly indicates the term bilingual
instruction refers to the adoption of both a foreign language and Chinese to teach
content courses. Taking into account the literature review as well as the global
common way to describe this phenomenon, the term EMI will be used in this thesis.
It is important to note that EMI is still a new education approach. A lot of concerns
have been expressed to EMI in the literature in China. The following section will

review some of the key studies.

3.5.2 The previous studies on EMI instruction in China

2 The term “Bilingual instruction” is often used in Chinese universities
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Since EMI was implemented after 2001, an increasing number of Chinese
researchers have studied this new phenomenon (e.g. Cai, 2010; Hu et al., 2014; Pu &
Jue, 2008; Zhao, 2012; Wang & liu, 2010; Xu, 2008). However, there seems to be a
disagreement towards teaching objectives of EMI. Scholars showed different
perceptions towards the aims of EMI in China. Some scholars point out that the aim
of EMI in China is to improve students’ English (e.g. Peng, 2007; Yu & Yuan, 2005).
Some believe that EMI should focus more on the content rather than the English
language (e.g. Cai, 2010). Others have considered EMI as a useful way to improve
students’ content knowledge and English proficiency (e.g. Xu, 2008). Such
disagreement appears to have negative impact on teaching practices, as teachers
might feel confused about what their major responsibility is. A teacher seems to

adopt the role of the content instructor as well as language teacher.

The general findings from previous research tend to report and discuss the various
challenges when implementing the EMI in China (e.g. Zhao, 2012; Wang & liu,
2010; Xu, 2008), but there seems to be very few studies about EMI from the
linguistic perspectives (e.g. Hu et al., 2014). EMI in China is still in the early stage
of development. Thus, it is reasonable to expect to learn of the worries and concerns
that have been found by the researchers. The most cited concerns relate to teachers’
and students’ English language skills. With regard to subject teachers’ English, some
researchers have expressed concerns about their English language skills as they are
using their first language (e.g. Hu & Alsagoff, 2010; Xu, 2008; Yu, 2008). For
example, Hu & Alsagoff (2010: 372) note that: “there is a severe shortage of
teachers who are capable of English medium instruction”. Similarly, Yu (2008) finds
that there is not enough competent teachers who can use English fluently, so many
EMI courses are taught mainly in Chinese. They seem to argue that the amount of
English used by the teachers depends on their language skills. In addition, these
teachers also question the students’ English language skills and point out that
students may not understand the courses taught entirely in English. Some scholars
suggest that CET scores can be used as a criterion to assess if students” have

sufficient English skills to benefit from EMI (e.g. Cai, 2010; Han & Yu, 2007).

Due to the concerns regarding both students’ and teachers’ English, scholars have

also questioned the effectiveness of EMI and argue that the teacher’s low proficiency
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may lead to inefficient teaching and affect student’s academic achievement (Xu,
2008; Pu & Jue, 2008). Pu & Jue (2008) examined the EMI courses at Ji Nan and
they questioned whether EMI offers the same teaching effect as the courses taught in
Chinese. Their finding indicates that the EMI places negative effects on the

discipline of learning.

As discussed in 2.4, code-switching is one of the strategies which is adopted by ELF
speakers. Though some scholars believe EMI means English-only, code-switching is
very common, especially where no or few international students are present in the
EMI classrooms (Peng, 2007; Hu et al., 2014). The advantage of employing Chinese
in EMI has been discussed in the literature (e.g. Cai, 2010; Pu & Jue, 2008; Zhao,
2012; Xu, 2008). Helping the local students to understand the content has been
highlighted in Chinese HE. By contrast, there have been some discussions about the
functions of code-switching in EMI in other countries (e.g. Flowerdew et al., 2000,
1998; Tian, 2013). The functions of code-switching in EMI classrooms have been
identified in those studies, such as explaining the difficult points, elaborating the
background knowledge, emphasizing the key points, managing the students’
behaviour and finishing the teaching tasks as expected. Those previous studies have
indicated that subject teachers believe the use of code-switching in EMI is useful to
teaching and learning.

Allowing teachers to use a certain amount of Chinese may indicate that policy
makers are realising the importance of using Chinese to facilitate subject learning
and responding to the local teaching contexts. However, although EMI policies have
acknowledged the value of code-switching in EMI, code-switching is still regarded
as inappropriate, especially if the teachers switch from English to Chinese quite
frequently and used very little English (Hu et al., 2014; Xu, 2008). As Tian (2013:
43) pointed out “it is an underlying perception that the more teachers use the Chinese
language, the less competent and qualified they are as English teachers at university
level”. Similarly, Yu and Yuan (2005) argue that the amount of English use by
teachers depends on the teachers’ and students’ language competence. In many
occasions, students require teachers to switch to the Chinese (Xu, 2008). This seems
to suggest that code-switching is often associated with teachers *and students’

incompetence in using the target language in EMI settings as well, especially, they
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said some teachers’ code-switching is randomly used rather than adopted
systematically. This could reinforce the fact that code-switching are likewise
prevalent in EMI settings. In terms of language use of EMI, the EMI policy often
prescribes the amount of the English and Chinese used in EMI. In some universities,
the policy has prescribed an ‘English only’ policy. The previous literature has
identified the mismatch between those language requirements and what the teachers
actually used in the courses (more discussion see chapter 4). This reflects the
complexity of the policy and implementation.

Though the previous literature indicates that some teachers think that code-switching
is a useful strategy to use in practice, there seems to be no discussion concerning the
use of code-switching in the classroom when both Chinese and international students
are mixed together. In language classrooms, code-switching is often considered as
inevitable. As Cook (1996: 86) notes “perhaps code switching is inevitable in the
classroom of the teachers and students who share the same language and should be
regarded as natural”. This raises the question that in EMI courses in China, Chinese
students are the majority of the students. It might be possible that international
students could not understand the Chinese. Whether code-switching should be used
in such contexts is a question which still needs to be studied and discussed,
especially as international students normally have very diverse multilingual
backgrounds. Apparently, the overuse of Chinese in EMI courses is perceived as

inappropriate in mixed classrooms.

Turning to the training, several studies indicate that teachers receive little or no
training/support from the universities. Guo (2007) point out that most EMI teachers
lack systematic in-service training in subject content or in English, let alone the
pedagogy of EMI. It seems that university policy makers tend to think of the use of
English as unproblematic and they never consider how to help the teachers cope with

teaching the content in English.

Within the literature of EMI in China, very few studies have critically examined the
language policy or explored EMI practitioners’ language ideologies. The only study
which has been found was Hu et al. (2014)’s study. Hu et al. (2014) conducted a case

study to examine the language ideology, language management and language
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practices at a Chinese university which offers some EMI programs. Based on EMI
policy analysis and interviews with professors and students, their study provided a
general picture about how EMI policy is carried out in practice. The findings also
reveal distinct gaps between policy and practice. As Hu et al. (2014: 36) argue
“there appeared to be an unbridged gap between the envisioned disciplinary and
language learning goals of EMI and the reported language practices in the EMI
classroom”. Their participants express positive evaluation for EMI and the
researchers note that EMI has improved both the competitiveness of students’ and
the universities’. Turning to the discussion on EMI and language management, they
find that EMI has broadened inequalities, because only a small number of students
could access EMI programs. As Hu et al. (2014: 36) argue such a divide has
accelerated inequalities in Chinese societies. In addition, participants in their study
identify the various strategies which they adopt to cope with language difficulties.
For example, teacher participants admit that they try to simplify the content. Some
also report that they try to minimize the classroom language and rely heavily on the
textbooks or their power point slides. Participants also report that they use some
Chinese by code-switch to help students understand. Student participants in their
study also reported of various strategies which have helped them to cope with EMI.
Students report they ask teachers to use Chinese to explain the difficult parts. Some
said they use Chinese reference books or aid their understanding. Some reveal that

they spend more time reviewing the lesson before the class.

Hu et al. (2014) has critically examined the EMI language policies and practices.
Their research explores EMI from social-cultural perspectives and reveals
inequalities. They try to highlight the notion of inequalities in EMI in Chinese
universities and argue that only a small number of the students could have access to
EMI. However, their study seems to focus only on the EMI programs for Chinese
students. They have not looked at classrooms where there are both Chinese and
international students. Thus, their results have not considered English use among
ELF users, nor have they explored EMI policy and practice in relation to English use

in academic settings around the world.

In summary, the previous studies still take normative views to measure the language

competence of teachers and students. Teachers’ English is often seen as problematic.
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A few researchers seem to have the awareness of English used as the global language.
However, no previous EMI studies in China have made an attempt to question why
Chinese English users need to always follow a NES model and the policy makers
seem to ignore the fact that it is very necessary to establish diversified models,
because of the increasing number of international students, with very diverse cultural
background, studying in Chinese universities. There seems to be little argument
about what types of English should be used in the EMI literatures, and no awareness
about ELF. In addition, some EMI literature in China seem to be conceptual pieces
which are not based on an empirical study. There have been very few studies which
investigate what has actually happened in EMI classrooms or explore how content
teachers in Chinese universities orient themselves to EMI policies. Thus, it is
necessary to investigate how content teachers perceive the use of English in EMI.

3.6 Summary and conclusion

In this chapter, firstly I discussed the globalisation and internationalisation in
relation to English language in HE contexts. Secondly, | argued that the current
approach to English in HE remains uncritically based on native English norms,
which seldom take account of the diversified student population in international HE.
Thirdly, I reviewed studies on EMI conducted in Europe, East Asia and China in
order to understand the current teaching practices and discuss findings and issues

from these studies.
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Chapter 4: Academic English Language Policies and Practices

4.1 Introduction

English is now regarded as the world's most widely taught and used language in
most non-English speaking counties. So English Language policy is of great
importance to ELT around the world. This chapter will begin by briefly reviewing
the key terminology of language policy. Because of the aims of this research,
Spolsky’s (2004) language policy framework will be adopted to understand the
English language policy in China. I will also discuss how Ball’s (1993) and
Shohamy’s (2006) policy frameworks interrelate with Spolsky’s (2004) framework.
Standard language ideology will be discussed. After this, de facto practices, such as
EMI policy documents, College English teaching curriculum and English language
tests will be discussed in order to explore the de facto practices which influence how
English is used and perceived in EMI. This chapter also reviews the previous

research on English language policies in Chinese HE.

4.2 A terminological and conceptual basis for language policy

4.2.1 Key terms and concepts in Language policy

Researchers have frequently discussed the term ‘language planning’ and ‘language
policy’ (e.g. Cooper, 1989; Deumert, 2000; Kaplan and Baldauf, 1997; Schiffman,
1996; Shohamy, 2006). However, scholars often fail to come up with a
comprehensive definition of language policy or language planning. There exists a
lack of agreement on the exact nature of the relationship (Ricento, 2000; Johnson,
2009; Tollefson, 1991). For instance, Ball (1993: 10) points out that “more often
than not analysts fail to define conceptually what they mean by policy”. Ricento
(2006:10) argues that “there is no overarching theory of language policy and
planning, in large part because of the complexity of the issues which involve
language in society”. Similarly, Ferguson (2006:16) argues that it may be sensible
not to overplay the differences of planning and policy, but regard them “as so closely

related that they can profitably be brought together for purposes of exposition and
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analysis”. Thus, the terms ‘language policy’ and ‘language planning’ are sometimes

used interchangeably in the research literature.

In fact, scholars adopt different approaches to studying language policy because
there is no consensus about the theory and nature of language policy (e.g. Johnson,
2009; Spolsky, 2004; Tollefson, 1991). Tollefson (1991) draws on the historical-
structure approach to study language policy. His approach tries to combine the issues
of social class and social power to examine language policy. Johnson (2009) adapts
the ethnographic approach to studying language policy. He argues that the traditional
approach to language policy often ignores the bottom-up language practices while
the ethnographic approach highlights the notion that language policies are negotiated
by different practitioners.

In line with my research purposes, Spolsky’s (2004; 2009) language policy
framework will be adopted in this study. Spolsky sees language policy as being
made up of three interrelated components: language beliefs, language practices and
language management. There are two reasons to choose Spolsky’s framework.
Firstly, Spolsky’s model allows for an “expanded view of language policy”
(Shohamy, 2006: 57). In his framework, language policy is not seen as an overt
document which is implemented by a government or top level officials. What is
important is that language policy should also reflect the society’s covert or hidden
language ideology. Secondly, this framework also highlights the view that the
language use in various domains actually represents the language policy. The
“linguistic behaviour of the individual or group” could reflect language policy
(Spolsky, 2004: 217). Language policy can be seen as the practice that people use in
daily life.

In my study, HE in China is the domain where EMI is influenced by overt and covert
language education policies. One of the objectives of my study is to explore how
subject teachers implement EMI policies in practice and how they think of these
policies. The three components outlined by Spolsky help me to fulfil my research
objectives. In the following section, I will explain Spolsky’s framework in detail and

explain how the other two frameworks (e.g. Shohamy, 2006; Ball, 1993) interrelate
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with each other. Standard language ideology, language policy and implementation

will also be further discussed in this chapter.

4.2.2 Spolsky’s language policy framework

According to Spolsky’s (2004) framework, the first important component of
language policy is language beliefs, also known as an ideology. This refers to
ideologies of the community about certain types of language. Spolsky (2004: 14)
defines language ideology as “language policy with the manager left out, that is,
what people think should be done”. Ricento (2006:9) notes language ideologies
“have real effect on language policies and practices, and delimit to a large extent
what is and what is not possible in the realm of language planning”. The two
definitions of language ideology suggest that when people speak a certain language,
they are not just using the language itself, but they are also aware of the possible
ideas or meanings behind that language. With regard to the English language,
Standard English ideology is very likely to influence peoples’ perceptions towards
English. In other words, standard English ideology could explain why NESs’ English
has been seen as “correct” and “good”. So it could result in a solidified belief. The

standard language ideology will be further discussed in 4.3.

The second component in Spolsky’s framework is language management. Spolsky
prefers the term language management to language planning as he believes language
planning contains a wider perspective than language management. Spolsky (2012:5)
uses ‘management’ to describe the “efforts by some members of a speech
community who have or believe they have authority over other members to modify
their language practice, such as by forcing or encouraging them to use a different
variety or even different variants”. The term ‘language planning’ has been widely
adopted in the literature. Generally speaking, language planning usually consists of
four types of activities: status planning, corpus planning, acquisition planning and
prestige planning (Kaplan and Baldauf, 1997). In this section, I will discuss the first
three activities. Status planning refers to “those decisions a society must make about
language selection and the implementation to choose and disseminate the language
or language selected” (Kaplan and Baldauf, 1997: 29). In the same manner, Haugen

(1966) suggested a framework to describe the language planning process. According
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to Haugen, language planning typically consists of four stages: norm selection;
codification; implementation and elaboration. Haugen described the first process as
‘norm selection’, which is about the choice of a language or variety of languages.
Haugen'’s first stage bears a similarity to status planning. Corpus planning consists of
“ the internal linguistic goals that need to be set to codify, standardise, modify or
elaborate a language(s) so that the language is capable of developing and sustaining
the language environment” (Kaplan & Baldauf, 2003: 209). The activities perceived
as the corpus planning are: expanding the vocabularies, developing the standard
grammar books to standardize literacy. Corpus planning is similar to Haugen’s
codification process. The third component of language planning is acquisition
planning (also called Language-in-Education Planning). Acquisition planning is
concerned with how language can be learnt and acquired (Kaplan and Baldauf).
Kaplan and Baldauf, (2003:209) point out that “the primary language-in-education
policy goals are to set criteria for those processes in the educational system that
determine what languages will be taught to whom, in what manner, using what
material, as well as how success will be assessed”. Spolsky and Shohamy (2000)
argue that the decision on acquisition planning is influenced by political, cultural and
other factors. In China, the MoE formulate the EMI policy to stipulate that academic
subjects should be taught in English. The top-down education policy which requires
the university to implement EMI is an example of Acquisition planning. In summary,
the aboeve three types of language planning are classified as language management.

These activities are normally co-occurring and interrelated.

Language management models are very crucial in helping us to understand how
policy is enacted. But the models seem to emphasise the policy makers’ or people
who have power to make decision on the language and the models seem to ignore the
language users (Kaplan and Balduf, 2003). In daily life, people’s language use is
very different from the language planning models. On the one hand, people have
their own opinion towards the language they use. On the other hand, their ideas

towards a certain language are also influenced by the language practices.

Language practices refer to the actual language behaviour of people in different
domains. They are “the observable behaviours and choices” (Spolsky, 2009:4).

Moreover, Spolsky stresses language practice as “the ‘real’ policy although
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participants may be reluctant to admit it”. Researchers have identified a mismatch
between language policy and language practices (e.g., Romaine, 2002; Schiffman,
1996; Shohamy, 2006; Wright, 2004). Language practices are often at odds with
language policy. Schiffman (1996) notes that “there is usually a difference between
the policy as stated (the official, de jure, or overt policy) and the policy as it actually
works at the practical level (the covert, de facto or grass-roots policy)”. Spolsky
(2004:223) points out “there are comparatively few cases where language
management has produced its intended results’. His words suggest that it is common

to see that policies are enacted but they are rarely fully implemented.

In the classroom settings, some empirical studied have showed the mismatch
between teachers’ actual implementation and the policy documents (Wang, 2008;
Martain, 2005; Smit, 2005; Spillane et al., 2002). It has been found that teachers
sometimes did not follow the top-down policy and the planned policy failed to
achieve the intended goals. Some researchers are trying to explain the reasons for the
mismatch. Smit (2005) points out the policy makers often ignore the “local
knowledge”. In other words, teachers’ voices are ignored by the policy makers. Thus,
teachers do not feel the top-down policy is related to their local contexts. Spillane et
al. (2002) studied the policy implementation from a cognitive dimension. Various
possible reasons have been discussed to explain why implementation is always
different from the policy documents. Their findings show that policy documents are
sometimes very ambiguous. The teachers’ ideologies and their prior experiences
would also influence the implementations. In addition, they point out that teachers
may have different interpretations towards the same policy because of their lack of
ability. Peoples’ language practices are influenced by their ideologies, but the actual

use of language or others’ language practice could also influence their ideologies.

Thus, in order to know the real language policy, it is not enough to look at the
declared policies only, and it is crucial to study the language practices. The official
language policy which has been formulated by the top-down approach cannot
guarantee the implementation, because the language users often have their own ideas
about the overt policy, and they are not likely to implement the policy as entirely as
the policy planners intended. In order to explore how content teachers actually carry

out the language policy in Chinese universities, it is extremely useful to obtain the
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data from EMI classrooms. Therefore, for the purpose of this study, Spolsky’s
conceptualisation of the language policy fits to the aim of my study and provides a
useful way to understand the complex relationships between the three components.
In the following section, I will also discuss Shohamy’s (2006) and Ball’s (1993)

language policy frameworks to further conceptualize language policy theory.

4.2.3 Ball’s (1993) and Shohamy’s (2006) language policy framework

Based on Spolsky’s framework, Shohamy (2006) put forward the expanded view of
language policy. Shohamy (2006:48) observes that language policy exists at all
levels of decision making about languages ranging from the individual to the global
context. She (2006:45) defines language policy as “the primary mechanism for
organising, managing and manipulating language behaviours as it consists of
decisions made about languages and their uses in society”. Shohamy (2006, 53)
explains mechanisms as “overt and covert devices that are used as the means for
affecting, creating, and perpetuating de facto language policies”. She refers to the
overt policies as those stated policy documents and regulations. She defines the
covert policy which is implicit and de facto. In the same line of Spolsky’s framework,
Shohamy emphasises, in order to understand the real language policy that it is
important to study the mechanisms hidden behind in the stated policy documents.
As Shohamy (2006: 53) observes:

it is often the case that formal language documents become no more than declarations of
intent that can easily be manipulated and contradicted. Yet, it is essential that these
mechanisms, or policy devices, given their direct effect and consequences on de facto
language policies and practices, must be included in the general picture for understanding
and interpreting LP.

The six mechanisms she listed are: rules and regulations, language education,
language tests, language in public space, and ideology, myths, and propaganda
coercion” (P58). Those mechanisms will influence language use in practice.
Shohamy’s framework actually has broadened the scope of the language policy, it
provide us with a new angle to study the different mechanisms. Those bottom-up
language practices are often ignored by scholars who take a traditional approach (e.g.

Shen, 2013). Based on Shohamy’s language policy theory, | can examine the
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different de facto practices. In Chinese higher education, EMI policy documents
have not been stated explicitly in regard to the language requirements for EMI. | will
further discuss this point in section 4.4. Shohamy’s expanded views on language
policy, EMI regulations, English language education and English tests can be
considered as the de facto practice which influences how the language is taught and
used in the EMI. Due to my research focus, EMI rules and regulations, English
language education and English language tests will be further discussed in this
chapter.

Ball (1993:10) also provides an important framework for the study of language
policy. He argues that there are two ways to conceptualise policy. The first way is to
see language policy as text and the second way as discourse. Language policy as text,
means to study the declared top-down policies which have been enacted by the

policy makers. Shohamy (2006) describes it as overt or implicit policy. This is quite
a traditional way to understand the language policies. It sees policy as a fixed
statement, or what should be done. In this way, Spolsky’s language management can

be linked with Ball’s policy as text.

Similarly, Jenkins (2014) and Bonacina-Pugh (2012) have examined the language
policy and both of them have linked policy as text to Spolsky’s language
management. For example, Bonacina-Pugh (2012) finds this conceptualisation of
language policy was often used “in the traditional approach to language policy
research when scholars were primarily concerned with language planning issues
arising in post-colonial countries”. That is, language policy is perceived as the
declared regulations enacted by the top-level. People’s language practices and

ideologies have been ignored.

The notion of ‘discourse’ includes language, speech, beliefs and ideologies. As Ball
(1993:14) points out “discourses are about what can be said, and thought, but also
about who can speak, when, where and with what authority”. Ball’s second notion,
perceiving language policy as discourse, can be related to Spolsky’s language
ideologies. Conceptualising policy as discourse shows how ideologies influence
people’s language behaviour and language policy. People’s language ideologies

towards certain languages usually have an influence on their practices.
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In summary, the above section has reviewed key concepts and policy frameworks
which are related to my study. Spolsky’s language policy framework, Shohamy’s
expanded language policy and Ball’s conceptualisations to policy are all interrelated.
They all provide the theoretical foundation for me to study English language policy
and practice in Chinese contexts. These frameworks show that language policy
studies should study both the top-down policy and bottom-up language practices.
Ideologies about language normally have crucial effects on language policies and
practices (Ricento, 2006). Different ‘mechanisms’ could be further explored to

understand the de facto language practices.

The above paragraphs have reviewed key concepts and policy frameworks which are
related to my study. In the next section, standard language ideology will be discussed.
The reason why | include a discussion of standard language ideology is because | am
interested in exploring to what extent standard English ideology influences English
language policy, content teachers’ beliefs and practices, and how the standard
language ideology permeates the discourse of EMI policy.

4.2.4 Standard language ideology

As discussed above, it is believed that language ideologies are reflected in language
policy and practices. Standard language ideology could explain why a particular
language has been considered as being more appropriate, good and superior than
other languages. Lippi-Green (1997: 64) defines the ‘standard language ideology’
from the political perspective:

[...] a bias towards an abstract, idealized homogenous spoken language, which is imposed
and maintained by dominant bloc institutions and which has as its model the written language,
but which is drawn primarily from the spoken language of the upper middle class.

Two key features emerge from Lippi-Green’s conceptualisation of standard language
ideology: first, standard language ideology is held by the dominant group of people
or higher institutions. This seems to indicate that ‘standard English ideology’ does
not represent that of the majority of people or reflect their linguistics uses. The
speech of the minority cannot represent all the other speakers. As Woolard (2005:6)

observes standard English is used by a minority group and it is not “really
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everybody’s language”. Second, standard language ideology is considered to be an
idealiszed perceptions. Lippi-Green describes it as an idealized form of language
rather than language practice. This may indicate that it is impossible for most people

to achieve it.

Milroy (1999: 167, 174) highlights the nature of standard language ideology as
“historically deep-rooted and thoroughly naturalized”. In addition, the conventional
belief of standard language ideology is also linked to the monolingual view of
language. As Milroy points out “there is one and only one correct spoken form of
language, modelled on a single correct written form”. This seems to suggest that
such ideology does not tolerate any divergence from the prescribed standard.
Without taking the broad situation into account, any divergence from ‘standard’ has

been conceived inappropriate.

Another useful way to conceptualize the language ideology is Woolard’s notion of
‘authenticity’ and ‘anonymity’. Woolard (2005) states “the ideology of authenticity
locates the value of a language in its relationship to a particular community. That
which is authentic is viewed as the genuine expression of such a community...”
(P.2-3). It is important that “one must sound like that kind of person who is valued as
natural and authentic, must capture the tones and the nuances”. According to the
Woolard’s notion of ‘authenticity’, English language is perceived as a property
which belongs to NESs. Their English use is seen as a special marker which
distinguishes themselves from others. In addition, Woolard also explains the
ideology of anonymity when he says “hegemonic languages in modern society often
rests their authority on a conception of anonymity” (P.3). This kind of
conceptualisation often considers dominant ideologies to be neutral. As Woolard
(2005: 4) points out “...the tenets of dominant ideologies in the modern public
sphere appear not to belong to any identifiable individuals but rather seem to be
socially neutral, universally available, natural and objective truths”. The notion of
anonymity is related to the dominant language development in which individual
speakers “are supposed to sound like an Everyman” (p.5). People are expected to use
one type of language without any questioning. These two ideologies have caused
debate about English language use. When English language is associated with the

notion of ‘anonymity’, people consider English as the property of all people and it
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seems that they do not want to tie it with the particular nation, such as English as
global English, English as an international language. However, once English
language draws on the notion of authenticity, the English language ownership has
been stressed. NESs’ English is connected with ‘standard’. However, the reality is
that the majority of people do not speak standard English and there are controversies
towards the notion of what the standard English language is. However, such
opposing ideologies of the language might influence NNESs’ beliefs towards
English use. The ideology of authenticity and anonymity denies the NNESs English
use in the globalised world and seems to be deeply ingrained in their mind. On the
one hand, almost everyone believes that English has become the international
language, on the other hand, NNESs always have to conform to idealised native
English. The opposing ideologies of language are still influencing on NNESs’
English use. As Jenkins (2014: 78) argues “the ideologies of authenticity and
anonymity, despite their apparently opposite orientations, come together in a way

that has a doubly pernicious effect on non-native English users”.

Standard English ideology can be one of the factors which influence people’s
orientations to English language use and practices. Some previous studies have
indicated the direct links between people’s orientations and Standard English
ideology (e.g. Jenkins, 2007; Pan, 2011; Pilkinton-Pihko, 2010). They argue that
standard English ideology leads to British or North America English only. For
example, Pan (2011) adopts a critical approach to investigate the Chinese people’s
ideologies in foreign language education policies in China. Pan indicates that foreign
education policies in China are a product of the state ideology. With regard to
standard English, the policy documents display a preference to English spoken in

English speaking countries.

Many ELF empirical researches (see 2.4 and 2.5) indicate that NNESs use non-
native English forms to fulfil their communication purposes. As such, non-native
English speakers’ English seems to be more relevant for ELF users. Ammon (2007)
argues that adhering to standard native English forms over non-native English is
unfair, since the native English does not guarantee the intelligibility. As discussed in
2.4, empirical studies find that it is the NNESs who often adjust their language and

accommodate the language to their interlocutor (Sweeney and Zhu, 2010).
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The notion of standard English ideology is very closely related to the actual practice
of ELT, thus it might shape the teachers’ belief. Tollefson (2007: 29) points out that
“in most ELT textbooks and teachers’ guides, the target of standard English is
depicted as fixed, consistent and clear”. Nearly all the ELT materials and English
tests are based on standard native English, to which Non-native English teachers are
often exposed. They take it for granted that they are teaching the stardard native
English. Due to their prior English learning experience at schools, the teachers might
feel that the traditional approach to ELT could work better with their students. Thus,
one prominent consequence is that both teacher and students may believe that their
English should conform to ‘standard native English’. Any divergence from the native

English speakers is seen as a bad habit or unacceptable one.

In addition, the influences of standard language ideology exist all over the world. It
is important to point out that the idea of standard language ideology not only occurs
in English, but also in Chinese as well. Widdowson (2011) believes that people’s
orientations towards their first language influences their orientation towards the
second language. There are 56 ethnic groups in China and linguistic diversity exists
in China. Mandarin often refers to the language spoken by Han Chinese®. The
written form of mandarin is similar, but the oral form varies from different areas.
Based on the law of standard spoken and written Chinese language, Putonghua is
seen as the standard spoken Chinese, which is described as a common speech with
pronunciation based on the Beijing dialect. The status of the standard Mandarin
(Putonghua) has been clearly promoted through the Chinese government’s Law. This
suggests that Putonghua has a very high status in China. The government assumes
that Putonghua could facilitate the “removal of dialect barriers” in communication
(Wang and Yuan, 2013:27). Putonghua and local dialects have unequal status. As
Dong (2009: 119) points out “...Putonghua is assumed to be the medium of Chinese
cultural which is seen as a homogenous whole...”. People often associated those
who speak mandarin with accent as having lower social status. Due to the fact that
Putonghua is promoted by the national law of China, few scholars made an attempt
to question the status and role of Putonghua, let alone to criticize the ideology of the

standard Mandarin. Therefore, Peoples’ ideologies to their first language are very

>The Han Chinese are the majority in each province in China.
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likely to be influenced by their second language. Standard Mandarin ideology may

influence the way that English should be learnt and taught in China.

Standard English ideology might pose an influence on people’s orientations towards
English. But, Pilkinton-Pihko (2010: 60) finds that her participants, who are teaching
content courses in English, admitted that they adhere less strictly to standard native
English, because most of them believe that communication is more important than
using correct linguistic forms. With regard to my study, I’'m interested in finding out
if this is the case with EMI in Chinese HE, and in finding out how teachers are

required to use English and how they actually use English in their classes.

Building on Shohamy’s (2006) framework, policy makers use different mechanisms
(e.g. rules and regulations, language educational policies, language texts, and
language in the public space) to put language ideology and language policy into
practice. Therefore, In order to understand the de facto practices in EMI in China,

the following three core mechanisms in relation to Chinese contexts will be explored:
EMI policy documents, College English teaching curriculum and English language

tests. The next section will start with the EMI regulations and policy documents.

4.3 EMI policy in Chinese HE

4.3.1 National EMI regulations and policy documents

In order to understand how EMI has been described in the policy document, the
following section introduces the development of the top-down EMI policy in
Chinese universities. In 2001, the MoE issued the document ‘Suggestions on
Strengthening Higher Education and Improving Teaching Quality’. This was the
first official policy which addressed the requirement for using a foreign language to
teach subjects, for university students. It is English the most widely taught foreign
language that is used as the medium of instruction. As Tsui and Tollefson (2007)
point out the promotion of other foreign languages might be largely symbolic or “lip

service”. English is the de facto foreign language used in China.
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Actually, prior to the MoE’s 2001 policy, there were Sino-foreign joint programmes
in some universities*. There programmes are often taught in English. The 2001
policy document has expanded the EMI courses and programmes in more Chinese
universities. It requires some leading universities® to teach the selected subjects in
English, such as bio-technology, information science, international trade and law.
The policy also stipulated that 5%-10% of all undergraduate teaching should be
conducted in English within three years. Due to the uneven development of the
Chinese universities, the policy did not require all the universities to implement EMI
immediately and it stipulated that universities which cannot do so could use
materials in the foreign language initially and teach in Chinese before the resources
became available (MoE, 2001). However, this document has been criticised for
lacking detailed guidance on how teachers should implement EMI in practice (Peng,
2007; Yu and Yuan, 2005). The ambiguity of the documents has led to different

teaching practices which vary from university to university.

Since 2004, the number of EMI courses has been taken into account in the
Assessment of Universities Scheme, which has led to the rapid growth of EMI
courses in Chinese universities (Hu and McKay, 2012; Peng, 2007). In order to get a
better assessment result, the number of EMI courses is listed as one of the evaluation
criteria. The Scheme has three rules to ensure the implementation of the EMI: First,
English textbooks must be used in EMI programmes. Second, subject teachers are
required to use more than 50% of English for instruction. Third, the EMI courses
should at least account for 10% of all the courses. Based on the three rules, each
university is required to enact their own EMI policies applying to their university

situation.

In 2005, the MoE issued a guideline ‘Opinions of Further Strengthening
Undergraduate Education’. It further emphasized the aim of improving the quality
of EMI in HE and set the goal of increasing the numbers of EMI courses. However,

once more the government document seemed very general. No concrete pedagogical

*Chinese universities cooperate with foreign universities and students could obtain the joint degree if
they graduated

® The term ‘leading universities’ refer to those Chinese universities which are under the control of the
Ministry of Education. Some Chinese universities are administered by provincial governments.
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suggestions were outlined. Though EMI was initiated in 2001, much of the existing
EMI policy has still focused on the introduction of the rationale of implementing
EMI and how EMI will bring benefit to the students, teachers and the nation. There
is no reference to what kind of English is appropriate for EMI courses in China. So
far, there has not been any overt official policy to prescribe the concrete goals and
practices from the national level. Therefore, many Chinese scholars believe that EMI
in China lacks rules and regulations (Meng, 2011; Zhao, 2012; Yu & Yuan, 2005).
Apart from the ambiguity of the policy, there are many other factors, such as poorly
trained teachers, students’ English competence, and limited teaching resources that
may restrict the implementation of the EMI. Given the fact that EMI has not been
widely promoted since 2005, EMI policy documents at university level might reflect
the latest situation and offer more concrete approaches. Therefore, the following

section will look at the EMI regulations in a Chinese university.

4.3.2 University EMI Policy

It is officially required that each university has to enact their policy based on the
central policy from the MoE. So following the 2004 Assessment Scheme, most
universities gradually formulated EMI policy to ensure good teaching quality.
Guangdong University of Foreign Studies (henceforth GDUFS), one of the key
universities, issued its EMI regulations in 2009 (see appendix 13. P. 295), based on
the experimental regulation of 2003, and its implementation of the EMI courses is
regarded as a representative model. Therefore, the EMI regulation of GDUFS is
selected in this study as an example to see how EMI is supposed to be implemented
locally. Thus, in this section, EMI regulation from the GDUFS will be discussed.
The implementation of EMI courses in GDUFS is closely related to the university
internationalisation development strategies. It appears that educational
internationalisation is a reoccurring theme in the policy. EMI has been described by
GDUFS as follows:

In order to adapt to the economic globalization and educational

internationalization development, we need to teach courses entirely in English/

partially in English. Our university needs to strength our core competency and
teaching characterises. (Original in Chinese. Author’s translation)
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Offering EMI in GDUFS is perceived as the best approach to distinguish itself and
increase its competitiveness. It seems that implementing EMI is the strategy by
which the university aims to achieve internationalisation. The rationale for the
educational internationalisation has not been mentioned in the documents. Although
the amount of English used in EMI may greatly affect how to define the course
(entirely EMI or partially EMI), the two forms of instructions are used
interchangeably in this policy documents. This seems to suggest that the two forms
of instructions are very similar, from the policy makers’ perspective. However, the
unclear division of the two types of instruction might cause difficulties for subject
teachers to differentiate the courses. In terms of the amount of English, the policy
made no attempt to distinguish the two types of instruction. It presents a rather fuzzy
guideline for teachers, for example, it defines EMI as follows:

For those teachers who first start to teach subjects in English, they should use no

less than 30% of English as the instruction language. For others who have already

taught in EMI, they should use more than 50% of the English as the instruction
language (Article 7, No. two. Original in Chinese. Author’s translation)

Such simplified guideline may pose difficulties when teacher attempting to
implement EMI. It is impossible to accurately measure the exact percentage (e.g.
50%). It also implies that subject teachers are permitted to use both types of EMI
(use English entirely or partially). This requirement contradicts the notion of using
English entirely to teach the subjects (expressed as Quan Ying in Chinese, meaning
no Chinese should be used). Subject teachers could have different interpretations to
the proportion of English to be used in EMI. In addition, the simple use of
percentages prescribed in the policy document assumes that all the students who
study the EMI courses need Chinese explanations. As discussed in Chapter three, an
increasing number of international students are studying in Chinese universities, and
many of them can hardly understand Chinese. A question is raised: when
international students and Chinese students are mixed together, which language
should teachers use in their classroom? The current EMI policy in GDUFS has not
made much adjustment and it just uses the percentage which has been cited in the
2004 National University evaluation scheme. The University EMI policies were
formulated without acknowledging the needs of international students.
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Turning to the requirements for subject teachers, the policy was supposed to
require teachers to follow all the regulations. The following extracts are from the

document which refers to teaching:

Course preparation: ... Teachers are required to write the teaching plans, course
instruction, teaching syllabus and teaching process sheets in English. (Article 7, No.
one. Original in Chinese. Author’s translation)

Homework and assessment: students are required to use English to do the homework
and exams. (Article 7, No. four. Original in Chinese. Author’s translation)

EMI courses: EMI (use English partly or entirely) teachers are required to use standard
and understandable English to teach the content, except explaining the basic concepts,
definitions and key words. (Article 7, No. two. Original in Chinese. Author’s
translation)

Despite the fact that teachers are allowed to use Chinese in their instructions, all the
teaching materials and teaching plans are required to be in English. This seems to
give teachers the impression that English should be the instruction language, as
teachers need to refer to their teaching plans or power point slides while teaching.
However, teachers are still allowed to explain key concepts in Chinese. Permitting
teachers to use their first language might help the Chinese students understand the
content, but it may bring difficulties for international students who are supposed to
attend EMI only.

The regulation also set the requirements for subject teachers’ English language. It
prescribes that “teachers use standard and understandable English to teach the
content”. This requirement is rather vague for the teachers to understand. First, the
documents provide no additional reference describing what kind of English is
standard. Second, the word ‘understandable’ is confusing and ambiguous, since
there are many factors which influence the speaker’s English. One speaker’s English
might be easy to understand for a particular group of people but it may be difficult
for others to understand. To what extent teachers’ language needs to be
understandable is not mentioned in detail. Although the requirement does not offer
any concrete explanations, teachers’ English has always been criticized as neither
standard nor good (e.g. Xu, 2008; Pu & Jue, 2008). Thus, teachers are always
expected to take part in short English training courses or to study in English
speaking countries in order to improve English skills. Native English norms appear
to be the models for them. However, it is hard to know whether such training has

improved teachers’ English or to what extent the training helps them achieve
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“standard’ and “understandable”. The university appears to create the impression
that EMI courses were promoted to achieve the goal of internationalisation, but the
university has not offered enough guidance to help the teachers/students cope with

these new instruction forms.

The review of the EMI policy documents illustrates the top-down policy and
suggests there is no overt policy which has been formulated to explicitly describe
how EMI should be conducted and what types of English is required to be used.
Shohamy (2006) points out that language education and language tests could reflect
the de facto practice which might influence how English is taught and perceived. The
College English Curriculum Requirements (henceforth CECR) serves as the guiding
document and has played an important role in formulating college English education
at the tertiary level in China (Lam, 2005). | assume that for the majority of Chinese
students and teachers, college English influences their views towards English use. As
Hu (2002: 21) notes, a language syllabus in China “reflects fundamental assumptions
about the nature, functions and processes of language teaching , lays down the
teaching and learning objectives, delimits instructional contents, and circumscribes
of process and methods of instruction”. Thus, the following section will discuss the
latest version of CECR. The other mechanism, College English Tests (henceforth
CET), will be studied further in order to understand the EMI policy more clearly in

China. The following section will first provide a brief summary about CECR.

4.3.3 The College English Teaching Curriculum Requirements

CECR provides universities with the guidelines for English instruction to non-
English major students. Not surprisingly, a look at the current CECR makes it clear
that English teaching to adhere strictly to native-speaker norms. Even if the aim of
the curriculum is not described as reaching NES competence, the ability to
communicate with people from ‘English speaking countries’ is given priority.
CECR was formulated in 2004 for trial implementation. It was put into full
implementation in 2007 with the revised version. The 2007 CECR describes the

objectives in the following terms.
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College English is to develop students’ ability to use English in a well-rounded
way, especially in listening and speaking, so that in their future studies and careers
as well as social interactions they will be able to communicate effectively, and at
the same time enhance their ability to study independently and improve their
general cultural awareness so as to meet the needs of China’s social development
and international exchange (CECR, 2007. Author’s underlining)

Compared with the previous curriculums, the new CECR has highlighted the need to
improve students’ listening and speaking skills. However, this objective has received
some criticisms (e.g. Cai, 2012; Su, 2013). Su (2013) believes that this teaching
objective is too ambiguous to follow. She argues that CECR has not explained what
“communicate effectively’ means for students. Similarly, Cai (2012) argues that the
CECR is very vague and it changes in different time periods. He points out that
syllabus does not give concrete guidance on how to develop ‘all-round development
of English proficiency’. However, there are some signs that communicating
effectively means to use native English norms. Though there has not been any overt
statement to prescribe which types of English should be taught in Chinese HE in the
syllabus, native English models have enjoyed an unchallenged privileged status in

the CECR. Proper English is associated with people from English speaking countries.

The CECR sets three levels of flexible target competence to meet different learners’
needs, namely basic, intermediate and advanced. Each level of requirement in CECR
contains a detailed description of the students’ language skills (e.g. Listening,
Speaking, Reading, Writing, and Translation). It is not surprising to note that
advanced competence always has something associated with NESs. For instance, the
requirements for listening and translation proficiency state:

“Students should, by and large, be able to understand radio and TV programs
produced_in English-speaking countries... They should be able to follow talks by
people from English-speaking countries...” (MoE, 2007) (Author’s underlining)

“With the help of dictionaries, students should be able to translate fairly difficult
English texts on popular science, culture, and reviews in newspapers and
magazines published in English-speaking countries into Chinese” (MoE, 2007)
(Author’s underlining)

It remains clear that everything associated with ‘English speaking countries’ is

perceived as superior for a student, and everything associated with local or NNES is
seen as less competent. Although CECR does not indicate which country’s language

model is to be used, it is well known that “English speaking countries” normally
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refer to Inner Circle countries. Students’ English proficiency is judged in relation to
those Inner Circle countries, especially the UK and the USA. But, the question is:
whom will Chinese students communicate with in the future? The CECR does not
mention communications among NNESs. This might mislead Chinese students into
thinking that they would never need to communicate with NNESs in English.

Taking Native English norms as the only point of the reference will disadvantage
Chinese students who have less exposure to other English varieties. The emphasis on
native English norms might not be relevant for the majority of Chinese students, who

might need to use English mainly for international communication purposes.

In fact, College English teaching has been seriously questioned by the scholars (e.g.
Cai, 2012a; Jin, 1999; Ruan and Jacom, 2009). They point out that college students
have low communicative competence after several years of intensive English
learning. This phenomenon is often described as “deaf and dumb English” in China.
Besides, College English teaching is also labelled as ‘time consuming’ and
‘inefficient’ (e.g. Jin, 1999). Some researchers attribute the students’ English skills
to CECR and argue that the syllabus lacks specific teaching aims (e.g. Cai, 2012a;
Su, 2010). Wang’s (2008) participants believe that the syllabus “should have been
more explicit, concrete, and specific” (p. 14). Su (2010) suggests that practitioners
should investigate why students need to learn English and identify their needs
properly. Due to the inefficacy of College English teaching, Cai (2012a) suggests
teaching EAP/ESP as alternatives. Cai (2012a) argues that the current English course
which focuses solely on English language will not help students succeed in
international contexts. Cai quotes Johns’ (1997) notion of ‘teaching English for No
Obvious Reason’ to describe the College English teaching in China. He points out
that ESP/EAP orientated teaching encourages students to apply English language
skills into genuine academic study. Thus he suggests that College English teaching
in China should redefine its teaching objective. He argues that EAP and ESP will
become the future options for English teaching in Chinese higher education.
However, Cai has not dicussed the theoretical approaches to EAP/ESP. He seems to
be satisfied with the genre-based approach. The genre-based approach still tends to
focus on the standards and native English norms. Genre-based approach for
EAP/ESP is useful for helping students to improve acdemic English skills, but it fails

to consider the implications of Global English. Cai has made no attempt to question
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whether EAP/ESP teaching in China should still follow the traditional genre
approach. Considering the the future needs of Chinese students and current English
use in global contexts, it is insufficient to teach academic English only based on
native-norms. The EAP in Chinese universities needs to combine with ELFA

percepectives.

In summary, the last part has discussed the college students’ English language
education syllabus. There are many signs that good English is associated with NE
norms in the CECR and the uses of English by NNESs are ignored. In Chinese
universities, students normally study two years of College English before going on to
study the EMI courses. It is very likely that students’ orientations towards English
might be influenced by the College English courses. English tests are supposed to
follow the requirements prescribed in the language policy. English tests are seen as a
powerful device in all institutions and serve as one of the mechanisms that determine
de facto practices (Shohamy, 2006). In the following section, I will review three
types of English tests in Chinese universities, namely Chinese national university
entrance examinations, IELTS/TOEFL and College English Tests. Although they
differ in focus, these English examinations are fundamental for students to be

enrolled in the EMI programs and courses in China.

4.3.4 English Tests in Chinese universities

The last two sections have discussed some implicit prescriptions in the EMI policy
and some neglected problems of the College English curriculum. Turning to English
tests, it is believed that the content of the tests will function as a ‘guiding policy’ or

reflect de facto language practice.

Shohamy (2006: 105) states that “language tests affect the choice of languages, the
methods and content studied as well as criteria for language standards and
correctness”. Tests are supposed to follow or reflect the requirements which were
prescribed in the language policy. With regard to English tests, native English norms
still have the privilege of assessing NNESs’ English. In Anglophone countries and

their branch campuses, NNESs have to pass International English language testing
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system (henceforth IELTS) and Test of English as a Foreign Language (henceforth
TOEFL) in order to be admitted onto the degree courses. Apparently, IELTS and
TOEFL mainly test student’s proficiency in native English. Though numerous
scholars have expressed their dissatisfaction towards the current English exams and
argued that they lack the reliability to test students’ real proficiency, native academic
English is still seen as the most appropriate form (Jenkins, 2014; Mauranen, 2012).
Thus, institutions often require non-native English students to take a pre-sessional or
in-sessional EAP courses to enable students to acquire skills that are necessary in
academic settings. Again, non-native English speakers also feel that they need to
take EAP courses to improve their English in order to become a qualified student. As
Lowenberg (1993) points out:

... in language testing, an implicit (and frequently explicit) assumption has long been that
the criteria for measuring proficiency in English round the world should be candidates’
use of particular features of English which are used and accepted as norms by highly
educated native speakers of English.

Turning to those English tests used in China, Davies et al. (2003: 578) argues
“English language test development practice in China is [E (AmE/BrE) norm
dependent...”. The NES benchmark appears in all the English texts. Generally
speaking, international students whose first language is not English have to pass
TOEFL or IELTS in order to enter the EMI programs in China. The two types of
English exams follow American and British English norms. Most Chinese
universities require a minimum score of 550 points /80 points for TOEFL and 6.0 for
IELTS. For example, Beijing Normal University’s English-Taught Master &
Doctoral Programs in Ecological Environment protection and management describes
international students’ English requirements in the following ways:

TOEFL or IELTS score required for international students whose first language is not

English. A minimum score of 550 points /80 points is required for TOEFL and a

minimum score of 6.0 is required for IELTS. Applicants who have received an original

degree from an English-medium program in previous institutions can be exempted from
test requirements (Access from: http://www.bnulxsh.com/jieshao/hjxy.pdf)

Similar language requirements can also be found in other Chinese universities. In
Chinese HE, it is ironic to still use the IELTS or TOEFL to assess international
students’ English. IELTS and TOEFL are designed to test NNESs’ English who are
aiming to study in English speaking countries. It is inappropriate to use those tests to

assess students who are studying in non-native English speaking countries. Informed
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by the notion of global Englishes, McNamara (2012) questions the appropriateness
of using native English norms to test students whose primary aim is to use English in
the lingual franca context. He argues that “current conceptualizations of proficiency
in terms of gradual approximation to the competences of the native speaker will need
to be drastically revised”. But the notion of global Englishes has not informed the

test designers, the testing practices are still based on NESs.

For all Chinese students, taking Chinese national university entrance examinations
(also called Gaokao),® is a prerequisite for entrance into the universities. The total
score of English is 150 points. For students wanting to be enrolled in EMI
programs, a minimum score of more than 100 points should be achieved. Some
universities require students to take oral English exams. However, In 2013 MoE
announced the draft plans to reform English Gaokao. The adjustments in English
Gaokao might weaken the importance of English learning in education. The new
English Gaokao will be promoted nationwide in 2017, thus the practical reform
details have not been announced. But it is clear that the reform seems to
downgrade the status of English in Gaokao. However, the reasons for the reforms
are not very straightforward. It seems that the policy makers realised the
promotion of ELT has posed a threat to Chinese language and culture. As Pan &
Seargeant (2012) note the policy makers seen English as a threat to Chinese
language and want to preserve the language and culture. The examination reform
might make a tremendous impact on English training and learning in China.
However, given the long-term goal of university internationalization and
increasing the number of international students, I think the English Gaokao reform
would not degrade the admission thresholds for those students who want to be
enrolled in EMI programmes. English would continue to be a prerequisite for
entrance into prestigious Chinese universities. It seems English will still be
considered as an important tool to fulfil communication purposes. However, it is
clear that the Gaokao reform makes no reference to Global Englishes. English

Gaokao still stress NES norms and conveys the perceptions that students have to

®Gaokao usually takes the form of “three plus one". “Three” consist of the three compulsory subjects,
Chinese, English and maths. “one”stands for the optional subjects (biology, physics, chemistry,
history, politics, geography). Individual provinces have their own rights to design the Gaokao exam

paper.
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conform to certain native English speakers’ norms (e.g. British and American
English).

All non-English major students are required to take CETSs, the English proficiency
tests to assess student’s English proficiency and to ensure that students reach the
required English levels specified in the CECR. Some scholars have criticized the
gatekeeper role of CETs and questioned the validity of the tests. They pointed out
that the examinations did not assess the students’ communication ability properly
(e.g. Li, 2002; Jin, 1999). Although the tests were revised in terms of test content
and scoring system in 2006, the new tests have not reduced the students’ burden
and decrease the negative ‘washback’ effect. The new tests have not effectively
improved students’ communicative competence. There are many factors which
lead to ineffective tests reforms, such as long-time practice of evaluation criteria,
little emphasis on practical strategies within the context of education
internationalisation and few ELF-related studies in China. These all lead to CET

designer’s/reformers’ unawareness of the problems.

In addition, the CETs continue to examine students’ English language against
native English. There might be many reasons for the neglect of developing
students’ international communicative competence, but | believe that the paucity
of ELF-related studies in China might be the possible reason leading to an
unawareness of the problems on the part of CET designers/reformers. The second
main reason could be that very few studies have been conducted to discuss how to
implement the internationalisation strategies in practice. It appears that HE
internationalisation is only a term remaining on the lip of the policy makers for a
long time. Few scholars have explored how many graduates need for this
international communicative competence within the setting of attending
international conferences, studying overseas, negotiating with business people and
so on. Therefore, there is still much to be done to improve testing reform.

In summary, the CETs in China appear to denote attachment to NE norms and the
gatekeeping practices have not been changed after the examination reforms. The
emphasis they placed on NESs might not reflect the real use of language; this is
because in EMI, the majority of students who are involved are NNESs using English

to communicate with people who share the same L1 and to communicate with people
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who come from different linguacultural background. It might be inappropriate to test
students’ ability based on NE norms. In the following section, I will review some

studies on language policy in China.

4.4 Studies on English language policy in China

Recently, English language policy research in China has attracted the attention of the
researchers (e.g. Hao, 2013; Nuan, 2003; Pan, 2011; Shen, 2011; Zhao, 2014). Some
summarise language policy theories (e.g. Shen, 2013) or review the previous
research (e.g. Hao, 2013). For example, Hao (2013) has examined the foreign
language policy research from 1993 to 2012 in China through a bibliometric analysis
of the Chinese journal database. Based on his analysis, some problems regarding
language policy study have been identified, such as lack of empirical research to
study language policy, ambiguous research focus, lack of originality and influential
scholars. However, none of them have adopted the global Englishes perspective to
study the policy. And they did not realise that they have the power to question the
English language perceived as attached to those English speaking countries (e.g.
Zhao, 2010). Zhao seems to exhibit a perception that English can not be changed by
NNESs. Some of them have considered the globalization and internationalization in
relation to foreign language policy (e.g. Nunan, 2003; Shen, 2011), and they
suggested that the policy should keep up with the latest development of HE.

Another problem is that it seems that the literature of language policy study in China
is mainly focused on the top-down policy. Very few studies have examined the
English language policies in a bottom-up-manner. The following paragraphs review
the studies which have taken a bottom-up-approach to studying policy. Pan (2011)
critically explores the ideologies based on the analysis of the four English syllabuses
in China. The English syllabuses include primary, high school and university levels.
Pan points out that English education is beneficial to both individual and national
development. With regard to standard English, the policy documents display a
preference to English spoken in English speaking countries. But Pan claims the
government deliberately use the general term ‘a language of all English speaking
countries’ to “distance itself from promoting the cultural model of any particular

English speaking countries”. It could be argued that using the term ‘English speaking
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countries’ would not present a neutral way. The term ‘English speaking countries’
often has association with those countries where English is used as the first language,

that is, inner circle countries.

Some scholars discussed the mismatch between policy and pedagogical reality (e.g.
Flowerdew et al., 1998; Nunan, 2003; Wang, 2008). For example, Flowerdew et al.
(1998) examined the EMI classroom at a university in Hong Kong. The language
policy has stipulated the use of English as the instruction language. In the interviews,
the teacher participants said that they followed the policy. However, participants also
switched to Cantonese in practice. This suggests teachers’ teaching practices are at
odds with the policy documents and what they said in the interviews. Wang (2008)
investigated university teacher’s attitudes towards the English language policy
implementation through classroom observations and interviews. Her research
findings also indicate the mismatch between policy and teachers’ practices. Several
contextual factors, namely class size, student language proficiency, motivation,
learning behaviour and institutional evaluation mechanisms on teaching excellence,
are identified to explain classroom practices. In the literature of EMI policy research,
very few scholars have focused on this area. Based on the limited number of the
studies, Peng (2007) introduces the EMI policy developments in China and discusses
the problems of implementing EMI in the classrooms. She notes that subject teachers
who are involved in EMI often feel confused about the teaching objectives. As
discussed in Chapter three, most of the research relate to EMI identified obstacles for
implementing the EMI policy. It appears several scholars tried to discuss the EMI in
relation to globalisation in Chinese universities (e.g. Cai, 2012; Meng, 2011; Su,

2013), but no scholar has related English language issues to globalisation.

From the above literature review, most studies adopt a descriptive approach to
reviewing the top-down Chinese foreign language policy research. Very few studies
have looked at the policy from the linguistic perspectives or have explored
practitioners’ ideologies and their practices. It seems there is a strong attachment to

native English norms in English language policy and EMI regulation in Chinese HE.
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4.5 Summary and conclusion

This chapter has reviewed the key language policy theories in the literature and how
those frameworks can be related to my study. In order to explore the de facto
language practices in EMI, three mechanisms were further examined, EMI policy
documents, College English teaching syllabus and English language tests. It seems
that NE norms are embedded in the policy documents. Given the objectives of
English education in China, Global Englishes’ perspectives are needed to help
students to communicate effectively. The majority of the students and teachers in
EMI programs are NNESs, so it is believed that both English language policy and
EMI policy should consider the students’ learning contexts and needs. It is thought
that NE norms are not the only best criteria to assess students’ English in the EMI

programmes.
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Chapter 5: Methodology

5.1 Introduction

The last three chapters demonstrated the theoretical frameworks and literature review
that guided this study. This chapter explains the research design of the study. First,
the objectives of the study and the research questions are outlined. It then explains
the research methods and the underlying rationale for the choice of the current
methodology. A description of research tools used in the study follows together with
the rationale for each of the research instruments employed. The chapter then moves
to a summary of the pilot study procedure. Finally, the last section of this chapter
offers an explanation of data collection procedure. It is hoped that the questionnaires,
observations and interviews will provide a comprehensive understanding of English
used in EMI in Chinese HE.

5.2 The research questions

As described in the last three chapters, the previous literature has demonstrated the
value of conducting further research on EMI in Chinese HE from the global

Englishes perspectives. The research questions of this study are as follows:

RQ1: How do the subject teachers in Chinese HE perceive EMI policies and
practices?

a. What are the subject teachers’ orientations towards EMI and English use in
Chinese universities?

b. What are the subject teachers’ orientations towards their own and other subject
teachers’ English? How do subject teachers evaluate their students’ English?

c. What are the subject teachers’ orientations towards their universities’ EMI policies

and practices?
RQ2: What actually happens in EMI classrooms?

a. How is EMI implemented in the classrooms and how much Chinese and English

were the teachers using?
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b. To what extent do subject teachers use NES norms to assess students’ English
during the instruction? Are they tolerant of student’s non-native English use in

practice?

5.3 The study methods

The study involved collecting both quantitative and qualitative data. Quantitative
data was obtained from the questionnaires. Qualitative data consisted of interviews
with subject teachers, responses to open-ended items on the questionnaires and
classroom observations. The methodological choice in this study was determined by
the research objectives and other practical constraints. Based on research questions
and some practical issues (for example, data availability and time constraints), this
study is designed to be a combination of quantitative and qualitative approaches, in
which quantitative and qualitative data are collected and analysed, but the qualitative
approach is given more weight than the quantitative approach. Qualitative approach
is known for its ability to elicit in-depth knowledge in an area that has not been
thoroughly studied previously. Thus, it was seen as an appropriate approach for the
aims of this study.

Mixed methods are used as my research approach. Mixed methods research means
“the researcher uses a mixture of a combination of quantitative and qualitative
methods, approaches, or concepts in a single research study or in a set of related
studies” (Johnson and Christensen, 2012: 50). The mixture of quantitative and
qualitative methods can help researchers to study the research questions from
different angles. Hashemi (2012: 207) points out that “the qualitative exploration of
the processes and quantitative measurement of the outcomes in a concurrent design
would provide a more complete picture of the phenomenon under study”. With
regard to language policy research, Ricento (2006:129) notes the importance of using
“multiple methods in exploring important questions about language status, language
identity, language use, and other topics that fall within the purview of research”.
Thus, the use of different methods is seen as a good choice to overcome the

weakness in a single method (Johnson and Christensen, 2012).
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Each research approach has its own strengths and weaknesses. As Patton (2002:306)
reveals, “no single source of information can be trusted to provide a comprehensive
perspective”. Therefore, triangulation in data collection for this study was perceived
as an appropriate approach. Johnson and Christensen (2012) refer to triangulation as
a means of increasing reliability in research. This enabled me to compensate for the
strengths and weaknesses of each data source and to cross check my research
findings. All of these research tools (questionnaires, interviews and classroom
observations) were piloted and tested for validity and reliability prior to data
collection. More detailed discussion of the piloting procedure will be presented in
5.6.2,5.7.2and 5.9.2.

5.4 Research context

The subjects chosen for this study were subject teachers, who are teaching subjects
entirely or partially in English, in Chinese universities. ELF and EMI would be of
relevance to these participants. There were two reasons for choosing subject teachers:
Firstly, this study is teacher focused, so the subject teachers in Chinese universities
are selected as the practitioners of EMI. These teachers would hopefully reflect back
on their previous teaching experience in relation to the use of English in academic
contexts. They might care more about successful communication rather than just
conformity to native English norms. Secondly, university level education offers

more EMI courses compared with any other educational level in China (e.g. Junior

or High school).

Questionnaires were distributed to 18 universities within six Chinese cities (Beijing,
Xi’an, Chengdu, Huhhot and Baotou, Guangzhou). It is important to point out I did
not distribute my questionnaire only to universities in Beijing. This is because
universities in big cities such as, Beijing and Shanghai, generally have more well-
resourced educational resources than other cities in China. In other words, my study
hops to obtain more understandings of the diverse settings in other cities. For the
interviews, 12 interviews were conducted in six universities in Beijing. Two
interviews were conducted online with participants from Xi’an and Qingdao.
Turning to the classroom observations, my main research sites were in four Beijing

universities. There were two reasons for conducting most of my interviews and
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observations in Beijing. Firstly, educational resources, such as qualified EMI
teachers, the scale of EMI programmes and textbook resources are better than those
of other cities in China. Thus, those universities offer more EMI courses compared
to other Chinese universities. Second, my hometown is in Beijing, which provides
me easy access to visit those universities and conduct interviews and classroom

observations.

All the universities which offered a selected number of courses taught entirely or
partially in English are public universities. About half of the universities are
sponsored by the MoE. The rest of the universities are sponsored by their local
Municipal Commission of Education. Due to the uneven development of educational
standards in each province, the universities sponsored by the MoE generally are

better-resourced than those sponsored by the Municipal Commission of Education.

There are two reasons why | selected these universities as my research site or
locations. First, | have personal contacts in these universities who could help me find
more respondents and participants and introduce some subject teachers in their
universities. This helped me to gain easy access to managing interviews and
classroom observations. Second, all the universities are public ones and aspire to the
aim of becoming international universities, therefore they need to implement EMI

language policy, thus it is quite relevant for my research interests.

5.5 Selection of participants

My participants are subject teachers who teach courses in English or partially in
English. The majority of respondents of the questionnaire were ‘purposively’
selected (Cohen et al, 2011; Patton, 2002; Ritchie et al., 2003). In purposive
sampling, the focus is to select “information-rich cases for study in depth, which are
likely to illuminate the questions under study” (Patton, 2002: 230). To ensure more
responses for the questionnaire, | also adopted ‘snowball’ sampling (Johnson &
Christensen, 2012). | asked some questionnaire respondents to introduce me to
potential participants who met my criteria.
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Some of the methodology literatures outline the disadvantages of using purposive
sampling; they identified that the respondents resemble each other in the sampling
(e.g. Cohen et al, 2007; Johnson and Christensen, 2012). However, in order to get as
much variation as possible, the researcher purposely recruited respondents from
different departments who are teaching different subjects. They have different

characteristics in terms of disciplines, professional training and EMI experience.

The interviewees were chosen because they showed their willingness to participate
in the interviews and write their names and emails as requested, at the end of the
questionnaire. Finally, 14 volunteers showed their interest in participating in the
interviews. This was a small number, but the aim of my study is to conduct in-depth
interviews. So | think the number of the participants in the interviews should not be
too big a problem. Besides, because of the limitations in terms of time and only

having myself as the only researcher, it was not feasible to include more participants.

After the interviews, | asked the participants whether | could observe their lessons.
Finally, eight volunteers expressed their willingness to allow this. The main
sampling criterion for observations was to obtain as much diversity as possible in
terms of the subjects, as it is possible that subject teachers’ reaction to EMI varies
from disciplines to disciplines (Bolton &Kuteeva, 2012; Jensen & Thggersen, 2011).
None of the participants had ever been involved in a study of observations or

interviews before they participated in my study.

5.6 Research instruments

In the following section, the three research tools used to collect the data will be
described. I will first justify each of the research instruments employed and then
explain how I administered them in this study.

5.6.1 Questionnaire: Justification for the questionnaire
Questionnaires are widely used as data collection instruments in second language

research (Dornyei, 2003; Mackey & Gass, 2005). The questionnaire can provide both
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qualitative and quantitative data. Turning to my study, | selected a questionnaire as

the research instrument primarily for the following reasons.

First, the use of the questionnaire served as a starting point to elicit the information |
was investigating. Questionnaires are recommended for collecting data on
phenomena that are not easily observed such as attitudes and motivation (Seliger &
Shohamy, 1989). By using the questionnaire, I could investigate subject teachers’
perceptions of English policies and practices. Second, questionnaires can be used by
a large number of participants in different locations. Mackey & Gass (2005: 94)
point out that questionnaires can be administered in many forms and elicit
comparable information from respondents. The use of a questionnaire helped me to
collect data from a large number of respondents, which would have been impossible
through interviews or observations. The universities from which | obtained the data
for my study are located in different areas of China. Questionnaires were chosen as
the most efficient method of eliciting EMI teachers’ perceptions towards English use
in higher education in China. Third, the questionnaires have been widely adopted in
previous studies which have explored related issues in EMI (e.g. Ball and Lindsay,
2013; Jenkins, 2014; Smit, 2010b). In addition, respondents are usually anonymous
in completing the questionnaires. They are more likely to provide an honest answer
to the questions. However, it is important to point out that there is no such thing as a
non-subjective response, some respondents still feel they shuld give socially
acceptable answers. With the strengths stated above, the questionnaire is viewed as a

suitable research instrument to be employed in this study.

However, there are weaknesses to using questionnaires as the research method.
Questionnaires are limited in that the respondents are constrained by the items. As
Denscombe (2007: 170-171) points out “questionnaires, by their very nature, can
start to impose a structure on the answers in a way that reflects the researcher’s
thinking rather than the respondent’s”. Therefore, I paid attention to the wording of
the items and asked one colleague to double check the questionnaire so as to avoid
leading questions. My questionnaire contains both open-ended and closed questions.
The use of open questions in the questionnaire also compensates for the above
disadvantage. The open-ended questions can give respondents the chance to express

their own perceptions. | could uncover what the respondents really thought through
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their responses. Another way to solve the disadvantage of the questionnaire is to add
a blank section at the end of the questionnaire for other comments. Respondents

were encouraged to say anything they wished about EMI in general. By doing this, |
could find out some ideas or thoughts from my respondents that | had not anticipated.
In addition, interviews and classroom observations were adopted to minimise this

limitation.

5.6.2 Pilot study questionnaire

After reading the literature, | designed the questionnaire for the pilot study (see
Appendix 1 P. 260). The introductory part of the questionnaire briefly explained the

aim of the study and the confidentiality of respondents’ personal information.

To assess the feasibility of the questionnaire, a pilot version of the questionnaire was
given teachers in Chinese universities in December 2012. The feedback | obtained
helped me to revise any wording which might be ambiguous and difficult to answer.
Another kind of feedback | was able to obtain was information as to whether this
research technique is an appropriate way of investigating related topics. Before the
pilot study, I was not sure whether the questions were understood and responded to
as intended. After the pilot study, | asked my respondents to reflect on how they
interpreted the questions. | then knew which questions were less useful in producing
response from participants. Therefore, a pilot study was an important part of the
process in this study because it enabled me to discover the weakness in the research

design as well as the administration procedures (Cohen et al, 2011).

These participants in the pilot questionnaire study had similar backgrounds to the
potential participants in the main study. In recruiting the pilot participants, | adopted
convenience sampling coupled with snowball sampling (Johnson & Christensen,
2012). All the three respondents had been teaching content subjects in English for
more than two years. Thus, they had enough experience to offer me their opinion and

reflections on this pilot study.

Before piloting, the questionnaire was translated into Chinese. | wanted the

respondents to answer questions in a language which they felt most comfortable and
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familiar. The translated version of the questionnaire was checked by one colleague to
ensure that the items were easy to understand. Since it was time-consuming to post
the questionnaire to my respondents, I distributed my pilot questionnaire via email.
After the respondents finished the questionnaire, they returned my questionnaires by
email. They underlined the unclear or irrelevant items. They also gave me useful
advice on the overall design and layout of the questionnaire. Thus the data collected
from the pilot study helped me to modify specific questions. Based on the pilot
results, | revised the questionnaire for the main study. The following section

summarises the pilot study results.

First, it was found that the layout of the questionnaire was not clear. So | changed the
font size and the question order. Second, the respondents also expressed their
concern regarding the difficulties in answering some questions in part one, for
example, question No.6 asked respondents to estimate the percentage of courses
which are taught in English in their universities. Thus, it was revised to
“approximately what percentage of the courses is taught in English in your
department?” This is because teachers might have better ideas about the percentage
of EMI courses which are taught in their own department than in the university as a
whole. In addition, I also modified the wording of some confusing questions, for
example, question No. 10, in part one. The major reason to modify this question was
that it was difficult for participants to remember the policy name. Many of them
completed the electronic version of the questionnaire. | think it is more convenient
for them to find the internet links. Besides, it saved time for me to assess these
policy documents through the internet. Third, some questions were deleted because
they elicited very short answers from respondents (e.g. question No. 8 in part three).
Such guestions might have been difficult for them to answer and might be discussed

later in the interviews.

5.6.3 Administration of the questionnaire

The revised questionnaire was finalised based on the feedback from the pilot study.
To test whether the revised items to be used in the main study were now working the
way they were intended, | then invited one teacher to validate the revised

questionnaire and to match questions with themes and constructs. In doing so, | was
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able to confirm that what | was actually measuring was what | had intended to
measure. The results indicated that the revised survey measured what | had intended
to measure and provided sound evidence of validity. The items on the questionnaire
were written in Chinese. | selected Chinese because | wanted my respondents to

answer questions in a language which they felt most comfortable in.

The modified questionnaire (Appendix 2, P. 264) was distributed to 121 university
teachers from 7™ January to 30™ April in 2013, via email. The questionnaire was sent
to respondents in 18 universities in China by email. | want my respondents to answer
the questionnaire at their own pace, to choose a suitable time and familiar
surroundings. A less-pressured environment enables respondents’ to complete a
questionnaire more easily. As mentioned in 5.4, these universities are public
universities and set the agenda of the goal of internationalisation. At least 10% of
their programs are taught in English. Another reason for the selection of those
settings was that | had some contacts in those universities. This was expected to
provide easy access to obtain data from those universities. At the same time, | did
not limit my investigation to the same city because | wanted to find more
respondents who had teaching experience of EMI. The emphasis on different types
of university was to get ‘maximum variation’ in data collection. Finally, 110 of the
questionnaires were returned after completion. Of these, 106 of the returned
questionnaires were valid and four of them were found to be invalid, as they only

answered a few questions.

The data from the questionnaire did help the researcher to answer the research
question RQ1. However, as mentioned above, many scholars have identified the
limitation of using questionnaires, for example, respondents are constrained by the
limited item choices, they could not express their reasons for their answers, they
might want to express their unique perspective to certain questions but they were
unwilling to write on the questionnaire. Therefore, the aim of the questionnaire was
to elicit preliminary ideas about how the respondents perceived those questions,
while I thought qualitative research methods, such as interviews and observations

were, more appropriate for drawing their experience in depth.

88



5.6.4 Main study questionnaire

The main study questionnaire was divided into three parts (appendix 2). As in the
pilot study, both closed-item and open-item questions were used. 15 Likert scale
items which were designed to give quantifiable data that can be easily quantified and
analysed. They also enable comparisons to be made across groups in the sample.
Seven open-ended items were appeared in the questionnaire. The open-ended
questions enabled respondents to write a free account of their thoughts and ideas in
their own terms (Cohen et al., 2011; Doérnyei, 2003; Mackey & Gass, 2005). As
Dornyei (2003: 45) notes, “by permitting greater freedom of expression, open-format
items can provide a far greater “richness” than fully quantitative data. The open
responses can offer graphic examples, illustrative quotes, and can also help us to

identify issues not previously anticipated”.

The first part of the questionnaire asked demographic information from the
respondents, including their age, their teaching disciplines, time spent in English
speaking countries for training, the number of courses they taught in English per
week. They were also asked to write down their contact details if they were willing
to participate in the interviews. Other information required in this part was their EMI

training experiences and total number of years teaching subjects in English.

The second part of the questionnaire comprised the Likert scale questions related to
teachers’ perceptions of EMI and policy in general. The rating scales have been seen
as one of the useful way to investigate attitudes, perceptions and opinions (Cohen et
al, 2011). Rating scales are one of the most popular items in the L2 questionnaire
(Dornyei, 2003). The Likert scale has been considered to be a popular format in the
L2 study (Dornyei, 2003). In this study, the scale was intended to gather
respondents’ agreements with issues raised in EMI teaching. They are particularly
suitable for finding out how teachers think about the language policies and practices.
Teachers were asked to show their belief about English use in EMI and attitudes

towards EMI Policies and practices.

Items 1 to 15 were designed on a four-point scale to obtain the respondent’s degree

of agreement or disagreement. | designed both positive and negative items to
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investigate how respondents’ perceive EMI and EMI policy and also to what extent
they actually followed it through their classroom teaching. The respondents from the
present study were asked to indicate the extent to which they agree or disagree with
15 items by selecting from the four responses ranging from "Strongly Agree",
"Agree", "Disagree" to "Strongly Disagree". To accurately embody the content,
Dornyei (2003: 37) argues that “an important concern of questionnaire designers is
to decide the number of steps or response options each scale contains.” A four-
response opinions scale was used in the present questionnaire, because | wanted the
respondents to make a decision on whether they generally agree or disagree with
each statement. Cohen et al (2007:327) identified the normal tendency for
respondents’ to opt for the mid-point answer. And they argue this tendency is
notably an issue in East Asian respondents. McDonough & McDonough (1997: 178)
also indicated that the midpoint in the Likert scales is often difficult to interpret.
Therefore, my preference for an even number would prevent them from adopting a
neutral position. A four-response opinions scale was adopted in order to minimize

the disadvantages of Likert scales.

The final section of the questionnaire, ie, part three, comprises seven open-ended
questions. My preference for open-ended questions in the questionnaire was because
it allows respondents to write what they think about each question in their own terms.
In addition, the open-ended questions might avoid the limitations of the closed ones.
Respondents were free to write down their thoughts. Dérnyei (2003: 47) argues that
“we need open-ended items for the simple reasons that we do not know the range of
possible answers and therefore cannot provide prepared response categories”. The
open-ended questions in my questionnaire have helped me to explore the
uninvestigated issues. As Dornyei and Taguchi (2010: 36) point out “open-format
items can provide a greater “richness” than fully quantitative data. Open responses
can yield graphic examples, illustrate quotes, and can also help us to identify issues
not previously anticipated”. Though there are many merits for using open-ended
questions, we cannot neglect some of the limitations, such as respondents’
unwillingness to provide longer responses; respondents’ writing skills; respondents’
reluctance to make much effort to answer open-ended items. From the pilot study, |
found the open-ended questions work well. The participants were willing to express

their thoughts on each question. However, in the main study, | also found similar
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problems, but to my gratification, there were 75 participants who were willing to
present their thoughts on each question. Their responses are very useful for me to

understand their orientations.

Question 1 in part three is designed to ask respondents’ opinions about the
differences between teaching style in EMI and teaching in Chinese. Question 2 asked
how they perceive their own and other teachers’ English in EMI. Question 3 asked if
the pressure to be native-like decreased when they find the majority of the students
are non-native English speakers, and what kind of English skills should teachers
have. Question 4 asked how they assess their student’s English proficiency.
Question 5 asked respondents to evaluate their university’s EMI policies. Question 6
asked respondents whether they would like to be supported by a native English
speaker who could give them guidance on their English language. Question 7 asked
respondents what kind of suggestions they can put forward if the MOE were to

revise the current EMI policy.

5.7 Data collection: qualitative interviews

5.7.1 Justification for the interviews

Interviewing is the most common form of data collection in qualitative research
(Rubin & Rubin, 2012; Kvale, 2007; Kvale & Brinkmann, 2009; Lichtman, 2010;
Mackey & Gass, 2005). In the interviews, respondents are allowed to speak out their
own ideas. As Kvale & Brinkmann (2009:1) note the qualitative interview “attempts
to understand the world from the subjects’ point of view, to unfold the meaning of
their experiences, to uncover their lived world prior to scientific explanations”.

From the interviews, the researchers can investigate what a person thinks. Unlike
using questionnaires, qualitative interviews provide an opportunity for the in-depth
understanding of people’s personal perspective. The data obtained from the
interviews is seen as much more varied and richer than questionnaires. Patton (2002)
suggests that another advantage of interviews lies in its strength as an approach in
finding out participant’s views that cannot be directly perceived, such as feelings and
attitudes. Interviews have been used widely in studies of EMI (e.g., Ball and Lindsay,
2013; Jenkins, 2014; Smit, 2010a.b).
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One of the aims of my study was to find out how subject teachers felt about the use
of English in teaching. How they responded to the use of EMI in Chinese
universities and how they implemented the EMI policy in practice. Interviews could
help me to gain insights into their feelings and attitudes. Participants could describe
their ideas in more detailed ways. The interviews could also give me a chance to

further understand my research questions.

Unstructured and semi-structured interviews are two main types of qualitative
interviews. In semi-structured or unstructured interviews, knowledge is co-
constructed by the interviewer and interviewee. Dérnyei (2007: 135) notes
unstructured interview “allows maximum flexibility to follow the interviewee in
unpredictable directions, with only minimal interference from the research agenda.
The intention is to create a relaxed atmosphere in which the respondent may reveal
more than he/she would in formal contexts, with the interviewer assuming a listening
role”. This involves the interviewer introducing a topic or a theme, and the
interviewees being free to develop their own thoughts. The disadvantages of
unstructured interviews are that they can be difficult for the novice researcher to
handle (Lichtman, 2010; Mackey & Gass, 2005). Inexperienced interviewers may
ask inappropriate questions. Also, respondents may talk about irrelevant issues. In
this study, I didn’t adopt unstructured interviews. The major reason was that | did
not feel confident to handle this method. | might not have obtained the data which
was relevant to the questions of the study. Thus, | adopted the semi-structured
interviews (Dornyei, 2007; Kvale, 2007). First, the aim of semi-structured interviews
is to “obtain descriptions of the interviewees’ lived world with respect to the
interpretation of the meaning of the described phenomena” (Kvale, 2007: 11). This
might allow me to gain “inner perspectives” (Patton, 2002: 340) and understand the

participants’’ perspectives in depth.

Another advantage of the semi-structured interview is its flexibility. During the
interview, the interviewee is encouraged to elaborate on the point raised. As Dérnyei
(2007: 136) points out “the interviewer provides guidance and direction, but is also
keen to follow up interesting developments and to let the interviewee elaborate on
certain issues”. Therefore, by using semi-structured interviews | am able to ask the

participants’ views. Sometimes, participants might raise some points which emerge
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during the interaction, because information is generated by both interviewer and
interviewee during the interviews. As Kvale (2007: 13) points out an “interview is an
inter-view where knowledge is constructed in the inter-action between two people”.
Kvale and Brinkmann’s (2009: 48-50) metaphors of an interviewer as a miner or as
a traveller describe and contrast the two ways of obtaining knowledge. In the ‘miner
metaphor’, the interviewer is trying to look for ‘nuggets of knowledge’. The
interviewee’s idea is seen as quite fixed and waiting for the interviewer to discover.
An alternative ‘traveller metaphor’ sees the interviewer as a traveller to a new
country and the interviewer ‘wanders through the landscape”’ (ibid.: 48). Then the
interviewer starts to talk with people he/she encounters, and encourages people to
tell her/him their experiences. After each conversation with interviewees, the
interviewer may find new phenomenon and a co-construct of new perceptions. The
traveller metaphor emphasizes that both the interviewers and interviewees are active
participants and they have an equal chance to express their own opinion. Thus, my
role in this study was to look from the ‘traveller’ perspective rather than the ‘miner’

perspective.

Similarly, Talmy (2010) presents two notions on interviews: ‘interview as research
instrument’ and ‘interviews as social practice’. The former refers to conventional
orientations to interviews which treat interview data as ‘reports’. With regard to the
status of the interview, Talmy (ibid.: 132) describes the conventional interview as “a
tool or resource for collecting or gathering information”. Moreover, Talmy notes
‘interview as a research instrument simply treats interview data as reports that reveal
truths and fact, while the ‘interviews as social practice’ treat the interview as “a site
or topic for investigation itself” and its data are “accounts” of truths, facts, attitudes,
beliefs, interior, mental states, etc., co-constructed between interviewer and
interviewee”. Therefore, I adopted Talmy’s (2010) conceptualization of interviews
as social practice. Talmy’s (2010) approaches to interviewing compensate for the

disadvantages of semi-structured interviews. Certain flexibility could also be useful.

I was also aware of the limitations of the semi-structured interviews. The data
generated from the interviews may be biased. The interview does not allow for
anonymity, it might difficult for interviewees to express their real thoughts in face to
face interviews (Arksey and Knight, 1999: 56-58). Denscombe (2003: 169-172)
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identifies that interviewees and their responses can be affected by the identity of the
researcher. This is what Denscombe (2003: 169) refers to as the ‘interviewer effect’.
The sex, age and ethnic origins of the interviewers’ personal identity will influence
their responses. These factors can impact on the honesty and the amount of
information the interviewee is given. It is important to point out that none of these
factors can be changed. Denscombe (2003: 170) notes that “interviewees, and
interviewers. .. have their own preference and prejudices, and these are likely to have
some impact in the chance of developing rapport and trust during the interview”. For
example, after a few interview questions, the participants would have become aware
of the topic under study. This in turn may have influenced their responses to what
she/he thinks the situation requires. Nevertheless, | found that most of the
respondents were willing to talk about the research topics in depth. This may indicate
that they reflected on their previous teaching experiences and had thought about

these issues before the interviews.

Thus, in order to minimise the limitations of the interview, it is very important to
make the interviewee feel comfortable in order to obtain reliable responses from
them. This could indicate that the interviewer is of importance during the interview.
As Patton (2002: 341) points out the “quality of the information obtained during an
interview is largely dependent on the interviewer”. Therefore, before each interview,
| tried my best to understand each university in which my participants were working.
| also tried to be polite and neutral as the researcher. | was also aware of the need to

take ‘interview effects’ into consideration when analysing the data.

5.7.2 Interview procedures

5.7.2.1 The construction of interview prompts (the pilot study)

In order to practice my interview skills and to see if my interview questions elicited
the data | wanted, | interviewed three Chinese visiting teachers in UK in January,
2013. They were all interviewed individually. The three participants had taught EMI
courses in English or partially in English before they arrived in the UK. After the
pilot study, three changes were made. Firstly, in my pilot study, | took notes while |
was interviewing. However, | found the respondents felt uncomfortable if they saw

me writing the notes during the conversation. Therefore, in order to pay attention to
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what they say and respond to the participants in good time, I did not take notes in the
main study. Instead | took notes immediately after each interview in most cases. The
notes helped me to recall what | had heard in the recordings in the later analysis
stages. Secondly, I had used some linguistic terms in my pilot interviews which |
noticed the three participants were not familiar with. | realized that | should avoid
using those terms in my study. Thirdly, | found that sometimes our interview
discussions ranged in unplanned directions. This is not to say that our discussion was
not relevant, but this kind of conversation elicited natural and spontaneous
communication which | was trying to encourage. The three participants were raising
issues that I had not thought about previously. In addition, I had to return to the
issues to ask my respondents to clarify their ideas. My subsequent questions became
more explicit and asked for further explanation. For example, when | asked
participants to explain their views towards content teacher’s English proficiency,
many of them said “they should speak good English”. When I asked for clarification
about what it means to have ‘good English’, the respondents were surprised because
they assumed me to have the shared understanding. In order to get more detailed
explanation from the participants, | asked the following questions such as ‘What do
you mean by’ good English”? I used a lot of follow-up questions to encourage

participants to clarify what they meant.

5.7.2.2 The administration of the main study Interviews

Interviews were conducted in March and April 2013. After the respondents
completed the questionnaire, they were asked to participate in an interview which
was designed to elicit deeper thoughts from the participants. The language chosen
for interviews was Chinese due to the fact that participants felt more comfortable
sharing their ideas with me in their mother tongue. 1 think this also created a very
relaxed atmosphere of trust and cooperation. Without any question, participants
were free to speak in English if they preferred. In some interviews, participants
sometimes switched to English to express their ideas. I think it is useful for
interviewees to code-switch if they feel English words or sentences are helpful to
explain their meanings. Two interviews were conducted online through QQ Online
chatting software, which enabled us to make a video call over the internet. The video

call made it possible for us to see each other while communicating. The remaining
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12 interviews were conducted face to face. Face to face interviews may be more

social and involve more non-verbal cues than online interviews. However, because

the two participants were in Xi’an and Guangzhou, online chatting software resolved

geographical limitations and saved the travel costs (Connor et al, 2008). As Chen and

Hinton (1999) have observed, ‘real time’ online interviews enable respondents to

answer immediately. Therefore, the online interviews resembled a face-to-face

interview. The background information of participants being interviewed is presented

in the following table. The aim of this is to give the reader a preliminary

understanding of the respondents’ backgrounds. Each interview lasted about 60

minutes depending upon each participant. The longest interview lasted 2 hours,

whereas the shortest interview lasted 45 minutes.

Table 1: Description of the participants

Mathematics

Name of the | Years of Foreign The EMI course University
participant teaching study/visit name is
EMI experience controlled
by
Participant 1 4 Canada (6 months) | 1. Financial Markets | provincial
and Institutions governments
Participant 2 9 The USA (2 years) 1. International MoE
Japan (1 yeas) Business
Singapore (2 years) Negotiation
Participant 3 5 No 1. International MoE
Business Law
2. The Law of
Contract: a
Comparative
Treatise
Participant 4 3 Australia (6 1. Production and | provincial
months) Operation governments
Management
Participant 5 5 Australia (6 1. Production and MoE
months) Operation
Management
Participant 6 2 The UK (5 years) 1. Community MoE
psychology
Participant 7 5 Japan (4 years) 1. Advanced MoE
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Participant 8 Germany (1 year) 1. Advanced MoE
Mathematics
2. Probability and
Statistics
Participant 9 The UK (2 months) 1. Introduction to provincial
JAVA Programming governments
2. An Introduction
to Information
Technologies
Participant Canada (6 years) 1. Enterprise risk provincial
10 management governments
Participant The USA (8 1. Foreign provincial
11 months) Language Learning | governments
The UK (1 year) Theory and
Practice
Participant The USA (6 moths) 1. Economics of MoE
12 Money, Banking ,
and Financial
Markets
Participant Australia (6 1. Fashion MoE
13 months) Marketing
Participant
14 UK (1 year) 1. Comparative Law MoE
USA (7 months)

Before the interviews started, the interviewees were given an information sheet and a
consent form, and permission for audio-recording was requested. Kvale (2007) notes
that the interview should take place somewhere that the interviewees feel
comfortable. In this study, when my participants told me their free time, we also
chose a place which was convenient to them. The 12 face-to-face interviews were
conducted in the work office. All the interviews were conducted on different days
and were audio recorded in an MP3 format, which meant that they were easily stored

and managed in an electronic format.

In my study, | am interested to understand the situation from the participant’s
perspective. The instrument used in the interviews followed what Patton (2002)
referred to as the interview guide approach, I listed the main topics to be explored in
an interview and used the list as prompts to “ensure that the same basic line of
inquiry are pursued with each person interviewed” (Patton, 2002: 343). Patton (2002:
349) notes that “the outline increases the comprehensiveness of the data and makes

data collection somewhat systematic for each respondent”. The interview prompts
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(see Appendix 9, p. 287) were used to help me recall the themes to discuss and
ensure that “the relevant issues are covered systematically” (Arthur and Nazroo,
2003:115). They were also designed to provoke the interviewees to start thinking
about certain aspect of issues related to EMI. The questions on the interview prompt
were aimed at exploring more details of the teachers’ teaching practices and their

perceptions towards language policies.

However, the interview prompts were not fixed. They were open to include issues
that the interviewees wished to talk about during the interviews. All the participants
in the interviews were encouraged to elaborate on the issues which were important to
them, and encouraged to speak about their own ideas. Thus the orders of the prompts
were changed according to different participants. | also asked additional questions.
Some of the questions which | asked had not been anticipated at the beginning of the

interview.

Kvale and Brinkmann (2009: 138) note that interviewers must have the “ability to
listen actively to what the interviewee says...and how it is said”. In order to obtain a
greater depth of understanding from participants, | tried my best to be sensitive to
participants’ responses and then elicited follow-up questions. In addition, the
interviews were conducted in a natural style rather than a formal question-answer
pattern. In this sense, the interviews “resembled a conversation” (Erling and Bartlett,
2006: 14). Additionally, the flexibility of the interview gives me a chance to resolve

any misunderstandings which might occur in the course of the interview.

5.8 Data collection: Classroom observations

5.8.1 Introduction

This section discusses the research questions explored through classroom
observations and the rationale for conducting research by classroom observations.
The use of classroom observations in this study was intended to address the RQ2.
The primary focus of my observations was to observe how content teachers
conducted their teaching through the medium of English. From the observations, |

expected to obtain a better illustration of how much English was used by the teacher
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in their classroom, how the teacher assessed student’s oral English, to what extent
they corrected a student’s “‘different’ way of using English, and how much they
adhered to the objectives of the curriculum in their classroom teaching. The
observations would thus supplement the data drawn from other methods by enabling

me to see teacher participant’s teaching practices.

5.8.2 Justification for the Classroom observations

Some researchers have identified the functions of observation (e.g. Cohen et al.,
2011; Johnson & Christensen, 2012; Mackey & Gass, 2005; Ritchie, 2003). First,
observations could allow people to “to get direct information on classroom events,
on the reality of program implementation” (Weir & Roberts, 1994: 164). Ritchie
(2003: 35) describes observations as “the opportunity to record and analyse the
behaviour and interactions as they occur” within a particular context. The researcher
can collect first-hand data from the observation and could “gain a deeper and more
multi-layered understanding of participants and their context” rather than collecting
second-hand accounts (Mackey & Gass, 2005: 176). Second, observations
demonstrate what people actually do and what they say they do by comparison with
what they say they do in the interviews. Sometimes participants in the study do not

always do what they say in the interviews or in the questionnaire.

Observation is thus seen as “a reality check” (Cohen et al, 2011). In my case, | could
combine the findings obtained from the observations with teachers’ responses to
interviews and questionnaires. Ritchie (2003:35) notes that the value of observation
lies in the researcher being able to see the “events, actions and experiences”. The
observations in my study provided a means of seeing EMI teaching practices. Patton
(2002: 263) states that, researchers could “learn things that people would be
unwilling to talk about in an interview” through the observation. Another important
reason to adopt observation in the study is the “social-desirability bias™ (Patton,
2002). Some studies have emphasized the risk of receiving social-desirable
responses in interviews and questionnaires (Oppenheim, 1992). Observation is seen
as a good way to allow researchers to see the real practice which cannot be predicted

in advance.
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Classroom observation thus enabled me to observe what the subject teachers actually
did in the classroom and gave me access to the EMI reality | was attempting to study.
However, there are weaknesses to the observation method. Mackey & Gass, (2005)
identified the “presence of an observer can influence the linguistic behavior of those
being observed”. Those being observed may respond negatively to the presence of
the researcher. They might change their normal classroom behaviour to suit the
expectations of the people who are observing. To minimize this concern, I tried my
best to mitigate the effects of my presence by sitting in the back of the classrooms. |
thought that this would not attract the attention of the whole class or disturb the

teaching.

Three different types of observation have been used in classroom research. They are
highly structured, semi-structured or unstructured observations. Research in a highly
structured observation has its observation categories worked out in advance.
According to Cohen et al (2011: 457), “a semi-structured observation will have an
agenda of issues but will gather data to illuminate these issues in a far less
predetermined or systematic manner”. By contrast, in unstructured observation, the
researcher does not have a clear idea of what to observe. In this study | adopted the

semi-structured observations.

5.8.2 Piloting the observations

Four pilot observations were conducted before the main study. Piloting the
observation was important for the main study for various reasons. Firstly, conducting
a pilot study, 1 was able to gain an emic understanding of the classroom: what was
happening, the proportion of English used by the teacher, the level of interaction
between teachers and students, the materials that they used. These observations
helped me to familiarise myself with the EMI classroom. Secondly, the pilot study
was a good chance to practice my observation skills. Meanwhile the piloting helped
me to think about my data analysis. Initially, I did not have a detailed table to record
the proportion of English and Chinese used by subject teachers during the
observations. Before the pilot study, I simply wrote the question “what percentage of
the teachers’ language is in English, Chinese, or a mix of Chinese and English?” in

the observation guide. However, after the pilot study, | found it was very difficult to
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quantify the English use and Chinese use. | needed to adapt my analytic methods to
count the proportion of English and Chinese classroom talk in order to record the
time for the L1 and L2 use. Besides, the pilot study helped me to finalise my
observation guide. Appendix 10 was the initial observation guide. After the revision,

appendix 11 was used in the main study.

5.8.3 Observation Data collection procedures

Before conducting the classroom observations, | faced some difficulties in obtaining
permission to observe the classrooms. Some subject teachers seemed unwilling to be
observed by an external researcher at the beginning. I think that some subject
teachers might have considered the observation as part of their evaluation, and some
might have other worries. | visited the selected universities and met the teachers in
order for us to get to know each other. | assured them that my study was not to
evaluate their teaching and gave them a further explanation of the purpose of the
study. Promises were given again to each of them that the data would be kept
confidential and his/her name would be kept anonymous. These visits helped me to
reduce the teachers concerns and anxiety. Finally eight teachers from five
universities agreed to permit me to observe their lessons. The participants were
teaching in different disciplines, thus, they have very different teaching plans and
textbooks. After gaining their permission, | asked them to sign the consent form. A
few of the teachers were very surprised to see this form. This was understandable
because it was the first time that they had signed the form. In addition, before the
main study, I also visited the classrooms with the aim of introducing myself to the
students and also to familiarise myself with the location of these different classrooms.
All the participants were full-time staff employed in these universities. | used
pseudonyms to describe my participants in this study. The following table gave an

overview of the observation participants.

Table 2: Teacher participants’ demographic information

Name | age | Gender | Position Number of | Number of
years years The EMI course
teaching teachingin | name
English
Xing 50 Female | Professor 30 10 1. International
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Business
Negotiation
Dan 40 Female | Associate 13 5 1. Financial
professor Markets and
Institutions
Mei 36 Female | Lecturer 10 6 1.Advanced
Mathematics
2. Probability
and Statistics
Jing 38 Female | Lecturer 12 5 Advanced
Mathematics
Ping 34 Male Associate 5 3 Enterprise risk
professor management
Yun 37 Female | Associate 6 3 Economics of
professor Money,
Banking , and
Financial
Markets
Dong 31 Male Lecturer 3 2 Community
psychology

32 lessons were observed. Each lesson lasted for 50 minutes and the teacher had to
teach two lessons consecutively with a ten minute break at between. 30 lessons were
audio-recorded. For these lessons, the recorder was placed at the front of the
teacher’s table. Two of the lessons were video recorded (this was requested by the
participant, as she was preparing a demonstration lesson in English, and she wanted
to watch her teaching behaviour). The two video recorded lessons were conducted in
the same classroom with the camera placed at the back. This seemed to me the best
way not to distract the students. However, | did not include the two video recorded
lessons because those lessons might have been performed differently from normal

lessons.

As a researcher, | had realized the potential negative consequences of these
observations. Subject teachers may respond negatively to the presence of the
observer, or may alter their classroom behaviour to meet the expectations of the
observer. Thus, before conducting the classroom observation, | met each participant
individually. 1 explained the general topic of my research, but not the specific
purpose of the observations. I discussed the observation schedule with the participant
of and let them to choose which dates | would attend. My observations corresponded

with participants’ timetables.
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The 30 audio recorded observations (each lesson lasted for 50 minutes) took place in
five universities in Beijing. The recordings of each teacher depended on how many
times the participants permitted me to observe their lesson. During the observations,
I sat in the back corners of the classroom in order not to distract the students’
attention. Erlandson et al. (1993: 97) points out that “it is impossible to observe and
record everything in the setting, and therefore one must begin somewhere with some
type of plan”. Thus, the observation scheme (Appendix 11, P.291) was used to
record activities in the classroom and helped me to depict the classroom settings, the
amount of English used in the lesson and the extent to which the teachers corrected
students’ ‘different” way of using English in practice. Adopting an observation guide
was one way of helping me to record events in the classroom, such as information of
the courses, teacher’s teaching styles, teaching resources. However, | was not
restricted to my observation scheme, | paid a lot of attention to the things that were
happening in each lesson. | made detailed field notes to keep a record. O’Reilly
(2009:70) refers to field notes as “the written record of observations, jottings, full
notes, intellectual ideas, and emotional reflections that are created during the field
work process”. Taking notes also helped me to obtain a detailed account of what had
happened in the classroom. My field notes included my own comments on the
teaching, the brief timing of events (use of English), teachers’ comments and
responses to students’ answers, as well as some notes which I felt important.
Sometimes | wrote detailed notes after the class on the same day when | could still
remember the things which had happened in the classrooms. The field notes were
especially useful during the data analysis process, as they provided “a first-hand
encounter with the phenomenon of interest rather than a second-hand account of the

world obtained in an interview” (Merriam, 1998: 94).

The use of English or Chinese in each lesson, teacher’s responses to students’ oral
English could reflect the subject teachers’ orientations towards English. I also made
an attempt to find out the reason why the participants switched to Chinese during
their instructions. As it was the third week of term when | started my observation, |
did not have the opportunity to observe the format of their final examination. But |
talked to students very informally about their final exams. They told me

examinations were conducted entirely in English. Incidentally, I also talked to the
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students informally and asked their views about the teacher’s use of English and

their perceptions towards EMI.

5. 9 Reflexivity in my own role in interviews

| tried to embrace reflexivity in different stages of my research. Participants and |
share the same language and cultural background. Our common backgrounds have
helped me to build rapport, and to understand their perceptions more thoroughly. |
found | was able to connect their English learning and teaching experiences in China
with my previous experiences. The similarities we had often enabled me to better

understand research context and subject teachers’ perceptions.

Despite my participants and | share the same language and cultural background, |
found each participant had his or her own style, personality and education
experiences. They had greater knowledge and experiences in teaching the EMI
courses than 1. Thus, I could never be sure in advance what would they say in the

interviews.

However, the shared background also created challenges in my data collection
process. | found participants assumed me to have the same views as them.
Sometimes they did not elaborate their perceptions explicitly. When we discussed
how they perceive their students’ English, for example, one respondent said
“Chinese students are not good at oral English(.) you know”. This situation taught
me that | need to ask more clarification questions to obtain extra information from
participants. I needed to be sensitive to participants’ responses, especially when they
assumed me to share the same view with them. | tried to probe with more questions
and encourage participants to express their views in more detailed ways.

I must admit that my views and previous educational experiences may have had an
impact on my participants. | was also aware that my own beliefs impacted the
questions which | asked. However, | did not consider this had led to change
participants’ views or push them to have a particular view. As I mentioned in 5.7.1, I
took the ‘traveller approach’ in the interviews and considered interviews as ‘social

practice’. The whole interview was a dynamic process where I and participant were
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co-constructing meaning. Apart from the similarities we share, we also developed
new insights during the interactions. Sometimes I responded to the participants’
ideas and expressed my views on the topic we discussed. | felt it was reasonable and
natural to let the participants know my views rather than say nothing. As a research
student, there were no power structure issues between me and my participants. They
knew that | was a PhD student, while the participants all have their expertise and rich
teaching experiences. My participants were encouraged to share his/her views
towards language policy and EMI in China and they were totally free to express

disagreement or agreement to my views.

The interview data did indicate that some participants expressed disagreement with
me. Their responses demonstrated that they were willing to disagree with me. | also
noticed participants sometimes expressed their views inconsistently. I think it was
common that interviewees may sometimes express their views inconsistently. This is
what normally happened in the natural communication, as people’s perceptions
might change towards certain complex situations. | paid attention to their
inconsistency during the interviews and tried to identify to what extent their views
influence the research findings. Participants in my interviews also asked me
questions as well. So they were not just focussed on giving the information which |
aimed to obtain. I also needed to answer any question they raised in the interviews.
For example, questions related to the EMI in Europe, the use of English in the UK

and English accents.

As a novice researcher, | found it was challenging to respond to the participants’
ideas in an appropriate time during the interviews. There were many unanticipated
moment that I have to make prompt responses to the participants’ questions. | was
trying to find a balance between expressing my views but also to listen carefully to
what my participants said and how they said it. | was concerned with introducing a
topic (the notion of ELF and NNESs’ English use) which those subjects may never
have thought about before. But | found the participants were interested to listen to
what I said. And | felt they expected me to say something more during the
interviews. Overall, | think my interviews helped me yield substantive information
about my research focus. They also helped me to become reflexive in understanding

my role.
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5. 10 Reflexivity on my own role in classroom observations

In observations, observers can have different roles according to their research
purposes. Researchers should decide on the degree to which they participate and
observe in the fieldwork, based on their research aims. In this study, I took the role
of a non-participant observer. | did not take part in the class activities which |
observed, mainly because | was not familiar with those subjects in the content-based
class and this would have posed difficulties for me in participating in the classroom
activities. In addition, I did not want to disturb the lessons. I tried to observe the

lessons with minimum disruption to the classrooms.

However, it is necessary to point out that the observer could have different roles in
the observations. It is impossible to sustain total lack of participation. My role as an
external researcher was known by the students. But | felt many students considered
me as an ‘English teacher’ who could help them to understand the English sentences
in the textbook. Sometimes | shared the textbooks with students at the back. | feltin
a dilemma what | should do when students had a temptation to expect me to help
them. They expected me to translate some English sentences in their textbook and
tell them the answer. While, | helped them to understand the English sentences they
did not understand, but I restrained myself from telling them the exact answer. To be
honest, sometimes | did not know the answer even | when | understood the English

text.

Before the observation, | did not tell the teachers the specific aim of my research.
They did not know my observation focus in advance. Sometimes, | had spontaneous
conversations with subject teachers after the class. Although I told participants that |
did not assess their lesson and English language, they still expected me to comment
on their lesson. | appreciated their efforts and | told them that they received much
positive feedback from students. But | did not comment on the English issue directly.
Thus, I assumed a slightly different role according to different situations. | was ready
to change my roles when the situation required. | see myself as dynamic during my

observation.
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In addition, I also share the similar culture and language as participants, | was
advantaged in understanding subject teachers’ teaching practices and their roles in
classrooms. But the shared Chinese language and cultural background might affect
my data collection. I might miss some details which I had taken for granted. So |
tried my best to separate my previous knowledge on Chinese higher education from
the things | observed in the classrooms. However, | did not consider this led me to
lose the objectivity in my study. Actually, my knowledge of the EMI courses was
very limited, as | had never experienced EMI courses when | studied in China.
Before the classroom observations, | also had my curiosity about the classroom
teaching, especially how the teacher accessed students’ oral English, to what extent
they corrected a student’s different way of using English and how much they
adhered to the objectives of the curriculum in their classroom teaching.

5. 11 The use of multilingual data in research

Some previous studies have discussed the difficulties and challenges to deal with
multilingual data in multilingual settings, especially when the data is collected in one
language and analysed in another (e.g. Birbili, 2000; Halai, 2007; Smith et al., 2008).
They identified that researchers who collected multilingual data are often confronted
with translation of data into another language (often English). Halai (2007: 344)
points out the translated texts have actually been recreated and he names the
translated materials as “transmuted texts”. As Halai (2007: 347) argues “the final
text had undergone a process that had transformed it and even altered it in some

ways”.

The process of the translation involves more than just a literal transfer of meanings.
Temple (2002: 846) argues that there is no correct way of translating and points out
translation involves more than the conversion from one language into another. He
also describes the translation process as a boundary-crossing between two different
languages. Regmi et al., (2010: 18) define transliteration as “a process of replacing
or completing the words or meanings of one language with meanings of another as
sometimes the exact equivalence or exact meaning might not exist”. In my study,
Chinese language and English language have very different syntactical styles and

grammatical forms. Sometimes it was hard to find the equivalents words or phrases
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in English. I needed to use my understanding and knowledge to convert the Chinese
meaning into English with English sentence structure or comprehensible expressions.
Thus, transliteration can be used to help me in the translation process.

In what follows, | will discuss the process and challenges associated with preparing
and presenting the data (originally in Chinese) in this study. As | mentioned, all the
respondents completed the questionnaires in Chinese and all the participants used
Chinese in the interviews. The primary reason to use Chinese was because | wanted
the respondents to answer questions or to express opinions in a language which they
felt most comfortable. Before analysing the questions on the questionnaire, |
translated all my participants’ answers into English. It was straightforward to
translate their answers from the closed questions. Only answers in part one required
translation, while I copied their answers in part two (Likert scale questions) to the

English version questionnaire.

For translating respondents’ answers in the open-ended questions on the
questionnaires, | tried my best to choose the appropriate word in English to express
the same meanings as what my respondents wrote. | wrote the closest meaning when
the exact equivalent cannot be found. Therefore, all the information presented on
each questionnaire has been translated into English. After this preparation, | started
the process of data analysis (see 6.2), and | used translated sentences and words as

direct quotations when interpreting the data.

However, it was time-consuming process to translate the interview data. After |
finished interviews, | listened to each interview carefully. All the interviews were
transcribed into Chinese first. | also double checked the transcribed text with the
recording in order to check for inaccuracies. | found the speech and writing to be
very different things; speech contained the speakers’ feelings and emotions. As
discussed in 7.3, some prosodic features were also transcribed in order to reflect how
the participants expressed themselves, such as laughter and strong emphatic stress,
short pauses and intonation raising. The whole process required repeated listening to

the recording.

Due to the time limit and research focus, translating the entire interviews seemed

impractical at that time. So | decided to translate those data segments which were
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most relevant to my discussion and analysis. | also used the translated words as the

direct quotes.

I think most of the time, | was confident to use my own knowledge to translate from
Chinese to English. I had the advantage of belonging to the same culture as my
participants. This advantage has helped me in data preparation and analysis. But |
also faced the difficulties to translate the Chinese data into English in this process. |
needed to ensure participants’ original meaning was not lost or misinterpreted in the
process of translation. The grammatical structure of Chinese differs to English
language, so sometimes | needed to paraphrase their meanings into English. |
frequently asked myself whether my English translation reflected what was
originally said by the participants. | adopted the transliteration, when | found some
Chinese words or proverb does not have an equivalent word in English. For example,
when translating Feng sha, Zhuang shi duan wai, gai duan jiu duan, | gave the
detailed explanation of the word or proverb in English. As my thesis targets the
readers with different linguistic and cultural backgrounds, I tried my best to make
my translation understandable for wider target readers. To ensure the validity of my
research, | asked one of my colleagues who had long time English teaching
experience in China to check the translation. After receiving her feedback, we
discussed some transcriptions and I revised those unclear or ambiguous translations.
For example, after discussions, | revised some words to translate Chinese proverbs
accutaely. | did not translate all the interviews into English, I did the initial coding
manually in both Chinese and English. English was used in a second-level coding.
The detailed discussion of interview data analysis can be found in 7.3.

5.12 Validity

Establishing validity is a major way to verify the credibility of both qualitative and
quantitative approaches (Patton, 2002). Because qualitative methods were the major
research technique used in my study, the validity of qualitative approaches will be
discussed. Validity refers to the extent to which the results accurately reflect the
reality of the respondents’ view. Some researchers have identified the importance of
establishing credibility, transferability, conformability and dependability (e.g.
Erlandson et al, 1993; Mackey and Gass, 2005) in qualitative data analysis.
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According to Mackey and Gass (2005: 180), credibility emphasizes that research
findings are credible to their research population. Transferability concerns the
relevance of the research to another context. Researchers are encouraged to “report
their findings with sufficient detail for readers to understand the characteristics of the
research contexts and participants” (Mackey and Gass, 2005: 180). It is important to
note that transferability cannot be established by the original researcher. Other
researchers need to compare the research findings in the relevant contexts.
Conformability relates to the comprehensive action of present the data. As Mackey
and Gass, (2005: 180) note “researchers are required to make available full details of
the data on which they are basing their claims or interpretations”. Dependability

entails fully describing the research contexts and participants.

Some strategies have been identified for establishing credibility, transferability,
conformability and dependability (e.g. Creswell, 2009; Johnson and Christensen,
2012; Mackey and Gass, 2005). Different researchers offer different techniques to
ensure the validity and reliability of the investigation. Common procedures to ensure

the validity and reliability in qualitative research are as follows:

e Spend a long period of time for data collection to obtain an in-depth
understanding

e Persistent observation

e Use of one or two researchers to cross check the codes

e Use of a triangulation technique of an independent auditor to verify the
clarity of the research

e Provide with detailed description in order to make all the research steps
transparent

e Write a reflexive researcher journal

The validity of this study was enhanced by the following strategies: Firstly, all the
research techniques were piloted before the main study. Secondly, | spend three
months in China for data collection. Thirdly, | adopted a triangulation technique to
collect data from multiple data sources. Fourthly, | tried to provide a detailed
description of the research contexts in order to identify the features which resonate
with other research settings. Fifthly, | recoded the data after the initial coding as to
check the consistency of the coding. I critical reflected my roles and biases through

all the research processes.
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5. 13 Ethics and Confidentiality considerations

The methodology literature has addressed the importance of ethical considerations
(e.g. Cohen et al., 2011; Lichtman, 2010; Mackey and Gass, 2005). Generally
speaking, the current research did not offer any dangers to the participants. Ethical
approval was obtained from the University of Southampton before | began my data
collection. | was aware of the need to inform teachers prior to the research. All the
respondents and participants were given the information sheet (see Appendix 5.) first,
and then they were given the consent form. Confidentiality of respondent’s personal
data and answers, and the right to withdraw from the research at any time were
mentioned in both the information sheet and the consent form. All the data collected

from this study were saved in a very secure computer.

5.14 Methodological Limitations

First, the present study was limited to a very small size sample, and it is not possible
to generalise its findings to all Chinese subject teachers. Second, the present study
only involved some volunteer teachers at some universities in China. It would have
been appropriate to include more universities in China but was not feasible for this
research. The results of the interviews and questionnaire might be subjective as they
only indicate some teacher’s perceptions. However, as the aim of this study is to
explore the individual teachers’ orientations to EMI in depth, I was not interested in
generalising the findings to all subject teachers in China. With regard to the small
number of participants, this study attempts to do in-depth analysis in which multiple
data sources are collected to study the research topic. Thus the use of multiple data
sources may enhance validity; it is thus possible that despite the lack of
generalization, readers will be able to apply the findings of the study to other similar
situations. Teachers in this study may share similar features with other subject
teachers. Third, observations were also limited because | only observed a limited
number of lessons for a short period of time. Although my study planned to make
systematic observations over three months, this initial plan was changed due to
unforeseen constraints, for example, some lessons were observed only twice due to
the teachers’ reluctance to be observed more often. More extensive observations

would give a more detailed account of teaching practices. It might be meaningful to
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compare the observed EMI teaching practices with student’s perceptions. In addition,
the observation was limited because the lack of another observer. | think it is very
necessary to double check the accuracy of the observations. | also admit that the
current research should be seen as a first step in exploring subject teachers’
orientation to English language policies and practices. Further study with multiple

research methods are needed to fully understand the topic.

5.15 Summary

This chapter gave a detailed description of research methods and procedures. The
use of triangulation in data collection aimed to strengthen the validity and to build up
an in-depth understanding of EMI in some Chinese universities. In order to fully
explore the research questions, multiple data sources in this study helped to elicit
participants’ orientations towards EMI and English language policy to find out what
happened in the EMI classrooms. The next stage is to organize and provide
explanations of data in order to make sense of the data. The following three chapters

(Chapter six, seven and eight) will present data in order to make interpretations.
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Chapter 6: Orientations Elicited in the Questionnaires

6.1 Introduction

Chapter six draws on the data obtained from the questionnaires in order to analyse
the themes related to the teachers’ orientations to EMI, English and EMI policies.
This chapter presents the research results based on the closed questions and open
questions separately, and then discusses the combined findings together. The
analysis and discussion of questions four to ten is divided into three sections. The
first section (part one of the questionnaire) presents the findings concerning the
respondents’ background information. The analysis begins with question four.
Questions one to three are not analysed as they just give information about the
participants’ age, department and the subjects they teach. The second section (part
two of the questionnaire) covers the 13 Likert scale statements questions. The third
section (part three of questionnaire) presents the results of seven open-ended

questions.

6.2 Questionnaire data analysis methods

The questionnaire contains both closed and open-ended questions. For analysing the
close questions, the Microsoft Excel was used to calculate the frequencies and
percentages. For analysing the open-ended questions on the questionnaire,
qualitative content analysis was employed as the main analytical tool. This analytical
method has been adopted by the previous scholars who aimed to investigate

respondents’ orientations (e.g. Jenkins, 2014; Zacharias, 2013).

Berg (2007: 303-304) defines content analysis as “a careful, detailed, systematic
examination and interpretation of a particular body of material in an effort to identify
patterns, themes, biases, and meanings”. Schreier (2012:5) summarises three key
features of qualitative content analysis and describes it as systematic, flexible and
capable of reducing data. Thus content analysis is a method that allows the
researcher to reduce, simplify and interpret the data through systematic qualitative

coding. There is a controversy concerning whether the analysis should be limited to
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manifest content or latent content (Berg, 2007). In my study, | intended to adopt the
latent content analysis, since it focuses on “second-level, interpretive analysis of the
underlying deeper meaning of the data” (Dornyei, 2007: 245-246). By contrast,
manifest content analysis concerns “surface meaning of the data” and is not
sufficient to explore my participant orientations (Dornyei, 2007: 246). In this study, |
explored the deeper meanings in order to interpret the data. It is important to state
that this approach has been criticized for “being too positivist in orientation,
particularly when only the enumerative approach is used” (Grbich, 2007: 122). For
example, this approach has been criticized for simply counting the number of
instances in the transcription and makes no effort to interpreter the data. Therefore,

interpretation of the data becomes a crucial step in this study.

Dornyei (2007: 245-246) describes the five general phases of the content analysis:
transcribing the data, pre-coding and coding for themes, developing ideas,
interpreting the data and drawing conclusions. Following the procedure proposed by
Ddornyei, initial coding followed by second-level coding was applied to the analysis
of open-ended questions and interviews in my study. First, I tried to be familiar with
the answers from the questionnaires. I read the respondents’ answers from those
open-ended questions many times in order to know my data. Then I tried to identify
the major topics or ideas in the questions. This process is what Dornyei called initial
coding. I did my initial coding manually. During this stage, | need to decide which
information was relevant to my research focus. Schreier (2012:242) points out:
“...(software) supports you at the later stages of bringing it all together, in seeing
relationships emerge between categories, and in recognising similarities or
differences between your cases”. Therefore, after I identified a few themes, |
imported the initial themes into the QDA Nvivo 10 to help me to do the second-level
coding which helped me to backtrack to the initial coding and to improve them.
During this stage, | tried to create the sub-categorizes based on what my respondents
responded to the open-ended questions. | also tried to combine the categories which
shared the similar topics. Finally, | grouped similar topics into the broader themes.
The Nvivo 10 also helped me to count the words which appeared quite often. In
addition, in order to ensure coding consistency, | also recoded the data two weeks

later. This helped me to think over the coding themes and revise them.
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6.3. Questions in part one of the questionnaire

In part one of the questionnaire, the questions were asked in a specific order.
However, in the following discussion, I will first present the questions (Q4, Q 5, Q6,
Q7, Q8a, Q9, Q10, Q11, Q12) which relate to the respondents’ basic background
information. | will then go on to discuss the only question which asks for

respondents’ opinions (Q8b).

Q4: Respondents’ timing of starting to teach courses in English

Question four (see Appendix three for the whole questionnaire) asks respondents
when they began to teach EMI. Based on the 106 responses to my questionnaires, the
timing of starting EMI varies among the respondents. The earliest EMI started in the
year 2000 (see Figure 6.1). Three respondents said they started to teach EMI in the
year 2000. Seven respondents indicated that they started EMI in 2002. Similarly,
seven respondents said they taught EMI courses in 2005. Before 2007, the number of
participants who were involved with EMI was quite small. After the year 2006,
however, a big increase of participants who were involved in EMI can be seen. 75%
of the respondents revealed that they started to teach subjects in English after the
year 2007. This may suggest there has been a prominent increase of EMI courses
after 2007, though the top-down EMI policy was initiated in 2001. This may have
resulted from certain constraints, such as the shortage of the subject teachers. So
EMI in Chinese HE emerged through a long process of adjusting to the globalization

trend in economic development.

Figure 6.1: Year of starting to teach EMI
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Q5, Q6 and Q7: The average EMI teaching hours per week and the proportion

of English use in the classroom

Question five asked respondents how many hours of EMI courses they taught per
week. The average number of teaching hours was 3.8. It appears that EMI courses
only constitute a small portion of teaching time for my respondents. This suggests
Chinese is still the dominant language for instruction in the respondents’ universities.
Question six asked respondents to estimate the percentage of the EMI courses in
their school/department. It was reported that about 10% to 20% courses in their
departments were taught in English. Question seven asked the respondents to
estimate the proportion of English use in the classroom. Despite some respondents
writing 100%, the majority of respondents indicated that they used English between
40% to 80% of the time. The average is 66%. This number indicates that the
majority of respondents are using both Chinese and English to teach. The reasons for
the use of L1 and when they use L1 needs to be further explored in the following
data analysis chapters.

Q8a: The students’ nationalities in the EMI

Question eight in part one asked respondents to describe the student’s nationalities.
58% of respondents said that their students were all Chinese students. 8% of the
respondents said their courses were designed for international students only. 34% of
the respondents revealed that both Chinese and international students were present in
the classroom. It is not surprising to find out that Chinese students constitute the
major body of students in EMI programmes or courses. It seems the level of
internationalisation has not reached a very high level in China compared to the
universities in Europe, such as those in the Netherlands, Denmark and Sweden. This
is in spite of the fact that a few researchers suggest that students have diverse

educational and linguistic backgrounds in some universities.

Q9: Respondents’ overseas experience

With regard to my respondents’ overseas experiences (Q9), 80% of respondents have

been to other countries for various purposes, such as studying for a degree, receiving
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English training and attending conferences/travelling. Studying or attending English
training were identified as the major purposes. The majority of the countries they
listed were English speaking countries, such as the UK, the USA and Australia.
Approximiately 23 respondents wrote they went to non-English speaking country for
academic visit. 18% of respondents identified that they had never been to any other
English speaking countries. With regard to the length of study abroad, respondents
who received a degree from a foreign country normally spend from one to five years.
However, for respondents who only went to attended English training courses, their
English training period ranged from three months to six months depending on each
respondent. Overall, the proportion of respondents who have overseas experience is
quite large. This might suggest that respondents in this study have used English to
communicate with both NESs and NNESs.

Q10: The respondent’s university’s English language policies and practices

For question ten, respondents were asked to indicate whether their university had any
language policy relating to EMI. 35% said that their university had a stated policy or
curriculum for EMI. 30% of respondents said their university did not have an official
document of language policy for EMI. 35% of respondents ticked the“do not know”
choice, which may indicate that many of my respondents were not very aware of the
language policy in their universities. There are two possible reasons to explain the
lack of EMI policy in the universities. First, EMI is still a newly emerging teaching
practice for many universities in China, and they have not made out a detailed plan
for EMI. Second, universities might just adopt the national EMI policy without any

modifications, and they have not properly introduced the policy to the teachers.

Q11: Achieving the goal of Internationalisation

Question 11 asked respondents whether the goal to internationalise the university had
become a high priority in their university (see figure 6.2). Almost 90% of
respondents revealed that their own institution had set the target to internationalise
the university. Only 11 respondents said their university had not yet set this aim. It is
clear that internationalisation has become an important development agenda in the

respondents’ universities.
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Figure 6.2: Universities'
Internationalisation

= Internationalisation

B have not set the goal

Q12: Respondent’s knowledge of ELF

Question 12 asked respondents whether they had heard about the term ‘ELF’. As can
be seen from Figure 6.3, it is not surprising to find out that only five respondents
have ever heard of this term. The rest of the respondents said they had never heard
about it. I would not expect the term ‘ELF’ to be familiar to my respondents. Given
the fact that all my participants were subject teachers, they did not have much
opportunity to read the books or articles in Applied Linguistics. What is more, ELF
is a newly emerged research area; so far the spread of ELF has not led to a change in

Chinese HE. It is not surprising to find participant were not familiar with this term.

Figure 6.3: Respondents' ideas about
ELF

B ELF-informed

H Non ELF-informed

Q8b: Respondents’ evaluation of their students’ English
Question eight in the second part of the questionnaire also asked the respondents to

use one word to describe their students’ English. The majority of the respondents’
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comments concerning their student’s English were quite negative. The elicited
negative descriptions were ‘non-standard’, ‘not idiomatic’, ‘terrible’ ‘bad’. It appears
that some respondents do not perceive the students as having the necessary skills in
English. Those descriptions seemed to take native English as a reference point.
Among the few neutral or positive expressions, were such as ‘ok’, ‘good’, not bad’
and ‘so-so’. This finding emerged a few times in other open-ended questions and
interviews. | will further explain it in the open-ended questionnaire analysis and the

interview chapter.

6.4 Results retrieved from part two

In part two, questions 1 to 13 used a four-point Likert scale question. The choices
‘strongly agree’ and ‘partially agree’ have been added together to indicate the
respondents’ agreement with a particular statement. The choices ‘partially disagree’
and ‘strongly disagree’ have been added together to ascertain their disagreement. The
analysis and discussion in part two are divided into three sections. The first section
contains Q1 and Q2, which mainly relate to a university’s internationalization and
EMI. The second section (Q3, Q6, Q7, Q8, Q12) explores the respondent’s general
view towards EMI policies. The third section is about respondents’ orientations

towards English language (question Q4, Q5, Q9, Q10, Q11, Q13).

6.4.1 Respondents’ orientations to internationalisation and EMI

Respondents were asked to react to the first statement “if the university is going to
compete at an international level, it has to offer more courses in English”. The
results have shown that the majority of respondents agreed with this statement. Only
13% of respondents disagreed with it, the majority agreed with the statement that
EMI helps the institutions to achieve the goal of internationalisation. The findings
may suggest that respondents believe EMI contributes to the internationalisation. In
response to the next statement about increasing worldwide influence of teaching
more EMI courses, a high proportion (77%) of the respondents were in a agreement.
24% of the respondents were not in favour of this statement. Overall, their responses
indicated a positive orientation towards EMI. They seemed to associate EMI with a

university’s reputation around the world.
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6.4.2 Universities’ respondents’ orientations to EMI and EMI policies.

6.4.2.1 The policy influences

In response to the statement, ‘I begin to teach EMI courses/programmes because of
the new teaching policies’. 15% of respondents strongly agreed with the statement.
51% respondents ticked ‘partially agree’ to it. However, 33% of respondents
disagree with this idea. The results seem to suggest that the top-down EMI policy
could be one possible reason which influences teachers’ involvement in EMI, other
possible reasons, such as teachers’ self-interests, research motivations, and

incentives, could also contribute to their involvement.

In response to question six, ‘When I teach EMI programmes/courses, | always follow
the university language policy’, 37% of respondents in my study agreed with this
idea, while the majority (60%) of respondents showed their disagreement to this idea.
This suggests that, for many respondents, they did not follow the policies. This may
suggest that there are always differences between policy as stated and policy as it
actually operates at the practical level. The reasons for not enacting the policy will

be further explored in the open-ended questions and the interviews.

Moving on to question seven, “I think the EMI policies in my university are clearly
written”. My respondents seemed to hold a very negative view towards their
university policy. Only 22% of the respondents agreed with this statement. 78% of
respondents disagreed with this idea. It is possible that my respondents believed that
their university policies are vague and do not offer them enough support in

pedagogy. So they tend to show negative views to the policies.

For question eight, respondents were asked to react to the statement “I think the
current English teaching policy is not concrete, teachers and universities are
responsible to interpret it by themselves”. 90 respondents strongly agreed with the
statement that they have to make adjustment according to their classroom situations.
Nine respondents also ticked “partially agree’ to this statement. Only seven
respondents expressed their disagreement to this question. The finding may

tentatively suggest the unfeasibility of the top-down policy. Respondents have to
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make adjustments in practice.

Turning now to question twelve, 82% of respondents revealed that EMI language
policy expects them to conform to native academic English. However, only 18% of
respondents said that they had not been expected to do so. The findings seem to
suggest that there is certain policy or regulation which requires respondents to follow
the native English norm. It is very likely that how they were required to teach by the

policy, would influence their teaching.

6.4.2.2 The internal body’s expectations of respondent’s English

In response to question nine, ‘I feel that students consciously or unconsciously
expect a native-like standard of English of me’. The results have shown that 44% of
respondents said they had received such pressure from the students, while 66% of
respondents said that they felt their students did not expect them to do so. Question
ten asked respondents whether the head of department consciously or unconsciously
expected a native-like standard of English for teachers. Comparing this result with
the previous one, respondents received higher expectations from their head of
department, than from the students. Only 26% of respondents said they did not feel
that the head of the department expected them to do it. The rest of the respondents
believed that their head of department expected a native-like standard of English
from, them. This might indicate that university leaders imposed greater pressure on
EMI teacher’s English. The high expectation from head of the department can be
explained by the fact that top-down officials still require teachers to conform to
native English. The head of department or EMI students may have different

orientations towards EMI teachers’ English.

In question eleven, respondents were asked to indicate whether they are encouraged
to use English as much as possible. It was not surprising to find the majority (92%)
of respondents agreed with this idea, while 8% of respondents disagreed with it. The
limited use of English in the EMI has become a great concern for some respondents.
Results suggest that they might feel obligated to use more English in the classrooms.
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6.4.3 Universities’ respondents’ orientations towards English language

6.4.3.1 EMI teacher’s self-evaluation towards their own English

For question four, respondents were asked to react to the statement “when I teach in
English, I am able to express myself clearly. I feel confidence in teaching content
subjects in English”. The majority (95%) of respondents thinks they could clearly
express their ideas in English. Only 5% of respondents think they could not do this.
This question indicates that the majority of the respondents are confident of teaching
in English. They may identify themselves as successful EMI teachers. Although this
item has gained the support of the majority of respondents, this does not indicate that
they have positive attitudes towards their own English. In both the questionnaires
and the interviews, I found my respondents have contradictory views towards their
own English. This suggests they have complicated views towards English language.

I will further discuss this issue in my analysis of open-ended questions in chapter 7.

In response to question five, “the majority of my students are non-native English
speakers, so I feel less worried about my English accent when I teach in English”.
61% of respondents expressed their agreement to this statement. The rest of the
respondents showed their disagreement with this statement and they seemed still to
care about their own English accent. Perhaps some respondents still perceive that
there is a certain type of English accent which they aspire to acquire. For some of my
respondents, they may have some pre-conceived notion about the correctness of

English pronunciation.

6.4.3.2 Respondent’s orientations to the types of academic English used in EMI

Question 13 asked respondents to react to the statement “it is more important for
EMI teachers to communicate appropriately and effectively rather than exhibit
native-like proficiency”. The results have shown that 57% of respondents agreed
with this statement, while the rest of the respondents disagreed with it. This finding
may indicate that many respondents have realized the need to communicate
effectively rather than exhibit native-like proficiency. But to what extent their

tolerant attitudes towards English influence their orientations towards English is still
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unknown. The finding also suggests that quite a lot of (43%) the respondents tend to
believe in the importance of mastering native-like English in educational settings.
Presumably, those respondents believe native English is the only correct form of

English.

In summary, the quantitative findings have offered preliminary insights on subject
teachers’ orientations towards EMI, English language and EMI policies. It appears
that respondents believe EMI contributes to the university development. The
preliminary findings suggest that language policy is one of the factors which
contribute to the respondents’ strong attachment to native English. However, some
respondents seemed not to enact the EMI policy in practice. However, I could not
explore why they ticked agree or disagree. The following part will present the
findings from the open-ended questions. It was hoped that open-ended questions

could explain how respondents perceive those topics in depth.

6.5 The analysis and discussion of the open-ended data in part three

In the following section, I will divide my analysis and discussions into four parts.
The first part (Q1) asks respondents to reflect on EMI. The second part (Q2, Q3 and
Q4) asks respondents’ views towards English use in EMI (students’ English, self,
other teachers’). The third part (Q5 and Q7) explores EMI teachers’ orientations to
current EMI policies. It also includes suggestions to revise the current EMI policies
and practices. This part also explores the effects of EMI policies on students and
teachers. The fourth part (Q6) raises issues concerning language support from NESs.
The last subsection asks respondents to make further comments on the research topic.
The coding of these questions was based on the themes that emerged from responses

and the main themes and sub-themes have been shown in Appendix 4.

6.5.1 Respondents’ reflections on EMI

Question one in part three asked for respondents’ reflections on teaching content
courses in English. My respondents wrote detailed thoughts in response to this
question. The coding of this question was based on the themes from the data. The

first theme which emerged from the responses was the general concerns of teaching

123



in EMI. The word ‘time consuming’ appeared 78 times across the 106 responses. For
many of them, it was time-consuming to prepare EMI rather than the Chinese-
instruction courses. Many said that EMI was very demanding and they spent more
time and effort to prepare the lesson, e.g. “I need a long time to prepare EMI
lessons”, “I spent more than twice as much time on EMI lesson preparation than
Chinese-instruction lessons”. Many respondents also said that they found EMI
lessons need more teaching time. They noted that they could teach the course faster
and in greater depth if they taught in Chinese. Another respondent said “I could
easily finish all the teaching requirements if I teach in Chinese, but I could not do
this in English”. The findings seem to suggest that EMI takes more teaching hours
for teachers to fully explain lessons. However, most respondents have been given the
same teaching hours as lecturing in Chinese. Because of the time constraint, some
respondents revealed that they had to leave out a few topics in the textbook. Thus,

results suggest that EMI is challenging for both the teachers and the students.

Not only do teachers need to adapt themselves, but students may also need to adapt
to EMI in a limited period of time. A few responses emerging from this question
concerned the students’ ability to adapt to EMI. Some said they found their students
had no experience of learning any content courses through the medium of English;
therefore, students need time and learning strategies to adjust to EMI. One
respondent said “we can't expect students to do a great job at the start, as they all
need time to adapt to this type of teaching”. Another respondent, for example, said
“in the past, students considered English as a language course. Now they are using
English to learn knowledge. Students need to be familiar with it”. Thus, using
English to teach subjects have also added difficulties for the students whose first

language is not English.

Some respondents also mentioned concerns related to teachers’ linguistic
competence. They said that sometimes they did not know how to explain their ideas
accurately in English. This reflects their inconsistent beliefs about their own English
(see 6.4.3.1). The following strategies to cope with the language problem could
illustrate the point. A few respondents said that they needed to practice their teaching
beforehand in order to speak accurately, while they admitted that they seldom do so

when they teach in Chinese. Their response indicated that these respondents felt the
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need to rehearse their EMI leassons. One of the strategies adopted by respondents to
conquer their worries was to make detailed power point slides in English. For
example, a respondent said “in order to help me use English to explain knowledge to
my students, | like to write detailed English sentences on my power point slides, as |
found it was a helpful method to explain the topic more accurately”. Some
respondents’ concerns related to their English competence have caused them to rely
heavily on the written English instead of speaking English spontaneously. This result
correlates with Tange’s (2010) findings. Teachers in Tange’s study also said that
they felt confident if they had prepared detailed power point slides.

6.5.2 Demands that universities are making on subject teachers

The data obtained from respondents showed that many of respondents were
concerned about the amount of external pressure they received from their university,
department and colleagues. The external pressures mainly centred on the expectation
for them to speak good and fluent English. Based on the respondents’ answers, the
successful implementation of EMI is more associated with the subject teachers’
language skills rather than their pedagogical skills. Some also noted that they had
been observed by other senior teachers without any prior notice and felt unhappy
about it. They pointed out that they received excessive pressure from the university
about their English language skills and disliked such pressure. For example, one of
the respondents noted: “I feel uncomfortable. Some of my colleagues often hold a
sceptical view towards my English. Some teachers audited my classes. While other
teachers who teach in Chinese told me they have never been observed”. These
respondents felt that external pressures like those described above decreased their
confidence in teaching the course in English.

6.5.3 Students behave differently when they study in EMI

22 respondents mentioned that more questions were raised by the students after the
class. One respondent said “we have a certain time for students to ask questions. |
found that more students from EMI classes ask questions than those from Chinese
instruction classes”. When students read textbooks or listen to lectures, they face

much difficulty in understanding the concepts; they were unable to fully understand
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the content as they are required. But the interesting finding is that many teachers
said that they found students tended to be more active in EMI classrooms. This may
be explained by the fact that the groups are usually quite small in EMI classroom.
This is advantageous for student participation in class activities. The teacher’s

personality or teaching style can also help stimulate students’ participation.

6.5.4 Incentives for subject teachers

A few respondents pointed out that they receive more research funding when they
teach subjects in English. For example, a respondent said “I’m teaching EMI courses
and I’m involved in two research projects on EMI. So I’ve got research funding from
my university”. Many said they received extra wages for teaching EMI. This can be
attributed to the fact that the policy makers in Chinese universities are trying to
encourage more teachers to teach in the EMI programmes or do research on EMI. It

is a good sign for the development of EMI in China.

6.6 Respondents’ orientations towards their own English and other EMI
teacher’s English
6.6.1 Respondents’ orientations towards their own English and their image of

good EMI teachers

As discussed in 6.4.3.1, most EMI teachers’ self-evaluation towards their own
English is quite positive. In order to explore it in depth, question two first asked how
respondents perceive their own English. A lot of them described their English in
positive terms. The expression ‘I’m quite satisfied with my English’ appeared 43
times from the 106 responses when asked to self-evaluate their proficiency. The next
most frequently cited expression were: “I’m satisfied with my English. I think I can
handle my EMI courses”. “My English is OK. I’'m quite satisfied with it”. Some
respondents tend to be more confident in reading and writing. In addition, a few
respondents also considered communication to be the most important aspect in EMI
and believe their communicative ability is good. A respondent said “I’m able to
communicate with my students effectively. And I can explain the contents
effectively”. A similar comment was also made by another respondent: “my English

is adequate in EMI, but as a subject teacher, content issue is more critical than a
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language issue.” Therefore subject teachers have to face more challenges, though
these respondents seemed to be satisfied with their English. Their satisfaction or
confidence may come from their overseas study experiences. They all mentioned the
benefits of their experiences of interacting with NNESs. Some respondents said their
experience of studying overseas provided them with more chances to practice their

English in multilingual settings.

Turning to the negative comments, a range of negative evaluations emerged from the
responses. Many respondents expressed a negative evaluation of their own English.
A few made general points “not good” or “bad”, without giving any reasons or
explanations. Many respondents used the words ‘good’ or ‘bad’ to evaluate their
English skills in this question (several participants in the interviews also mentioned

this point ( see 7.6 ). The most frequently-used expressions are as follows:

“My English is not good enough, not perfect enough”, “My English is not idiomatic.
My English is not like a native English speaker. I’ve got Chinese English accent
and features while I speak”, “I feel worried about my English. My English might
contain grammar mistakes and | used China English, and my English is not

authentic. English speakers would not speak in my way”.

The above data shows that these respondents are not very confident about their
English and they tend to subconsciously compare their English with a NES’s
proficiency. It is worthwhile to point out that nearly all my respondents indicated
their desire to improve their English. Even those who seemed to be confident
towards their English also mentioned the importance of improving their English.
Some respondents thought that subject teachers and students all need to enhance
their English skills, especially speaking skills. For example, a respondent said “there
should be training courses to develop teachers’ and students’ proficiency in English”,
“it’s important for both teachers and students to improve their English skills”.
Though many of the respondents did not say clearly that they wanted to improve
their English to be as close to NESs as possible, they might felt that that there is a
single correct type of English which they aspire to imitate. From what they wrote on
the questionnaire, their English proficiency improvement was closely linked with the

notion of ‘standard’ and ‘accuracy’. They seemed to take remedial perceptions
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towards teachers’ and student’s English. It is very likely that respondents’
orientations are influenced by the standard language ideology with a focus on
accuracy. This reason can be used to explain the respondents’ answers in the closed
questions. This orientation occurred a few times (Q8b in part one, Q14 and Q15 in
part two). When respondents evaluated their students English (Q8b in part one), they
tended to use negative descriptions to describe students’ English. However, there are
different types of native English. I wonder which kind of native English they are
aiming to follow. It is possible that some of them might just consider all types of

native English as being similar.

Question two comprises two parts, the first part of the question asks how teachers
perceive their English, the second part of the question asked the respondents to
evaluate other teachers’ English or the competence other teachers should master. It is
interesting to note that about 30 respondents did not evaluate their own English. It
appears that they are reluctant to comment on their own English possible, because
some respondents may find evaluating their own English difficult and embarrassing.
Thus, they tended not to comment on their own English or simply said their English
is ‘so so’. However, nearly all the respondents pointed out that other subject teachers’
English competence is very important and wrote down a few words to describe a
qualified teacher’s English language. Some considered English speaking skill as the
fundamental one. One respondent said “teachers must have a high proficiency in
English speaking. They should explain knowledge fluently in English. If a teacher
cannot explain the content clearly in English, she/he is not a qualified EMI teacher”.
This response indicates that some of the teachers care more about their English

speaking ability, though many wrote of their expectations of other skills.

Similarly, the most frequently used descriptors are “good” and “so-so”. The word
‘good English’ appeared 48 times from the 106 responses in question two, e.g.
“teachers should speak and write good English”, “good English is the fundamental
skill for each subject teacher”. Some of them also explained what good English
means, and their explanations can be divided into three categories. First, good
English refers to the performance that EMI teachers demonstrate who have high
proficiency in spoken English. For example, a respondent said “teachers should have

good English presentation skills”. Second is native English. Though some
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respondents did not explain directly what the word ‘good’ referred to, from their
further responses, there was a covert assumption that “good English” means native
English. For example, a respondent said: “subject teachers need to have good
English; they should speak fluent English with no strange accent”. Some respondents
noted that EMI teachers should make an effort to improve the four basic language
skills (listening, speaking, writing and reading).Third, good English concerns
academic degrees that those teachers have received in English speaking countries.
It’s particularly noteworthy that the respondents assume that those teachers who
have been overseas should know English well and be able to communicate with ease
in English. They think very highly of Chinese teachers with a PhD in an English
speaking country. A respondent said “those staff who received their PhD degree
from Britain or America normally have a good command of English. Besides
English, they seem to have a comprehensive understanding of the subject knowledge.
I think they have advantages in teaching EMI compared with other subject teachers”.
“In my department, there are a few teachers who obtained their PhD abroad. I think
they speak good English and they are qualified for EMI teaching”. From this we can
understand that their concept of “good English” has been broadened to include the

notion that NNESs could also speak good English.

In addition, a small number of respondents pointed out that subject teacher should
take an English proficiency test. They referred to English exams as a way to select a
qualified teacher, with two respondents named CET 6 and two named IELTS. They
said that their university did not require teachers to pass any of the English exams.
But they all felt those exams are useful tool to assess English proficiency. One of the
respondents said: “During my university study, there was no CET. But | took IELTS
seven years ago. | was not prepared to go abroad, but I just wanted to see how many
points I could earn in this famous test”. The tests mentioned above are designed on
NE norms. This may indicate that the respondents prescribed English reference
points which could be used to measure subject teachers’ English. They seemed to
ignore the fact that those tests often do not measure how people use English
language. Presumably, these respondents still think that people who obtain high
scores in these exams demonstrate their good English competence. This could be one
reason which explains why many respondents drew on the English exams scores

when they tried to evaluate each other’s English.
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Turning to the negative evaluations of the teachers’ English obtained from the data,
some respondents were suspicious about other teachers’ English; they wrote negative
comments saying that not all teachers have adequate English proficiency to teach
EMI. For example, one respondent said “I don’t think some teachers in my
universities are capable of teaching in English”. A number of respondents described
others’ English in a very negative way: “the teachers’ English isn’t that good”. They
said that a teacher’s inability to use English entirely throughout in a lecture is
common. They seemed to believe that those teachers who have less competency in
English could not deliver the lesson entirely in English. It seems to them that
teachers’ English proficiency is determined by the amount of English used in the
classroom, rather than evaluating how effectively teachers use language in the
classroom. In the close-ended question (Q7), most of the respondents did use a
certain amount of Chinese in EMI. Very few said that their classrooms were English-
only. It seems that code-mixing is a common practice in the classroom. However, it
appears that some respondents hold a negative view towards this practice and many
believe code-mixing is not a good way to teach EMI. Many possible reasons could
explain this. First, respondents seem to believe that they should use English as much
as possible and they feel obligated to avoid using too much Chinese in EMI. Second,
in EMI class, using large amounts of Chinese is not considered to be a proper way of
delivering the lesson. There is a certain imbedded belief that English-only EMI is
better than courses which are delivered partially in English. Third, some respondents
perceived code-mixing as a sign of lexical gaps. It seemed that they associate code-

mixing with teachers’ lack of English ability.

Based on the analysis of the data obtained from the responses to the two parts of
guestion two, we can see that the respondents’ orientations towards their own
English and others’ English tend to be more negative than positive. It is very likely
that they used native English norms as the yardstick to evaluate their English. At the
same time, | have found that the respondents hold different orientations towards the
good English of EMI and qualified EMI teachers, but some beliefs are limited and
prejudiced to some extent. This might result from their traditional language view,
backwash of English testing, and the few opportunities for EMI teachers to take part

in high-quality training courses and so on.
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6.6.2 Respondents’ orientations towards EMI teacher’s English in

multilingual/multicultural settings

Question three asked respondents to reflect on their English use in
multilingual/multicultural settings. According to the data elicited in this question,
some respondents wrote of the advantages which such settings would bring to
students, for example “a diversity of cultures and ways of doing things”,
“international context” and “real context to communicate in English”. After the
general comment on the multilingual settings, the word “standard” appears 57 times
from the 106 respondents. Some of them wrote phrases like “standard English”,
“standard way of speaking”. This may indicate that many respondents still hold more
normative perceptions towards English. These respondents believe people who take
part in the international context should speak Standard English. Despite the fact that
they did not use the word ‘standard native English’, they referred to native English
as standard. They pointed out the importance of conforming to native English and
achieving intelligibility. For example, one respondent said “people need to use
correct English in a multilingual environment to create smooth communication”.
Similarly, another respondent said: “we all need to speak standard pronunciation,
and this will help the audience to understand you”. The quotations probably show a
belief shared among many other respondents. They tended to believe that only native
English or near native-like English ensures successful communication. In addition,
there were also a couple of responses which referred to China English. They took
China English as an example to say that Chinese-influencing-English is

inappropriate in the multilingual context and would cause problem for intelligibility.

The second theme which emerged from the responses was that only a small number
of respondents have awareness of the varieties of English in multilingual setting.
They referred to the word “successful communication” in the multilingual context,
but they said less about the notion of conformity to native English. Some of them
first described their classes and realized that the setting was different to the
traditional classroom. They tried to ensure that both Chinese students and
international students understand the courses and benefit from them. The following

description from one respondent is a case in point:
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I’'m teaching three EMI classes, the majority of my students are Chinese. But
there are a few foreign students (cannot speak Chinese). Thus, | use English
entirely in my classes. In such circumstances, | have to keep in mind that my
primary task is to clearly explain the content to all the students. Sometimes |
need to adjust my English, and try not to use my Chinese English which is hard
for foreign students to understand.

As with the word “intelligible English”, the respondents have different attitudes.
Some think it very important, while others do not. A few respondents mentioned the
word “intelligible” a couple of times. The primary reason was that a teacher needs to
speak English which is intelligible to all the students. For example, a respondent said
“as a teacher, I need to make myself understood by both Chinese and international
students. My English should be intelligible to them.” But others maintained that
language accuracy becomes a less important issue in the multilingual context, and
explaining the content courses clearly should be prioritized. Some said they
emphasized the importance of the subject matter, and stated: “for me, the subject
matter was the most important point, and English was not an issue in my contexts.
My duty is to teach knowledge. I just care about the course itself”. For them, the
subject matter was more important than the language. Two respondents mentioned
their English use in the multilingual/multicultural settings. The English goal will
differ considerably for those who use the language mainly to communicate in the
multilingual/multicultural settings. For example, a respondent said: “in EMI, we are
not teaching English language. | see English as a tool for communication.

Communicative effectiveness is a crucial issue”.

6.6.3 Respondents’ orientations and evaluation of students’ English

Question four asked how subject teachers assess their students’ English written work
and oral English speech. Though this question did not ask for respondents’ general
perceptions towards their students’ English, a lot of respondents first evaluated the
students’ English. The responses obtained can be divided into two types. The first
type of responses is normative orientations, which respondents believed that students

must follow the native English norms. The second type were the flexible orientations
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in which respondents tended to accept non-native English and expressed less

negative views towards non-native English.

For those who held a normative orientation to their students’ English, they tended to
use the word ‘bad’ to describe their students’ English. For them, using English
correctly is the central issue. For example, a respondent said “the majority of them
have bad English. Many of my students cannot speak and write correctly”. Another
respondent wrote “my students need to improve their writing, listening, speaking and
reading skills. They should speak and write English correctly”. As explained in 6.6.1,
respondents preferred to use the general adjective ‘good’ or ‘bad’ to evaluate their
own or other teachers’ English. When they evaluated the students’ English, they still
preferred to use those terms. These results were in line with the findings obtained in
Q8b in part one of the questionnaires. In addition, a few respondents referred to the
difficulty of understanding students’ poor English. The same was true of several
others who also thought native English facilitated intelligibility in communication.
Therefore they maintained that “students must speak and write good English,
otherwise, they cannot be understood”. Their “good English” is actually referred to
as the native English norm. However, it seems that many of the respondents ignored
the fact that students could adapt their English in communication where both the

interlocutors were responsible for contributing to the successful communications.

Almost all my respondents did not mention the phrase “conformity to native
academic English”. But they used the words “standard, correctness or errors” many
times. These words are often associated with native English norms. For example, one
respondent said “T hope my students can write and speak standard English. Their
written work should be correct”. 40 respondents wrote very negative comments
about their students English, and some respondents wrote “their English proficiency

is not good enough to benefit from EMI”, “their English is terrible”.

It is noteworthy that respondents preferred to draw on the CET scores when they
evaluated students’ English. Nearly all the respondents preferred to use the CET 4
passing rate to reflect their students’ English ability. For example, a respondent said
“my students’ English is not good and the majority of them have not passed the CET

4”. Similarly, another respondent wrote “I taught third year students. I don’t think
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my students were adequately proficient in English. Many of my students haven’t
passed the CET 4”. Their responses suggest CET have a very influential role in their
mind, so CET could be regarded as an important indicator of the university students’
English competence. They tended to draw on the English tests as the yardstick to
measure students’ English. They seemed to care more about students’ scores rather
than how students’ use English. They made no attempt to question the validity of this
kind of English tests.

Turning to the question of how they assess their students’ English written work and
oral English speech, the majority of the respondents adopted a normative orientation
towards students’ written and oral English. They considered their students’ English
written work and oral speech as something to be “improved” or “corrected”. Many
required their students to write and speak correct and clear English in both oral and
written forms and considered these to be crucial skills in their further work. They
thought that students would benefit a lot from this requirement when they graduate
from university. Some respondents further emphasized their points, saying that
students should use correct grammar and sentence structure in both writing and

speaking.

Therefore, the desire for conformity was particularly evident among my respondents.
Sometimes respondents justified their normative approach towards the language
policy, university requirements, English language tests and future career. They
seemed to think that it is the language policy that requires students to conform to
correct native English. For example, a respondent said “it is very necessary for my
students to write and speak correct English. This is expected by my university. Every
student should try their best to use correct English”. Another respondent said “all the
English exams expect students to use correct native English. As a teacher, my

responsibility is to push them to use Standard English.”

Similarly, a few respondents also wrote reasons for their students’ conformity to
native English. The most frequently-mentioned reason was the benefits for students’
future study and work. They thought their students would have to use standard
English if they wanted to study or work abroad. For example, a respondent said “I

require my students to use Standard English. They will benefit from this if they
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intend to study abroad”. Another respondent likewise said “if you want to work in a
big multinational company, it’s the basic requirement for you to use correct English.
You won’t be recruited if your English is not standard”. Their responses indicated
their misconceptions about English use in the future. They believe that their students
mainly talk with NESs and only native English is equal to intelligibility. The uses of
English by NNESs have not been mentioned by the respondents.

Those respondents who have flexible views towards their students’ English gave
very positive perceptions of their students’ English. About 40 respondents argued
that their students had mastered the fundamental English skills to communicate in
the EMI. Some wrote positive comments, such as “their English is good and they
could express their ideas clearly”, “my students have a good command of English.
We can communicate in the class”. Another respondent said “overall, my students’
English is very good. What is important is that they could explain the content in
English and also write an experimental report in English. From my perspective, they
are good English users”. Another group which gave positive comments of their

students’ English said “my course is an optional course. So all the students are very

motivated to learn it and they have very good English”.

Again those flexible respondents also like to refer to the CET 4 to measure their
students’ English. As a respondent said, “my students’ English is good and the
majority of them have passed the CET 4”. Another respondent said “my students
have good English. Nearly all the students have passed the English tests”. Those
respondents did not evaluate their students’ English based on how they use English
in practice (e.g. in the EMI courses), and they thought that test scores could indicate
their students’ English competence. In addition, a few respondents referred to the

final examination to argue that their students had adequate English proficiency.

Some of the teachers said that they are willing to accept variation in oral English,
and they understood their students’ difficulties in studying EMI. One respondent
mentioned: “I never expect them to use 100% of correct English. It’s difficult to
require them to use correct English. It might be easier to require them to use correct
English in written work, but I won’t require their oral English”. And another

respondent said “I never expect them to always use correct English, because | know
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it’s an unrealistic goal for my students”. Respondents seem to have more tolerant
views towards their students’ oral English than written English, and thus have
different attitudes. Though many respondents seemed not to follow a strict normative
orientation to assess their students’ oral English, they still believe that there is only
one correct form of English and that students must follow that norm in writing. The
reasons why some respondents took more flexible views will be further explored in

the chapter 7.

6.7 Respondents’ orientations towards their university’s EMI policies

Question 5 asked for respondents’ orientations towards their university’s EMI
policies. The responses can be divided into two categories: not useful ans useful. As
discussed in the analysis of question 10 in part one, only 35% said that their
universities (12 universities) had a stated policy or curriculum for EMI. Among
those 35% of the respondents, found the policy not useful. Some respondents said
that the policies are vague and not applicable in their teaching context. For example,
one respondent said “the document of policy was written by the officials, it is very
macro and not really helpful for us”. Other reasons given were that policies were just
about the rules. As one respondent said “I seldom follow the policies. I have to make
the adjustment in my class”. Some said that the policy ignores the students’ need. A
respondent said: “the language policies are devised by policy makers who prioritise

their own interests rather than considering the students’ needs”.

Some respondents criticized their institutional policies. They questioned the
compulsory nature of EMI policy in their university. One respondent said: “it’s
useless and unfair to require every student to learn EMI courses. Not all the students
should be required to take a certain number of courses taught in English”. Currently,
some universities require all undergraduates to take a certain number of courses in
English. However, students at undergraduate level might find it difficult to follow
the instruction in English. Others criticised their universities for advertising EMI
courses/programs. They thought that the policy makers had not considered whether

the teachers are ready or not.
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Another criticism lies in the proportion of English and Chinese used in teaching.
Based on the responses to the questionnaires, we know that each university has
different requirements on the proportion of languages used in EMI. In some
universities, the respondents are advised to use English-only, but others permit
teachers to use a certain percentage of Chinese, normally between 30% to 50% .This
finding seems to suggest code-mixing is commonly adopted in EMI classrooms.
However, my respondents mentioned that they were under pressure when they used
Chinese in EMI. Despite the fact that they said they were allowed to use Chinese,
they knew that the policy actually encourages teachers to use English as much as
possible. As a respondent wrote: “because of my students’ limited English skills, 1
need to explain the content in Chinese to help them understand. But | know that the
university wants to see English-only classrooms”. Her response could be used to
explain why some respondents (in 6.6.1) associated code-mixing to teachers’ lack of
English skills. There is hidden meaning embedded in the EMI which might indicate
that English-only EMI is superior to other types of EMI. A few respondents who
were supposed to use English-only said that they needed to switch to Chinese as well.
Their teaching experience tells them that they need to use Chinese as a strategy to
accommodate their students. As one respondent said: “ideally EMI teachers should
not use Chinese even for terminology explanations, otherwise students just wait for
the Chinese. But I can’t use English all the times. I need to explain something in
Chinese, especially the content that is most useful for students to master”. Similarly,
another respondent said: “the policies are prescribed by the policy makers and are
not feasible. In my university, they require us to use 70% of English in their courses.
However, students are unable to follow English instruction”. Many of my
respondents expressed the dilemma they were in as to whether to follow the policy or
not to. They felt obligated to follow it, but they found the reality constrained their
use of English.

Turning to the views from a few respondents who found the policies useful, they
acknowledged that the policy of EMI in Chinese HE could be useful, for example,
“EMI policy would facilitate learning subjects”. Many pointed out that the purposes
of the policy are very good, considering the benefit to students, teachers and the

university. Those who believe English language policy is beneficial to their students
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argue that students were expected to improve their English proficiency and thus to

enhance their employment prospects.

Some respondents observed the policy and used an adequate amount of English in
the classroom. For example, one respondent said “in my university, English is used
for 50% of instruction time”. These respondents seemed to believe that the language
policy could ensure that the teachers used adequate English in the classrooms.
Similarly, another respondent said “policies are useful. Without policies, teachers
could teach whatever they like. Students’ exposure to English largely depends on

their teachers. The policy could ensure that the students’ learn more effectively”.

Besides the benefit to the students, many also believe that the policy could encourage
teachers to teach EMI which will improve teacher’s academic knowledge and career
prospects. For example, one respondent said “as an EMI teacher, I need to read more
English books and articles. This helps me to improve my English and my knowledge
in my subject”. Similarly, another respondent wrote “thanks to teaching EMI, I was
able to read the latest research paper in my area, and | have published two research
papers in English”. The other benefit they gain from the policy requirement is that
both teachers and students improve their knowledge of foreign languages. Some
respondents thought their university policies attract teachers to teach because of the
incentives offered to teach in English. One respondent said “teaching EMI courses is

awarded double pay. I taught one course, but | earned the money of two courses”.

A few respondents also found their university EMI policies beneficial to their
university development. They said policies increase the university reputation and
rankings. For example, one respondent said “providing English medium programmes
could attract more students’ applications for enrolment in a school. It will enable the
university to improve its reputation”. It appears that EMI courses have been used to
attract a variety of students and enhance the worldwide reputation of some Chinese

universities.
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6.8 Respondents’ orientations towards English support received from

native English speakers

Question 6 asked respondents whether they would like to be supported by a NES
who could give them guidance on their English language. 69 respondents revealed
that they hoped to get language guidance from NESs. They admitted the benefit of
improving their English by speaking with them. Many of the reasons for this
overlapped. For example, one said: “I welcome them to my class and offer them
language support. They could help me to improve my English”. It seems that my
respondents think that the NESs could help them to speak and write standard English.
In addition, a few respondents said that NESs could tell them what the standard is
when they seek advice from NESs teachers, e.g. “I want to use the correct form and I
think native English teachers could tell me if it is correct or not”, “they could tell me
the standard forms and why”. It seems that most of my respondents often consider
NESs to be the authority. They do not perceive themselves as having the right to
question NESs’ English. In 6.6.1, almost all the respondents mentioned they wanted
to improve their English but did not explain how they would do this. The responses
elicited from this question suggest that the respondents think NESs could help them
to improve their English. They believe the English used by the NESs is the most
appropriate English in HE context. Actually, 20 respondents simply wrote the short
responses such as ‘yes’ and ‘of course’ without giving any reasons. Presumably, their
reasons resonate with those respondents who wrote their reasons down or they do not

have good reason to disagree with the statement.

However, 36 respondents said that they were not willing to be supported by NESs.
Some of them simply said that they did not think this would help. Some have also
raised the problem of pressure from a NES. The following statement is a case in

point:

If a native English teacher is sitting in my class, it will pose a negative effect on my
confidence. | will question my ability to teach in the class. Then it will also give people the
feeling that I’'m not competent in English. My English should not be measured by native
English speakers.
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Many respondents also mentioned the teachers’ English training opportunities and
supports. Presumably, they considered that the support from a NES and other
English trainings opportunities could help them to improve their English. Many took
the view that subject teachers received little or no English training. They appreciate
the opportunities to study abroad. They believed that studying in English speaking
countries would improve their English proficiency. A respondent said “I wish I could
receive some sort of training before teaching. | wish I could go to study English in
some English-speaking countries”. Similarly, another respondent said: “I spent four
months as a visiting teacher in Britain last year. But that was the only chance |
received of training abroad. | felt my English improved after the four month training.
I expected more English training in some English speaking countries”. Despite the
fact that the majority of the respondents referred to destinations in English speaking
countries, a few respondents acknowledged that they were also willing to study in
some European countries, such as Germany, Denmark, and Sweden where they
thought there were EMI programmes which had a good reputation. A respondent
said “I heard that in Denmark, many universities run EMI courses. I’'m willing to go
to Denmark to observe how they conduct EMI. They may have very similar
situations as China. I’ll gain more pedagogical implications if I could go to
Denmark”. These respondents seemed to appreciate the opportunities of studying in
these countries, and their purposes were not restricted to English improvement. They
also want to gain pedagogical skills to teach EMI. In addition, some noted that they
had not been trained to teach the subject content in English. They also complained
about the lack of training courses for subject teachers, as one respondent said “we
don’t have opportunity for training. Our university officials assume that we have
sufficient English competence and content knowledge for the job. They just assume
that we have no problem”. This might suggest that it should not be assumed
dogmatically that teachers can implement EMI without any problems. On the

contrary, respondents tended to hope to get more support from their universities.

6.9 Suggestions for improving current EMI policies

40 respondents left question seven blank, three of them simply wrote “not care about

the policy”. These respondents might feel that they have a limited right to engage in
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the policy making, because they had not been asked such a question before. The
suggestions that these respondents made in response to this question can be grouped

into three themes.

The first theme concerns suggestions to enact specific English language regulations
to assess students’ English. They all believe that students should have adequate
English to benefit from EMI. Some hope that such a policy could stipulate concrete
requirements for English language skills for the students. As a respondent said “not
all the students have sufficient English skills. My university has worked out the
general requirements for international students. But sometimes those general
requirements are negotiable”. Similarly, another respondent said: “we should have a
language policy which sets specific requirements for English writing, reading,
listening and speaking. It is very necessary to measure the students’ English”. Their
responses might indicate that they believe that certain English language proficiency
tests could be used as the indicator to reflect students’ English competence. It seems
that they prefer that there should be prescribed English norms which could be used to
assess students’ English. However, they cared less about how their students used
English in practice. They relied much on the scores that the students obtained from
the English tests, which they have a very positive perception towards in China. Other
useful communication strategies have not been mentioned by the respondents.

The second main theme was about the relating to the instruction language for the
consideration of the target students. Some respondents argued that EMI teachers
should have a clear idea of their target students. Teachers need to make them
understood by both international and local Chinese students. For example, one
respondent said “in the mixed student class, I have to adjust my English as I have to
make sure that the majority of my students can understand the content”. Another
respondent expressed his concerns about EMI “I found it was difficult for me to
explain the content in both languages. If Chinese students do not understand, I use
Chinese to explain. The international students might not benefit from this, because
their Chinese is not good”. As was discussed in 6.7, respondents expressed
disagreement concerning the requirements to ask all the Chinese students to have a
couple of EMI courses. When asked to write suggestion, some of them criticized the

obligatory nature of the EMI courses in their universities. They think that students
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should be given more freedom to choose whether they want to be enrolled in the

EMI programmes or not, and to decide which courses they want to take. For example,
a respondent said “EMI courses should become optional for those who are interested
in them. In fact, all of my students are forced to study the course. It’s better to

provide several optional EMI courses for those who would like to choose”.

The third theme involves the suggestion concerning the flexibility and dynamics of
the policy. With regards to the amount of English use in EMI, there are some
opposing ideas. Some said that teachers should decide the amount of English use in
EMI, while others suggested that the percentage of English use/ Chinese use would
be an unreliable reflection of classroom reality. They hope to be given more freedom
to organize their lessons, and they criticized the view of having a unified EMI policy.

6.10 Respondents’ final comments

The final question provided spaces for respondents to write their own comments.
About 37 respondents wrote comments in this section. The rest of the respondents
did not make any comments. | divided their comments into two parts: comments

about the importance of the topic and complaints to their universities.

As with the positive comments on my research, some respondents said that the
guestionnaire gave them some useful background information about EMI. Others
thought that the questionnaire raised important issues for them to consider. For
example, a respondent said “this is a useful topic and I’m sure you will find very
interesting findings”. Another respondent said “EMI has suddenly become popular
among many Chinese universities. | think your research will have important

implications for EMI in China”.

There are also a few respondents who want to see my findings. A respondent, for
example, said: “I hope to know your results. Could you email your final finding to
me when you finish you PhD”. Another respondent wrote “this is a good topic, and
I’m looking forward to seeing the result”. 10 respondents commented that the

questionnaire had enabled them to reflect on their way of teaching. They wrote
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sentences related to their self-reflection. A respondent said “it’s good for me to
reflect on my teaching. This “pushed” me to think about policies which | had not
considered before”. Similarly, one respondent said “your questions have made me
think about those issues. Though I have already finished your questionnaire, I will

continue to think of your questions in the future”.

In addition, some respondents expressed their complaints concerning their university.
Their major complaints are related to the lack of recognition from the university.
Some found that the university did not pay attention to EMI in practice. For example,
a respondent said “preparing the lectures requires extra effort. This is not recognized
by my university”. Some respondents also criticized the current assessment system

for teachers. A respondent said:

In my university, teachers have been assessed every year. But as far as | know, the
university does not take our great notable effort in EMI teaching as a useful
assessment index. Publication is the most important factor which has been taken

account of.

A few respondents also argued that their university did not offer much support for
them. They said the university mainly cared about its ranking and students’
enrolment. They felt that the university ignored the pedagogical issues. Additionally,
some respondents also complained about their students’ different levels of English in
the EMI class. One respondent said: “my students have very different levels of
English, some are brilliant, whereas some are bad”. Some of them identified that
students’ language support has been provided separately from their EMI courses, and
the English language courses have not helped them to study the EMI courses. They
believe that the students’ inadequate English hinders them from benefiting a lot from

EMI. They called for extra English language training for those weak students.

6.11 Discussion and Conclusion of the questionnaire study

The findings obtained from the responses to questionnaires have partly helped to

gain a general ideal about how subject teachers perceive EMI, EMI policy and
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English use in Chinese HE. In this section, I will discuss the findings of the research

questions in relation to the previous literature.

Though EMI in Chinese HE has been fully promoted since the year 2007, many
respondents said that EMI is a developing phenomenon. Currently, Chinese students
represent the majority of students in EMI courses in Chinese universities. But some
respondents also revealed the large proportion of international students enrolled in
some EMI programs. In those contexts, respondents are using English as an
academic lingua franca. In addition, given the rapid promotion of EMI, it might be
expected that there will be a great increase of international students to study in China
by the year 2020. Despite the fact that the overwhelming majority of the respondents
have been overseas and have experienced English use in the global contexts, most of

them have not related the global spread of English to English use in China.

Overall, internationalisation of HE has become an important agenda for the majority
of universities in China. My respondents were aware that EMI had also been
encouraged as a way to promote the internationalisation of their universities. With
regard to the RQ 1 a (a. What are the subject teachers’ orientations towards EMI and
English use in Chinese universities?). The results from the questionnaires reveal that
respondents generally expressed positive perceptions towards the EMI. However,
many of them also expressed their concerns about EMI in the open-ended questions.
Their concerns are related to teachers’ or students’ English proficiency, university’s
management, English training opportunities, effective course instructions and the
period needed to adjust to EMI. Some stressed the importance of having training
courses before teaching on them. Many respondents believe that both students and
teachers need to adjust to this new form of education. They think that they need to
spend more time on preparing the lessons. Some said that they received more
external pressure when they were involved in EMI, such as, students’ expectation of
‘good’ English and clearly explained content, senior teachers’ frequently observing
their lessons, Generally speaking, most of their concerns are reflected in the EMI
literature (e.g. Byun et al., Doiz, et al. 2011; Erling & Haigendorf, 2006; Tange,
2010; Wang & Liu, 2010; Zhao, 2012). What’s more, some respondents complained
that they have multiple roles. They consider themselves to be the subject teachers,

but many students and even other teachers expect them to teach English language.
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This finding indicates that EMI in China still has ambivalent teaching goals. As

explained in the literature, there are still no consensus views to the teaching purposes
of EMI. My questionnaire findings suggest that it is unrealistic to require teachers to
teach both language and content. Focusing on content appears to be more realistic in

EMI courses. Therefore, a clear target for implementing the EMI is much needed.

The questionnaire findings also helped to answer research question RQ1 b. (What
are the subject teachers’ orientations towards their own and other subject teachers’
English? How do subject teachers evaluate their students’ English?). With regard to
their orientations towards their and other teachers’ English, they seem to have a
native-oriented idea of English towards their own and other teachers’ English. The
majority of respondents took the “conforming approaches” and contrasted their or
others’ English with a NES. Some expressed a negative view concerning the
Chinese-influenced English use. Standard native English is seen as the most
appropriate form of English in Chinese HE among the majority of respondents. This
view is frequently expressed by the majority of respondents. In addition, they
identified the language issues as a linguistic challenge for both teachers and students.
They said both students and teachers need to make efforts to improve their English,
as they felt their English is not sufficient for EMI. They showed their concerns about
other teachers’ English. They take the view that not all of the subject teachers’ have
adequate skills for teaching in English. Many of them think that they are teaching
subjects in English, so they need to refer to a specific model (often American/British
English) to guide their English. This perception has been mentioned many times.
Though some respondents did not directly say that they hope to follow native
English norms, nearly every respondent mentioned the word ‘good’ English’. This
expression actually has strong connotations with native English. In addition, words
such as ‘standard’, ‘correct’, ‘authentic’ appeared many times. Most of the
respondents still relied on the test scores of students to evaluate their students’
English. They did not question or doubt the effectiveness of using English tests
exclusively to assess students’ English use. Based on their responses from the
questionnaire, those students who had passed CET 4 had obtained enough English
competence for the EMI courses. Although CET 4 is purely an English language
competence test, it does not test students’ English competence in academic settings.

The respondents appear to believe that CET4 is a reliable test of students who are
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enrolled in the EMI courses. Most of the respondents consider native English as the
most appropriate form in academic settings and they never attempt to show
disagreement with native English. This finding is in line with several previous
studies (e.g. Jenkins, 2014; Kirkpatrick and Xu, 2002; Evans, 2011).

As was discussed in Chapter four, standard native English ideology could be used to
explain my respondents’ attitudes to native English. The strong attachment to native
English which has been reflected in the responses to the questionnaire denotes
Woolard’s (2005) ideologies of anonymity and authenticity. With regard to the
notion of the anonymity, my respondents seem to take for granted that they need to
use English to teach subject content. Many of respondents’ also listed the benefits of
teaching subject content in English. They made no attempt to question which kind of
English is appropriate in Chinese HE. With regard to the notion of the authenticity,
they appear to totally agree with the fact that native English is better than other
English varieties. Even though some respondents refer to non-native English or
Chinese-influenced English, they tend to believe those Englishes are not the standard.
When asked to give suggestions on some revision for the EMI policies, some still
hope that the policy could provide the English reference points to assess students’
English ability, though they had previously believed the policy not useful. Their
suggestion indicates that they believe native English norms are reliable to assess
students’ English competence. Their strong normative views may also be influenced
by their Chinese ideology, norms and standards are highlighted in the Chinese
language (see 4.2.4). This may influence subject teachers’ orientations to English
language. In fact, subject teachers have fwer opportunities to access books about
applied linguistics, espscially the growing literature in Global Englishes. Thus, they

may also assume that they have no right to question standard native English.

On the other hand, a few respondents acknowledged the importance of
communicating effectively and seemed to take a more flexible approach to native
English. When asked to evaluate students’ and teachers’ English, they wrote positive
orientations to their English and said they all have adequate English to benefit from
EMI. Some of respondents also noted that they accept some divergence from native
English norms sometimes, especially in spoken English. However, their answers

were not consistent in all the questions. For example, in question two (part three), a
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respondent expressed a strong normative view and identified the problem of both
teacher and students’ English. While, in question four, this respondent seemed to
take flexible view to evaluate their students’ English. Similarly, another respondent
who emphasized the importance of communicating effectively and also evaluated
other teachers’ English positively. But later he still considered code-switching to be
a gap of knowledge and he problematized teachers’ use of Chinese in the instruction.
It appears that those respondents who have a more flexible view towards students’
English, they often have more tolerance towards students’ spoken English compared
with than written English. When they refer to written English, they emphasized the

native norms again.

In fact, a lot of my respondents expressed similar contradictory views in the response
to questionnaires. Thus, the questionnaire findings seem to suggest that the
prevailing orientations among those respondents was that they still believe there is
only one correct form of English, and any divergence from native English is seen as
errors. The number of respondents who expressed flexible views towards native
English is relatively small. It is also possible that they adopted the flexible view
mainly because of practical issues, such as large classes. It appears impossible for
the teachers to pay attention to students’ linguistics competence. In addition, the
questionnaire results have shown that some respondents anticipate the difficulties
that students would encounter in EMI. Many respondents were more likely to
understand their students’ difficulties. They realised writing essays or experimental
reports represents their students’ first time of writing academic English. So they do
not expect students to conform to native English. Thus, the practical constraints
could be one possible reason to explain why some respondents’ hold more tolerate

views to Chinese speaker’s English.

Turning to the RQ1 c. what are subject teacher’s orientations towards their
university’s EMI policies and practices? The findings from the questionnaires
illustrated complex findings. Around 30 % of the respondents said that there are EMI
policies in their universities, while about similar proportion of the respondents said
that there is no such policy or they have no idea if such as policy exists in their
institutions. The findings suggest that subject teachers did not have the identical

understanding of EMI policies. It appears that there might be covert EMI policy in
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their universities. This might suggests that different teaching approaches could be
discovered in different university contexts. As discussed in chapter 4, my study drew
on Spolsky’s language policy theory. He conceptualises policy as language ideology,
language practice and language management. Thus, exploring teachers’ orientations

to EMI and English language appears to be very crucial to the understanding of the

policy.

The majority of the respondents found EMI policy not useful, since many believe it
is vague and not helpful in practice. They have to make adjustments to the official
policies. Some respondents complained about EMI policies for never considering the
students’ needs and the teachers’ voices. As was discussed in 3.5.1, many
universities require all Chinese students to obtain some credits from EMI courses
before graduation. However, the respondents said that the students have very
different English competence and motivations. These differences have posed
challenges for the subject teachers. Thus, many respondents argue that EMI courses
should only offer to highly motivated students. They dislike the uniform policy
which requires all the Chinese students to take EMI courses. The major reasons
given were related to some students’ weakness in English and the lack of qualified

subject teachers.

In addition, some respondents question the fixed regulations related to the proportion
of English/Chinese use in EMI courses. They found that this requirement is neither
useful nor practical at all. Their negative responses might suggest they did not follow
it in their classroom. The results demonstrated that they were required to use
English-only or use English as much as possible, but their responses seemed to
suggest that they could not follow the implicit policy due to the practical constrains,
such as the students’ English proficiency, and content difficulties. The results of the
questionnaire indicate the reality of both Chinese and English co-existing in EMI
classrooms. This finding is in line with the previous studies in EMI (e.g. Bolton &
Kuteeva, 2012; Doiz et al., 2013; Byun et al., 2011; Yu & Yuan, 2005), which
indicate that lecturers use both local language and English in the EMI classroom in
the Expanding Circle countries. Due to the fact that, two forms of EMI exist in
Chinese HE (discussed in chapter 4), many university’s EMI policies have not been

clearly distinguished. But for those respondents who teach the EMI courses (entirely
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in English), they have the perception that their instruction should be taught
exclusively in English. Though some universities stipulated the English-only policy
for EMI, it did not mean that teachers use English as the only means of
communication in the classrooms. Therefore it seems that the implementations of
EMI practices are largely dependent on the individual teachers, not on the EMI

policies.

Those respondents who found the policy useful tended to highlight the long-term
benefit for the students, teachers and the universities, and they did not associate EMI
policies with their own specific teaching contexts. Some said that the EMI policy
could standardize the teaching practices, ensure the general teaching quality and
improve students’ subject knowledge and English competence. Some also identified
the positive links between the EMI policies and the university’s ranking and

recruitment.

In summary, the findings from the questionnaire demonstrate some preliminary
findings of how subject teachers perceive the EMI and EMI policy in China, and of
how EMI policies are actualized in practices. It is also crucial to point out that most
of the respondents’ understandings of the policy are limited to the policy document
itself. They seemed to ignore the association between language policies and language
practices. They generated the view that they have little engagement in the policy
formation. The questionnaire results also reveal that the majority of respondents
think native English is a superior model to fulfil the communication needs in HE.
However, due to the limitations of the questionnaires, | could not explore in depth
why my respondents chose a particular answer on the questionnaire and what their
responses meant. Thus, in the next chapter, | will describe and analyse the results of
the interviews with 14 participants to provide deeper understanding of teachers’
orientations towards English language policies and practices. Some of the findings

from the questionnaires were confirmed by the interviews.
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Chapter 7: Orientations Elicited in the Interviews

7.1 Introduction

As discussed in 5.7, interviews are used in this research to find the in-depth
understanding of teachers’ personal perspective and gain insights into their
orientations towards EMI. This chapter first explains the interview data analysis
procedure. Then it discusses results in order to explore reasons underlying subject
teachers’ orientations and practices. The interview results are presented in terms of
the coding categories and the major themes that emerged from the data. This chapter
helped us further understand subject teachers’ orientations to EMI, English and EMI

policies.

7.2 Interview data Analysis methods

To analyse 14 semi-structured interviews, | again employed content analysis as the
main analytical tool (see 6.2). Content analysis provided me with the way to know
‘what’ the participants said. However, it is also useful to explore ‘how’ the
participants expressed their ideas. During the interviews, the meaning was co-
constructed between me and my participants. Interviews contain the interlocutors’
positions. For example, sometimes when | talked about my understanding of
English or my experiences of using English during the interviews, some participants
reiterated or changed their position to the themes which I intended to explore. Thus,
this made me think about an analytical framework which could enable me to explore
the dynamic features of the interviews. In order to fulfil my purposes, | drew on
positioning theory (Van Langenhove and Harré, 1999) as my analytical framework. |
found my participants' positions were continually changing during the interviews, in
relation to the topic under discussion, as well as my orientation to it. Positioning
theory can help me to understand the complexity of subject teachers’ orientations to

English and EMI policies.

Positioning theory has been employed as a useful analytical tool in applied
linguistics (e.g. Jenkins, 2004; King & Fogle, 2006). King & Fogle (2006) studied
the parents’ perspective on family language policy for bilingual children. They used
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the ethnographic interviews to explore how parents position themselves in relation to
experts’ advice and other family member’s opinion. Similarly, Jenkins’ (2014) recent
book made use of Positioning Theory to analysis the international students’ position
on English and English language policies/practices in the un-structured interviews.
Jenkins found several of her participants expressed contradictory views to some of

her research topics in the interviews.

Van Langenhove and Harré (1999) see positioning as a more dynamic form of social
role. Apter (2003: 23) states: “positioning theory sees positions as ephemeral,
changing, and open to dispute in the sense that one person can refuse to accept the
other’s interpretation and attempt to impose his or her own”. According to
positioning theory, positions are emerging over time from conversations. The
dynamic nature of positioning can help me to understand my participants’
orientations during the interviews. My interviews were interactive and dynamic.
Participants in the interviews positioned themselves or were positioned during the

interactions.

In addition, Van Langenhove and Harré (1999: 20-23) categorise various modes of
positioning, such as first and second order positioning, performative and accountive
positioning, self and other positioning, tacit and intentional positioning. Among
those modes, | found that the first and second order positioning was most relevant to
my interview analysis. Van Langenhove and Harré (1999: 20) point out “first order
positioning refers to the way persons locate themselves and others; a second order
positioning “occurs in which the first order positioning is questioned and has to be
negotiated”. During my 14 semi-structured interviews, | found that my participants
often did not have the same opinion from the beginning to the end, but they had
changed positions during the interviews. It is important to note that participants
changed their positions in relation to the topics and to my position. Thus, it is helpful
to use positioning theory to describe the dynamics of the interactions during the

interviews.
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7.3 Analysing the interview data

After | completed the interviews, | listened to each recorded interview carefully and
tried to become familiar with the data. Then all the interviews were transcribed into
Chinese first in order to acquire a better understanding of them and also to have the
material in a form easy to refer to in the actual analysis (see appendix 15 for an
example of transcription). The transcription conventions used in my interview data
analysis are adapted from Jenkins (2014: 220). Appendix 14 shows the interview

transcription conventions in this study.

The advantage of self-transcribing was that it helped me to familiarize myself with
the data. I also transcribed some of the prosodic features such as pauses, laughter,
and emphatic stress. | wanted to analyse not only what my participants said but how
they said it. Prosodic features help me to interpret my participants’ orientations. As
Jenkins (2007: 210) notes some prosodic features “may provide richer insights than
the referential content alone... and to identify any influence of the interviewer on
what the participants say”. It is important to note that sometimes the participants
would further explain their positions verbally. Thus | discussed those prosodic
features when necessary. The prosodic features were transcribed in two rounds. In
the first round I transcribed more noticeable prosodic features such as laughter and
strong emphatic stress, and then transcribed features such as intonation rising and
short pauses in the second rounds. Features such as, intonation rising, short pauses,

require repeated listening to the recordings.

According to the content analysis proposed by Ddrnyei, I used initial coding
followed by second-level coding. Miles and Huberman (1994) suggest that the
researcher needs to read carefully all the data before the data analysis. First, I read
the transcripts and the notes several times in an attempt to uncover the prominent
topics. Then, | wrote comments next to the transcription after repeatedly reading my
transcripts. At the same time, | tried to identify the prominent data segments and
translate them into English. During my translation process | evaluated whether the

translated version accurately represented the original text.
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To further examine those data segments, | identified the key words in each segment.
| then carefully grouped the key words thematically, and supported them by the
quotations of transcripts. After carefully reading those key words, some prominent
topics were identified. The identification of prominent topics was the initial coding
(Dornyei, 2007) of the interview data. My initial coding produced 32 emergent
categories relating to the research questions. After the initial coding, | re- read the
interview data and began a second-level coding. I tried to re-organize the initial
coding into themes. During this stage, | tried to eliminate, combine or subdivide the
first-level of codes. | managed to identify three larger themes which connected the

codes. The larger themes were as follows:

1. Perceptions of English use in EMI and relevant issues
a. Concerns about teaching in EMI
b. The difficulties in teaching and learning subjects in English

2. Orientations’ to EMI policies and practices

a. Teachers’ orientations to the English language requirements in the EMI
policies

b. Orientations to code-switching in EMI

3. Orientations to English language
a. Orientations to their own and their students’ English
b. Orientations to language support for the students and the teachers
¢. Orientations to how to assess students’ written and spoken English

It is important to point out that the three larger themes for analysis have their sub-
themes and that all the themes are interrelated. After identifying the codes and
themes, | printed out all the transcriptions and highlighted some parts particularly
relevant to the themes, then | analysed the major themes and made interpretation
based on the extracts. However, this does not indicate that all four steps were
separated. As a researcher, | was engaged in ongoing processes of interpretation of

the data, in all stages.

In the following section, | discuss the first of the main themes: 1. Perceptions of
English use in EMI, and I will present EMI teachers’ ideas via direct quotes in our

interviews. In order to protect the participants’ identities, I deleted their university

’ Orientation denote a persona; attitude ,percetion or belief.
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and the department they were working in. The detailed description of the

participants’ background can be found in Chapter five (see 5.7.2.2).

7.4 Perceptions of English use in EMI and relevant issues

Participants all commented on the use of English when teaching subjects in Chinese
universities and the majority expressed a positive reaction to the use of English.
Several participants said they voluntarily applied to teach EMI courses. Many shared
their application experiences of teaching EMI courses in their universities. Most of
them thought that teaching courses in English promoted their awareness of reading
and thinking in English. They tended to believe EMI enriched their professional
career. In addition, they also referred to the advantages for students in EMI
programmes, saying that EMI helped students to improve their English so that they
could continue their postgraduate study overseas and find good jobs. At the same
time, they all accept the role of English as an international language. For example,
T2 said: “you need to master English(.)if you could speak English and you can
communicate with people all over the world(.)as it’s an international language”.
Nearly all participants pointed out that ‘English is an international language’ during
the interviews. But they never questioned the idea that English was regarded as an
international language. When asked about their attitudes towards EMI, most of them
seemed to have no doubt about EMI at the beginning. T1 said she liked this form of
teaching and believed EMI to be beneficial to her students. She said: “it can help
students boost their career prospects and learn academic terms in English”. T14
said: “I find the teaching very delightful(.)my students all have strong motivation to
learn and I like to teach them in English(.)for the majority of them(.) they will
benefit a lot from EMI courses”. Some stated that EMI in China is a recent trend and
it was first initiated by the government. As T 6 said: “almost every university offers
some courses in English(.)actually this is required by the MoE(2)EMI has been
promoted in the very recent years”. Some also said EMI has helped her university to

achieve the internationalisation and to recruit more fee-paying students.

However, when we began to discuss various issues involved in EMI, such as
students’ language competence, numerous teaching tasks and the challenging courses

in their universities, some respondents changed their position on EMI. Many
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outlined the difficulties and concerns in teaching courses in English. Two issues were
frequently mentioned during the interviews: the first one was whether Chinese
universities have sufficient resources to offer EMI courses, and the second was the

perceived difficulties in teaching and learning subjects in English.

The following extract is from the interview when I told T5 of the recent expansion of
EMI programmes and the universities’ latest plan of becoming international
university, she changed her position to EMI and expressed her doubts/concerns about
EMI in China. In fact, four other participants altered their positions to some extent
after we discussed the rapid expansion of the EMI courses in China. TS5 in the
following extract, describes EMI as “a luxury good” during the later stage of our

interview.
Extract 1

T5: erml think EMI in China is a luxury good
L: why? what do you mean by this?

T5: EMI in Chinese universities is a popular trend(.) It’s like a fashion trend
fashion trend you know(.) the EMI was first initiated by the Ministry of
Education(.)then EMI becomes a very popular type of instruction in many
universities(.) in fact I think for many universities (.)they are not capable
of teaching subjects in English(.)but the universities are all eager to
receive support from the Ministry of Education which would suggest a
good reputation and more economic benefit for them(. )so(.)some

10 universities strive for implementing EMI courses (.)this is as if someone

11 want to buy luxury goods(.)but he/she does not have enough

12 money(.)she/he may borrow the money to keep up appearances

O©COoO~NO OIS, WN -

When I mentioned some universities’ strategies of implementing EMI programmes
in order to attract more international and Chinese students, T5 initiated the talk on
the topic of Extract one. This suggests that she was willing to tell me her perceptions
of EMI again. T5 drew an analogy between EMI and luxury goods. She described
EMI as “a very popular trend” and ““a fashion trend”. She repeated the words
“fashion trend” twice; this might suggest that she had a negative view on EMI in
China. This is because the word ‘fashion’ normally has no connection with education
in China, and it indicates something which is popular at a particular time and lasts
for a short time. She also pointed out that some universities provided EMI courses
simply because of the funding stimulus and good reputation which EMI could bring

about. It can be interpreted that some universities do not have sufficient resources to
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teach courses in English. But those universities still claim that they are well-prepared
to conduct EMI, “to keep up appearances”. Though T5 has a positive position on
EMI at first, she seemed to have very cautious positions on the development of EMI
in China. T5 felt that the most important thing was whether the universities have the
adequate resources to offer EMI or not. Other respondents (T3, T6, T11, T13)
likewise expressed sceptical views on the rapid expansion of the EMI programmes in
China. They also pointed out that EMI need some prerequisites, such as competent
teachers, many motivated students and good textbooks or software.

In addition, it should be noted that a few respondents emphasized that EMI is not
simply a way to use English power point slides and English textbooks. They pointed
out that the university needs to think about the unique features of their EMI, such as
using special software, arranging an internship in foreign-owned enterprises,and
organizing various discussions. Extract two is from the interview with T13 after she
questioned the EMI implementations. T13 began her talk by mentioning poor
conditions that the faculty should notify before conducting EMI. She was trying to
elaborate the prominent characteristics of EMI courses.

Extract 2

T13: sometimes | feel we are paying too much attention to English(.)l
think that the EMI course should have its prominent own features(.)
if the faculty does not have good working conditions nor have good
textbooks good content erm(4)

L: good teachers
T13: yes good teachers yes(.)EMI pose high requirements to the
teachers(.) textbooks and content(.)if we do not have this
software(.) then what will you teach? Just explain some English
vocabulary? I don’t think it’s helpful(.) you just teach the

10 vocabulary(.)What | want is to first explain the theory

11 and then ask students to use the software

12 L: it’s good to have such kind of software to facilitate your instruction

13 T13: vyes certainly the EMI course does not simply mean to use English

O©CoO~NOOOITD, WNPEF

14 to teach the course or just to find an English textbook and to read
15 the texts in English(.)it’s meaningless

16 L: yes

17  T13: yes some teachers just grab an English textbook and read it in

18 the classroom(.)can you perceive any meaningful effect

T13 believed that using English itself would not distinguish her course from other
EMI courses. The “prominent features” which T13 referred to include good EMI text

books, well-selected content and competent teachers. In the previous exchange, T13
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also mentioned and repeated the importance of the software, 1.e. helping her students
to apply theories into practice. This can be seen in extract two. So we may infer that
using new software is an innovative and prominent feature in her teaching. In
addition, she held a negative position on those teachers who merely read English
from the textbook without offering students’ any other support. From line 17 to 18,
her remarks might indicate that some teachers rely heavily on the English textbook

and make no effort to elaborate the content in their own words.

The topic of the difficulties in teaching and learning subject in English has been
raised by the participants. Several of them pointed out that they spent a longer time
to prepare the English lessons and they had to finish the English lessons in a limited
period. When they talked of the time limitations they meant that sometimes they
could not finish the assigned course content. Comments on time constraints in EMI
have been frequently raised in the interviews. The following extract is from the

interview when discussing the EMI policies of her university.

Extract 3

1 T2: | started to teach this course three years ago | remember | spent

2 much longer time to prepare the course in English

3 L: yesit’s time consuming I can imagine

4 T2: five years have passed erm | still have to prepare it carefully(.) to

5 be familiar with the English terms(.)I revised my power point slides

6 each time I spent much longer time to prepare EMI than | do for

7 lecturing in Chinese(.)but I could not finish [so much content

8 L: [yeah how

9 T2: Dbecause we use English and we have to translate some key content into
10 Chinese(.)I have to speak slower if | speak in English

11 L:  yeah()itis so difficult for you erm you may need more teaching hours
12 T2: vyesit’s VERY DIFFICULT (.) lecturing in Chinese would need one

13 hour but we need more than one hour to finish in EMI (.) the
14 university still expects us to finish within the 15 weeks(.) we haven’t
15 been given any extra time

16 L: canyou negotiate it with the department?
17 T2 no (.) no extra time (.) the department cannot give extra time and |

18 I can do nothing
T2 began to introduce her teaching experiences to me. T2 mentioned the extra time
she spent on preparing the lessons. She also pointed out that using English to teach
the content is more time-consuming than using Chinese. T2 strongly emphasized the

words ‘“VERY DIFFICULT’. This seems to suggest she had a strong perception of
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the time constraints as a result of English instruction. She then elaborated her points
by complaining about not being given any extra time. T2 felt that the department had
not considered the difficulties. She positioned herself as having no right to ask for
more teaching hours. In fact, other participants also shared this opinion that EMI
courses should be allocated more teaching time. In order to solve the problem, most
of them said they have had to cut out some of the content to adapt to the practical
situation. But they could not justify the adaptation, as T7 expressed: “many students
expressed their concerns that PGR entrance examinations would include the
exercises which I didn’t have time to explain”. It seems that participants tend to
believe that English use or bilingual use of English and Chinese is more time-
consuming and this would lead to time shortage.

In addition, there seems to some confusion over what role they should play. Several
participants complained that they were expected to teach the English language. As
T8 said: “I have been assigned many roles but | know I should teach the subject not
English”. All the participants said they only considered themselves as the subject
teachers. They highlighted that their role is different from English teachers. Some of
them (e.g. T3, T7, T8, T10, T13, and T14) mentioned that their students normally
have a limited amount of English input. They found that their students expect them
to take the role of English language teachers. Thus, EMI courses are seen as good
opportunities for students to learn and use English language.

Several participants also described the difficulties for Chinese students studying
subjects in English. They pointed out that the considerably greater effort that their
students had to exert on learning the subjects through English. They said EMI has an
accelerated disadvantage for Chinese students who are not good at English. T5
criticised EMI for decreasing the chances for some students’ to get high scores in the
final exams. Because she said: “students are more likely to get 90 points if the
course was taught in Chinese(.)now they could only gain 70 points”. In the
questionnaires, a lot of the respondents expressed concerns about the compulsory
nature of the EMI courses (see 6.7). Again this issue was emphasized by some of the
participants in the interviews. Those participants expressed their disagreement over
the policy which requires all the Chinese students to study one or two EMI courses.

They pointed out that those students who are obliged to study EMI courses often
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lack any interest. They suggested that the university give students more freedom to

choose EMI courses or not.

7.5 Orientations to the EMI policies and practices

The second theme comprises teachers’ orientations to their institution’s EMI policy
and practices. The sub-themes that emerged from the first main theme were: teachers’
orientations to the English language requirements made in the EMI policies and

teachers’ orientations to code-switching in the EMI

7.5.1 Teachers’ orientations to the English language requirements in the EMI

policies

Half of the participants expressed a positive orientation to the EMI policies in
general; the prominent reasons given were that policy would ensure the quality of
EMI. They believed policy to be particularly useful to students. They seemed to have
unquestioning beliefs in the crucial roles of EMI policy at the start of the interview.
For example, T11 said: “policy could ensure teachers use erm erm the adequate
amount of English in the classroom(.)I think students will improve their content
knowledge and English language”. Many had similar perceptions during the
interviews. They also associated students’ academic and English improvement with
the amount of the English used in the classroom. However, some of them (T9, T10,
T14,) changed their positions when we discussed the policy implementation. They
said they all had to change the stipulated policy based on their classroom situations.
The other half of the participants (e.g. T1, T2, T3, T7, T8, T13) felt consistently that
the EMI policy was not useful. They said the policies are vague, use clichés and are
decided top-down. Most of the given reasons were overlapped with the responses
from the open-ended questionnaires. These participants also raised further concerns
for implementing EMI. For example, T13 held a strong negative view on the top-
down policy. She said: “the current English policy is vague and NOT USEFULY(.)
erm(.)NOT USEFUL”. The emphatic stress and repetition of ‘not useful’ suggests
that she was holding a strong negative attitude towards the policy. She went on to

explain that the top-down policies have no value for teaching and expressed critical

159



views on policy makers: “who are sitting in their office and drinking a cup of tea,
how can we expect them to make good policy”. She seemed to lose confidence about

policy makers and the policy.

As with the English language requirements in the EMI policy, the issue of how much
English to use in EMI has been frequently identified as a recurring topic for my
participants. Ten participants said their university EMI regulations do stipulate the
exact percentage of English used in teaching, normally more than 50%. However, the
majority found it is not useful. They argued that the uniform regulation did not
consider the students’ real needs. Many of them described the prescribed classroom
language use as not do-able in practice and some revealed that they did not follow
the prescribed policy in practice. As discussed in chapter 4, there is always a gap
between language policies and language practices. This has been reflected in the

interviews.

In the following example, T9 teaches Java Language Programming at a university in
Beijing. Extract four is from the interview with T9 and is about her views on the
EMI policy in her university.

Extract 4
1 L: whatdo you think of it?
2 T9: on()yes(.) VERY useful(.) it could help students to study
3 more effectively(.)
4 L. why
5 T9: the policy could guarantee the EMI teaching quality (.) for
6 example the policy requires teachers to use English (.) then
7 teachers will provide English instruction (2) policy also prescribes
8 an incentive plan
9 L: anincentive plan?
10 T9: to motivate more teachers to teach EMI when they offer financial
11 incentives for EMI teachers
12 L: whatabout English(.)is there any requirements for English
13 T9: vyeah (.)for example, in my department the policy prescribes the
14 amount of English should be used in the EMI classroom(.)
15 teachers prepared their PPT slides in English(.) teacher
16 should speak English most of time(.)no less than 60% in the
17 classrooms
18 L: whatdo you think of it?
11 T9: thisis good for the students(.) many students do not have many
20 chances to use it
21 L: soyou use 60% of English
22 T9 em(.)sometimes | do need to change it according to my students
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23 L: youfind it not feasible to some extent

24 T9 yes| have to see if my students could understand

25 L: any requirements on which kinds of English should be used in EMI?
26 T9: (5)good English erm your should have good English proficiency(.)

27 of course we need to have good English proficiency
28 L:  does the policy include this
29 T9: no(.) we don’t have written rule for such details

T 9 began by saying that language policy is useful to students and believed that the
policy requirements for teaching in English could bring benefits to students. The
emphatic stress on the word ‘very’ suggests that she’s holding a strong position on
the usefulness of the policy. Since the policy in her university specified financial
incentive plans for teachers, the policy was also seen as encouraging more qualified
EMI teachers to teach courses in English. She did not mention any concrete
requirements for English teachers or students, but she said the policy could help to
ensure the adequate amount of English that students receive in the class. When I
tried to confirm if she used the 60% of English that the university requires, she said
she implemented it flexibly. Later T9 said the requirement was not feasible.
Although she felt that the policy was useful, she adjusted it to suit the needs of the
students. She positioned herself as not entirely implementing the policy in practice,
especially the prescribed percentage of English use. She tended to regard this
requirement as not applicable. Later, when asked which kinds of English she was
expected to teach, after a long pause, in line 22 she said, ‘good English’. The long
pause may indicate that she felt a bit surprised to hear this question. Or she might
never have thought about this issue before the interview. Her response, ‘good
English’ is always expected, despite the fact that there was no overt requirement in
the policy. In fact, the response like ‘good English’ or ‘correct English’, appeared in
almost all the interviews. This will be discussed in detail under the theme of

orientations to English in EMI later in section 7.7.

Similarly, the following extract is from the interview with T12 about policy issues.
T12 expressed contradictory positions on EMI policy during our interactions. He
changed his position when he heard about some other teachers having the same

problem in practice.
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Extract 5

L: Does your university have any English policy related to EMI

T12: erm(.)erm(5)there is a teaching guideline

L: does this guideline have any requirements in English language

T12: yes. The policy encourages more teachers to teach in English(.)
I think it’s good for students erm requirements also encourage
teachers to attend the English trainings and to improve their English

L: you said the language policy encourages the teacher to use English

T12: yeah(.)the policy require us use the adequate amount of English(.)
we should use English no less than 50% in the classroom

10 L: do you find it helpful?

11 T12: yesyes(.)er | think this will promote teaching and learning

OCoOoO~NownpPdWNPE

12 L: right(.)but some teachers said it’s hard to follow this requirement(.)

13 a bit difficult to measure the percentage erm erm(.)50% or 70%

14 T12: yesitis difficult to follow(.)i never count this(.)what | could do is to

15 estimate roughly(.)each teacher has different teaching styles

16 L: ok you said the teaching guidelines require you to improve your English
17 T12:  yes

18 L: does it tell you to what level you should improve?
19 T12: (3)ermno it is not specifically prescribed but policy is seen as
20 something to motivate teachers and students to improve

The responses from the questionnaires show that some universities did not have an
English policy related to EMI. So I initiated the topic and asked T12 if there was any
English policy related to EMI. After a noticeable long pause, T12 said there is a
teaching guideline in line two. The word ‘erm’ and the long pauses seemed to
indicate he felt hesitant in answering this question. He did not say yes or no directly,
but just use “a teaching guideline”. This may also indicate that he was not familiar
with the EMI policy in his university. Meanwhile, this reveals that T12 felt uncertain
about whether this teaching guideline could be English policy or not. But he still
thought the EMI regulation very useful for both students and teachers. Again, he
mentioned that he was required to use at least 50% of English in the classroom.
However, he simply agreed with this requirement and found nothing to criticise.
However, after I told him the difficulties of following these requirements raised by
other EMI teachers, when talking about the difficulties, he changed his position. He
showed his agreement by repeating the phrases in line 14 and then said the amount
of English used by teachers varies from teacher to teacher. At this point, T12
indirectly said that many teachers’ differ how they use English in spite of the same
EMI regulation. This might suggest T12 actually had thought about the problems in
practice, but he did not dare to voice his idea at the beginning. I then referred back to

our discussion on the English requirements. It seemed that the guidelines have not
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prescribed concrete requirements for English in T12’s university. In line 19, after a
three seconds pause, he said “erm no it is not specifically prescribed...” . His
comments contradicted his previous ideas in line 6. T12 said “policy is seen as
something to motivate teachers and students to improve their English”. T12 justified
this on his university requirement document despite the fact that he admitted that
there were no written requirements for teachers to improve their English. This may
indicate that EMI policy is always associated with standard English language
ideology. Participants tended to attribute their needs for improving English to the

policy.

Those participants who had consistent negative comments on the language policy
also talked about the prescribed language use in EMI. Many said they should be
given more freedom to decide by themselves which language to use. For example,
T14 used the expression “a very nice wishing list” to describe the English language
requirement in EMI policy. Those participants who did not follow this requirement
expressed strong emotion and thought that there should not be such requirements
fitting in for all the courses and all the students’ needs. In addition, they felt that their
universities’ EMI policy is too macro and said likewise that they did not follow the
prescribed percentage of English use in the policy. However, they felt a bit
embarrassed when they admitted that they did not follow the policy in practice.

Extract six is from the interview with T6 about the EMI policy in her university.

Extract 6
L:  you know(.) some teachers’ may follow the policy and some may
not
T6: well (.) I don’t actually [@@@@

: [cee@@

T6: policy(.) is very vague and not practical(.) need to adjust the
policy according to my situation (.) I’m teaching International
Trade to my students

OO 0T WNPE
.

In extract six, the use of prosodic features like laughter suggests that T6 felt a little
bit embarrassed when she admitted that she had not followed the EMI policy. On the
one hand, T6 found that the policy is very vague and impractical to follow. On the
other hand, T6 may feel that she had been told to follow the policy. This mixed
feeling may reflect the general view among the teachers. As a university teacher, she
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may think that she had to obey the rules. This has also been raised by T14, she said:
“teachers felt obligated to follow the policy. It’s not appropriate to resist it”.
Although T6 said she could decide classroom language use, she still felt a bit
nervous when she admitted that she did not follow it. Because her practice
contradicted the policy requirements, she felt not very confident about her own
practices. In theory, she is expected to follow the top-down policy. The non-

conformity to EMI policy might be considered as an improper approach.

When participants referred to English language requirements in the EMI policy, they
tended to mean regulations about normative English use. With regard to English
language requirements for both students’ and teachers’ English in the EMI polices,
several participants said that in the EMI policy documents there were not concrete
regulations on teachers’ English. They pointed out that the policies are too general to
state these requirements. However, ‘unwritten English regulations’ were mentioned
by many of the participants. Many said they were expected to attend training courses
to improve their English. For example, T3 felt that her university always assumed
that she should improve her English. She said: “because I’m teaching the courses in
English(.)English is not my mother tongue”. Others felt-that they should use
‘standard’, ‘accurate’ and ‘clear’ English in EMI. Although some of them did not use
the words ‘native English’, many referred to ‘standard English’ when they described
the kind of English they were expected to use. The following extract is from the
interview with T14 about her university that does not have any English policy for

EMI.

Extract 7
1 L: if there is no such policy do you think it’s possible to have it
2 T14: (4)I haven’t thought about this issue(.)erm yes maybe
3 L: there is no such English language related policy I’'m wondering
7 how they recruit teachers and how teachers require students’
8 English(.)I mean what kind of criteria they based on
9 T14: for recruiting EMI teachers(.)normally regular teachers were
10 welcomed to volunteer to teach the courses in English(.)if there is
11 too many candidates(.)then the school will held a demonstration
12 lesson
13 L: will the university consider teachers’ experience in foreign
14 countries
15  TI14: yes overseas study experience is definitely an important factor
16 they will consider(.)they will also observe your performance in
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17 the presentations(.)the examiners will evaluate teacher’s

18 English fluency(.)Pronunciation(3)this factor could be judged
19 with less attention(.)different people have different English
20 accent

20 L: right[

21 Ti4: [yes they will pay much attention to the teacher’s

22 fluency(.)and your language(.)if they could understand

23 your English(.)these examiners normally have overseas study
24 experience(.)they will have a general impression of each

25 teacher’s English ability(.)if they think your were making a lot
26 of grammar mistakes(.)you language contains a lot of

27 errors and not fluent(.)your errors interfere others’ to

28 understand your meaning erm erm you make a bad

29 impression(.)it’s better not to have strong Chinese English

30 accent

When I asked T14 whether she thought her institution should have such a policy,
after a long pause, she admitted that she never thought about it and then answered
yes with uncertainty. I then asked her to explain the procedure of subject teachers’
recruitment. Her responses suggest that in her department senior staff have a strong
influence on the selection. Many respondents in the questionnaires mentioned that
overseas living/studying experiences will be considered as one of the most important
selecting criteria. So I asked T14 if it was the case with her institution and she agreed
by using the word “definitely”. But she strongly highlighted the importance of the
actual performance during the recruitment presentation. Although there is no written
policies about the recruitment criteria, T14 highlighted English oral fluency and
grammar accuracy as the primary consideration. She believed that those who speak
English fluently and accurately were likely to be perceived as the competent EMI
teachers. Although she felt accent less important initially, she still thought that a
Chinese-influenced English accent is not appropriate in the end. From line 25 to 29,
she said the acquisition of native-like English (fluency, lack of grammar errors)
could help EMI teachers to have a better self-image. Many participants said likewise,
that native English could help EMI teachers to make a good impression on
themselves. They wish to speak good English in order to have a good self-image.
However, given the fact that EMI courses/programmes are intending to recruit more
international students, it is not enough to assess teachers’ English based on the fixed
view of English language which only displays fluency, accuracy and near-native
accents. The communicative skills and intercultural competence used in the
multilingual contexts have not been considered as crucial in the teachers’ selection

procedure.
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Almost all my participants have noticed the fact of ‘unwritten English regulations
and they talked about these ‘unwritten regulations’ without questioning, at the
beginning. However, after we had discussed those regulations further, in our
interviews, some of the participants believed that they were competent to teach the
EMI courses and they thought the requirements for language had increased pressures
on them. They felt that they could help their students understand the courses through
English. For example, T1 later described those unwritten language regulations as
‘troublesome’. The following extract is an example which indicates the position
change of T10 after we had discussed the EMI teachers’ assessment criteria. T10

started to talk about her unpleasant feeling when people always question her English.

Extract 8

T10: | have been teaching EMI courses for nearly 7 years(.)I’m

familiar with the teaching(.)my students wrote positive

feedback on my courses(.)but those who do not teach EMI

courses always suspect | was not good enough in English

have you been sent to study abroad(.)l mean to attend

English training courses?

T10: yes(.) I went to the Australia for English training several years
ago(.) the university sent me to study English there(.) I’'m not using
the mother tongue to teach erm everytime when the university talks

O ~NOoO Ol WwWN -
-

10 about EMI courses(.)we always need to improve our English

11 further(.) I have the feeling that my English always needs

12 improving because I’m teaching in English(.)they could observe
13 my class to see how | managed the courses successfully

14 L:  Tunderstand your feeling erm it’s not your fault
15 T10: I’'m not happy about it(.)they just expect me to speak more fluently

16 and accurately(.)or may be try to get rid of the Chinese accent
17 erm erm | think I’m capable to teach the lessons(.)more time
18 should be spend on research rather than improve my English

In extract 8, T10 actually explained the unwritten language regulations which her
university expect teachers to achieve. She said “speak more fluently and accurately(.)
or may be try to get rid of the Chinese accent” at the end of the extract. Despite this
T10 did not mention that teachers should aspire to native English, her words might
indicate that other people expect her to speak near native-like English. So she
criticized the unwritten regulations for placing too high expectations on her. She also
criticized the management staff for only asking the teachers to improve their English
rather than observing her classroom to see how she taught the lessons. She felt her

use English good enough to teach the content. She thought that it was unrealistic to

expect her to achieve native-like English. Finally, she thought that she should spend
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more time on her research than on her English. She may have some regrets for
spending too much time on improving her English. In fact the majority of
questionnaire respondents also said their universities did not have any overt English
language policies in their university. In such a situation, EMI teacher’s individual
orientations towards English become an important factor which can influence how
they teach and assess students’ English. This theme will be discussed later in this

chapter.

7.5.2 Orientations to code- switching in EMI

The topic of the code-switching appeared several times during the interviews. Many
give overlapping reasons for code-mixing. Most of the participants said Chinese use
can help them to teach the courses more effectively, and help them to explain the
difficult points more clearly. The frequent reason given was that their students have
difficulty in understanding the subject matter in English. But they tended to
emphasise the point that they used the permitted amount of Chinese occasionally in
their courses. Most of the respondents described their students’ English as ‘not good’.
They positioned themselves as concerned about their students’ English. They
regarded their use of Chinese as a facilitating method to clarify the contents in order
to help the students’ comprehension. Three participants (T1, T9, T14) said they use
Chinese to help the students understand the content. For example, T9 said: “I think it
is still necessary to explain some Chinese cases(.) it is unavoidable that | need to use
the Chinese when there is no equivalent meaning in English”. Two participants (T1
and T10) said they used Chinese when they need to draw students’ attention. Their
responses seem to suggest that they thought code-switching was helpful in teaching.
The following extract is from the interview with T9 concerning her view of the use
of Chinese in EMI.

Extract 9

T9: my students have problems in understanding the content(.)
especially if it is the first time for them to learn content through the
medium of English(.)my opinion is that while I’'m explaining
the new key concepts, | prefer to use Chinese to teach(.)
using English-only would hinder my students’
learning

L: soyou use Chinese mainly because you find your students could not

~NOoO ok~ WN
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8 understand you
9 T9: vyesermsometimes | switch to Chinese to explain the key points but

10 I mainly use English to teach
11 L: yeah it’s important that students should understand the course(.)how
12 do you evaluate the students’ English

13 T9: their grammar skills are ok erm their listening and speaking are not good
14 L: butitis EMI erm I mean how do you consider the use of Chinese in EMI

15 courses

16 T9: it’s acceptable(.) this is my opinion(.)my duty is to help my students
17 understand(.) I think it’s meaningless to use English-only without
18 making your students understand(.)this is my opinion

It can be seen from Extract 7 that T9 began by giving the reasons for use Chinese in
the classroom. The students’ linguistic skills have been perceived as the primary
factor which determines the choice of language in her classroom. When | asked her
to comment on her students’ English, she seemed to have only a partial
understanding of English language. Her descriptions seemed to indicate that English
grammar is separated from reading and speaking. It can be inferred that people who
have ‘good English’ must have good speaking skills. Other things such as, grammar
and reading skills are not as important as speaking skills. T9 seemed to attribute her
use of Chinese to the students’ low English proficiency. But she tried to emphasize
the point that the primary language she adopted was English. While she was
expressing her ideas, she used a lot of expressions such as ‘my opinion’ ‘I think’ and
‘this is my opinion’. This gave me the feeling that she was explaining her strong

position which may be different from other teachers.

As discussed in the previous section, in some universities, the exact percentage of
English use is clearly stated in the policy or teaching documents. But some of the
interview participants did not use the proportion of the code-switching as required or
were even not aware of this requirement. The participants who did not follow this
requirement expressed, with strong emotion, that there should not be such a
requirement fit in for all the courses and the students. Some participants said
likewise that the proportion of English use depend on the source of the students. For
example, T3 said: “all my students are Chinese (.) I think it’s very necessary for me
to use Chinese”. As noted in the questionnaire data analysis, Chinese students
constitute the major body of students in EMI programs or courses at present. This
could be another reason for teachers’ use of Chinese in EMI. In the following extract,

T8 shares a similar point.
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Extract 10

1  T8: ermldo use Chinese in my teaching(.)my students are Chinese

2 students(.)it’s the compulsory course for them

3 L:  are there international students in your class

4 T8: not many.ermerm about 5 students or 7 students(.)but they are

5 from International Department(.) They took my course as the

6 optional course(.)the course is designed mainly for the

7 students from my department

8 L: but can those international students understand Chinese(.)or are

9 you free to use Chinese if they are present

10 T8: alittle(.)they normally have Chinese lessons(3)but (.)but as I said
11 my course is designed for students from law department mainly

12 and I need to ensure the majority of my students could

13 understand but I know it’s bit chaotic(.)to be honest there is no

14 clear division between the types of EMI(.) Some courses are

15 targeted for Chinese students(.)some for international

16 students and some courses are open to both Chinese and

17 international students. each department has its own course design(.)
18 there is no unified approach(.)really it depends on the

19 teachers(.)university does not make a very clear distinction between
20 different types of EMI

T8 began by saying that most of her students are Chinese and she uses Chinese in
her instruction. As discussed in chapter three, many universities have placed
internationalisation on the agenda. I assume that there should be a certain number of
international students in EMI classes. Thus, I asked her the number of international
students in her class. She admitted that there was a very low number of international
students but she pointed out that they were from the International school. She also
said her courses were designed for law majors). She seemed to emphasize a very
prominent distinction between her department and the International department. She
did not treat the students of the two departments equally. It seems that the
participants’ responses to the number of international students in their classes
contradicted the number listed in the university development agenda. Thus, I asked
her whether these international students could understand Chinese. She said ‘a little’
which suggested that the international students did not have a very high proficiency
in Chinese. In line 10 there was a noticeable long pauses, this may indicate that T8
then felt a bit upset when she realised that this was unfair or inappropriate for
international students. So she emphasized the fact that her course was designed for
students in her department. She was trying to show she was not behaving

unprofessionally. But after this point, she began to reposition her arguments. She
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adopted the words ‘a bit chaotic’ in line 13. Such a strong emotion for EMI can be
ascribed to teachers’ unsystematic use of English in EMI. In some classrooms,
international students were mixed with Chinese. Teachers randomly switched
between the two languages and used a large amount of Chinese in front of them. She
referred to the fact that there are no written regulations stipulating which course is
designed for whom. In the line 19, she said it was the teacher who decided which
language to use. Therefore, it can be seen that she actually expressed a contradictory
position. As she said at the beginning, the proportion of English use depended on

where the students came from.

In addition, it should be noted that the participants responded differently to teaching
the contents entirely in English. During the interviews, I mentioned that some
Chinese universities offered EMI programmes entirely in English. On hearing this,
the participants expressed their preference for teachers who are able to teach the
courses entirely in English. Some talked about the good points of teaching in English
such as an association with international reputation and enrolment. Some (e.g.T1,
T2, T4, T6, T7, T8) said that their universities were encouraging teachers to use
English as much as possible. But the EMI policy does not clearly prescribe this,
though it is open knowledge that they are expected use English as much as possible.
It appeared that they tended to think that their university expects them use less
Chinese in EMI. Some of them rechecked the language requirements listed in their
universities’ EMI regulations. They pointed out that their universities do expect them
to implement the courses exclusively in English. Three of the 14 interview
participants tended to generate a certain degree of superiority amongst their
colleague because they could use English entirely in the EMI classes. For example,
T14 said: “it is not allowed if we only use Chinese (.) but we are encouraged to use
English entirely in the classroom”. Similarly, another participant T4 said those
teachers who could use English entirely are perceived as more competent in English
than those who use code-switching. She called the former “advanced EMI”, which
clearly showed her preferences. It seemed that these participants still think code-
switching is the result of the teachers’ lack of English competence. They felt
obligated to use English much more than was prescribed. Though participants did

not mention the advantage of using more English, the notion of the increasing the
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English input was sometimes mentioned by some participants. They noted that the

ideal EMI course is where English is the only language used.

Extract 11 illustrates how T5 considers the proportion of English used in EMI.
Although T5 felt that subject teachers should be allowed to use Chinese, she felt

proud about her use of English in the classroom.

Extract 11
1 L: [Iheard that in some universities(.)EMI teachers are required to
2 use 50% of English and 50% of Chinese
3 T5: in my university(.)there is no such requirement(.) I don’t think
4 they should have the standard requirement for the amount of
5 English used in EMI(.)it’s impossible to have the same
6 requirement for all the courses(.)it’s not enough just to improve
7 students’ English.in fact student must understand the content
8 L: especially they have to understand the mathematical formula
9 T5: it’s impossible to have the same requirement(.)we are not using
10 our mother tongue(.)teachers should have flexible approach(.)in
11 the first semester both English and Chinese were used (.)I used
12 English entirely if the content is not difficult to understand
13 and I switched to Chinese as the majority of my students are
14 Chinese
15 L: | remember observing your lessons(.)you use English nearly
16 all the time(.)is there any policy or requirements for the
17 subject teachers’ use of English
18 T5: nono my university does not have such requirement(.)teachers
19 normally have the power to decide by themselves(.)I asked
20 them(.)they told me I ‘m the ONLY ONE in my department who
21 use almost all English to teach(.) they said other teachers mainly
22 use Chinese to teach the subject.

In extract 11, T5 said that there was no EMI requirement for the language use in her
university. However, it was found that there was an EMI regulation in the university
websites which prescribed the exact proportion of English use which should indicate
that T5 was not aware of the language related policy in her university. Although this
might be the individual case, it still indicates that the policies or requirements might
produce no effect on EMI teachers’ classroom practices. TS also expressed strong
emotion that there should not be such a requirement. She said it’s impractical to have
the fixed requirement. Similarly, T5 also emphasized the point that understanding
the content is much more important for her students. She switches to Chinese easily
when she finds most of her students speak Chinese. She said the amount of English

used depended on the students’ English proficiency. In line 20, she felt proud that
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she used almost all English to teach. It seems that T5 was concerned with how

people would evaluate her English.

Almost all the participants said their use of Chinese had not exceeded the amount
which has been permitted in the EMI regulations. They emphasized the point that the
use of Chinese is to explain or clarify the key concepts or to facilitate the teaching.
The use of code-switching is often associated with teachers’ responses to the
classroom contexts. However, when | mentioned that a number of international
students were studying in their universities, like T8, they began by stressing that
their courses were targeted for Chinese students. They felt that they were entitled to
use an adequate amount of Chinese. Although respondents did not admit that the use
of Chinese excluded the international students, later a few of them showed sympathy
towards the very small number of international students in their classrooms. They
pointed out that the university management staff sometimes randomly placed some
international students into their classes. They said the university management staff
assumed that these students could quickly adjust to the EMI courses.

The interviews have indicated that participants often used code-switching in their
classrooms. On one hand, they felt it necessary to implement the courses in English.
On the other hand, they realised the necessity of using the L1 to facilitate their
teaching and students’ understanding. In fact, the functions of code-switching have
not been fully recognized and acknowledged in education policy. It seemed that the
majority of participants still consider code-switching to be a compensation strategy
rather than a communication strategy. They attributed their code-switching to the
students’ incompetence in English. No participants said their use of code-switching
was due to their poor English competence. Besides, for those participants who
expressed negative orientations towards code-switching, they emphasized the point
that university policy requires them to use more English. Their orientations to the
function of code-switching are positive, but they still thought code-switching to be
an inappropriate strategy. Their contradictory views about code-switching are still
influenced by the monolingual EMI ideology which sees the combined use of
Chinese and English as improper. In the foreign language classrooms, if the teachers
use more L1 than English, he/she is often seen as less competent and qualified.

Therefore, participants often added that their use of code-switching is not randomly
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used but systematically applied in their classrooms. The data obtained from the
questionnaires and interviews indicate that some universities allowed the teachers to
use code-switching in EMI. However, to what extent the subject teachers follow
those requirements in practice remains largely unknown. Thus, classroom

observations are useful to see how teachers use code-switching in practice.

7.6 Orientations to English language

7.6.1 Orientations to their own and their students’ English

It is important to point out that during all the interviews, I did not ask the participants
directly to comment on their own English, because based on the responses from the
questionnaires, some respondents seemed unwilling to comment on their own
English. But most of the interview participants mentioned their own perception of
their English while we were discussing other EMI teachers’ English competence.
Most of the participants acknowledged that English is a tool for communication.
They felt that they could manage to teach the courses in English. Some of them said
their English is adequate to teach the EMI courses in China. They positioned
themselves as competent teachers with sufficient English competence. However,
when they compared their English with their colleagues or NESs, they started to
consider that they needed to improve their English. Several of them preferred to use
the word ‘standard’ © good’ and ‘clear’ to modify the English which they wish to

achieve.

The following extract with T9 took place when we discussed the EMI teachers’
English competence in her department. Prior to this extract, T9 said that she was
confident to teach the courses in English and mentioned the effort she had made to
prepare the courses. However, T9 expressed admiration for those teachers who had
received education in the English speaking countries and who said that they had no
language problems in teaching the EMI courses. Then she changed her positive

position and felt that her English was not good enough.

Extract 12
1 L how many EMI teachers are there in your department?
2 T9: three teachers(.)not many
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3 L yeah what do you think of their English

4 TO for the majority of Chinese EMI teachers(.)generally speaking

5 they have good writing and reading skills(.)but for speaking

6 skills(.)maybe not good(.) those who studied their PhD degree in

7 foreign countries might be capable of using English for

8 instruction(.)YOU KNOW they speak good English

9 L yeah en we do not have an English speaking environment(.)why do
10 you think they speak good English

11 T9: (3) they use and speak English everyday with native English speakers
12 (.)in other words they practice frequently in genuine contexts(.) | think
13 they could speak English more accurately and fluently than others (.)I
14 learnt English in China(.) I only spent a few months in the English

15 speaking countries(.) I didn’t have much opportunities to practice my
16 English(.) my English is not good enough(.) but I need to try my best
17 to achieve the standard English(.) because I’'m the teacher

In extract 12, | asked about T9’s perceptions of teachers’ English in her department.
She preferred to use the general descriptor ‘good’ when she attempted to evaluate
others’ English skills. Like many responses elicited from the questionnaires, several
participants mentioned their belief that those who obtained their PhD abroad could
speak good English as well. T9 also shared the same belief, because she assumed
that those teachers would have had more chances to practice their English with NESs.
By contrast, those Chinese teachers who had never studied abroad have had the
limited chances to practice their spoken English. It seems that T9 thought teachers
could improve their speaking skills by talking with NESs. Once a teacher can
demonstrate high proficiency in spoken English, she/he will be considered as good
English user. In line 13, she said that teachers who practiced their English with NES
“speak English more accurately and fluently”. It seems that T9 ignored the fact that
those teachers also need to speak English with NNESs. This suggests T9 thought that
achieving good oral English skills means that teachers need to practice their English
with NESs. After commenting on others’ English, T9 changed her position and said
her “English is not good enough”. In contrast with other subject teachers, T9 realised
that she had limited occasions to practice her English. She seemed to believe that she
could improve her English by speaking with more NESs in foreign countries. The
reason why she wants to achieve standard English is simply because she is a teacher.
In the Chinese education contexts, teachers are often perceived as the authority. They
are also expected to demonstrate the standard model which students can follow. The
traditional views on the teachers’ role are very likely to influence the participants’
orientations. Here, it is clear that T still felt obligated to use standard English in

order to present the standard model. T9’s view is very common among other
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participants in the interviews. Participants’ orientations to their own English changed

in relation to which assessment criteria they were based on.

Participants’ orientations to their students’ English are influenced by the language
ability of the students they are teaching. Some (e.g. T4, T8, T7) said that their
students have good English competence and pointed out that their students were
selected before they were enrolled in EMI programmes. They often emphasized the
point that their students have a very strong learning motivation and good attitudes.
For example, T4 said: “my students were selected so they do not have language
problems. Their English is good”. When I asked her how her students were selected.
T4 explained that her students took English Gao Kao exams that all had achieved
high scores in English. T4 did not criticise her students’ English and seemed to

believe that the entrance exams scores would reflect her students’ English ability.

However, the majority of the participants in the interviews expressed a more
negative evaluation of their students’ English. Their EMI courses were often
designed as compulsory ones and their students were not required to the take any
English exams. As was discussed 6.6.1, when the questionnaire respondents
evaluated their students’ English, their comments were often associated with ‘bad
English’. After reading my interview transcriptions, I found that the phrases “bad
English” and “low ability” had been mentioned frequently by some participants.
During the interviews, when they referred to those negative phrases, I asked them for
further explanations on how they interpret those terms. It was found that some
participants described the students as weak in speaking and using grammar
accurately. In addition, the participants also pointed out that their students have
limited chances to read the disciplines in English. The following two extracts reflect
the typical participants’ orientations.

Extract 13

L: what do you think of your students’ English?
T12: very bad. Many of my students have difficulties to speak English(.)
they are good at reading
L: you think they have bad English because of their speaking skills
T12:  yes(.) they are not using the correct English grammar.

O~ wdN~—
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Extract 14

L:  what do you think of your students’ English?

T6:  my students have very low ability to use English in practice (.)
they have weak skills in speaking and listening(.) they seldom
use English to communicate their ideas(.) for the first two years(.)
they were learning vocabulary, grammar, sentence structures(.)
they have few chances to read the academic terms(.) they
did not read any subject books in English.

~No ok~ wnN—

As can be seen from the two extracts above, both the two participants thought their
students had bad English, because of their weak competence in speaking and their
ability to use English in communication. It appears that T6’s comments on her
students’ English are not restricted to English language ability but also include their
ability to understand and study content knowledge. In addition, there seems to be
distinct differences in students’ reading, grammar, lexical and oral English

competence, but they did not consider these skills to be the integrative part.

It is not surprising to find that many participants still considered that their students
should speak and write ‘standard’, ‘accurate’ and ‘good English’. They expressed
positive views on their students achieving standard native English. For example, T13
in the following extract also expressed positive views on standard native English.
Actually, before this extract, I pointed out the fact that many NNESs study different
subjects in English in universities worldwide. I also briefly introduced the ELFA
approach. After heard my words, T13 felt very surprised to hear the ELFA approach.
She did not comment much on it but seemed very shocked to hear of. Then we
continued to discuss EMI and ELT in China. I raised the topic of non-conformity to
native English.
Extract 15
L:  erm(.) when we speak or write English(.)our English contains some
Chinese features(.)the English is different from native English
speakers(.)but maybe others can understand
T13: 1think students and teachers need to use standard English
otherwise they could not understand your English language(.)
people learn how to speak by imitation(.)we can not create
English by ourselves(.)English should retain its‘original taste and
flavor’(.)perfect accent may be difficult to achieve but your written
English should be correct er no errors
10 L: yeah

11 T13: I mean we need to try our best to imitate their English pronunciation
12 er TRY OUR BESTY(.) it’s unrealistic to expect we have the same

OO ~NO O WN P
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13 accent as they(.)Chinese people always have Chinese English accent(.)

14 though one billion people are using English(.)they cannot change the
15 rules(2)otherwise people could not understand your English(.)you will
16 be kept away from communication (Feng sha) @@

17 L:  yeaherm I remember you mentioned previously that you studied in the
18 USA for one year? you might also have many chances to talk to both
19 NESs and NNESs

20 T13: yes

21 L:  canthey understand you

22 T13  yeah they can understand my point most of the time(.)but my English is
23 not standard erm if I could use standard English(.) they could

24 understand me better

In extract 15, T13 again expressed a positive perception of conforming to standard
native English. T13 said both students and teachers should imitate native English
speakers’ English. It seems that she had never considered that NNESs could make
any language innovation. T4 did not question the notion that the students’ need to
follow native English norms. She used the metaphor ‘original taste and flavor’ in line
7 to express the importance of the ENL norm. The emphatic stress and repetition of
the word ‘try our best’” again suggests that she was holding a strong belief that
students/teachers could improve their English in line with ENL by making a
consistent effort. T13 admitted the fact that Chinese people speak English with a

Chinese accent, but she seldom showed confidence in her English accent.

At the end of the extract, T13 used a very popular Chinese term ‘Feng sha’ which
means to keep away from communication. She seemed to express that both students
and teachers should all follow the native English norms. Otherwise, nobody will talk
to them because of their English. T13 also said that only native English could
promote communication. She believes any divergence from native English will cause
communication breakdown. I then asked about her overseas experiences in the USA.
Although she admitted that people could understand her most of the time, she still
wanted to have standard English. In addition, it seemed that my previous

introduction on the ELFA approach did not influence her position.

It is useful to note that nearly all of the participants drew on the CET 4 results to

evaluate their students’ English. The possible reason is that all students have to take
this test and it helped them to make quick evaluations. Several of them thought that
the marks of the CET could reflect their students’ English proficiency. For example,
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T6 said “my students have different levels of English proficiency(.)some have
already passed the CET4 while some of them haven’t”. They also said the university
could use this test as the gate-keeping criteria. It can be used to measure if a Chinese
student has the sufficient English language skills to study in the EMI courses. For
example, T2 said: “CET 4 helped us to measure students’ English in a general way(.)
those who have passed CET 4(.)are qualified to study the subjects in English”.
Similarly, many questionnaire respondents also expressed their appreciation of using
CET 4 as the reference to evaluate their students’ English. However, a few
respondents said their universities did not use CET to assess students’ English. They
argued that the university should first check students’ CET scores before they permit
students to select EMI courses or programs. This indicates the powerful role of CET
4 in the participants’ minds. The following extract took place when we discussed the
effect of CET in EMI. T1 initially positioned herself as a strong follower of the CET

tests.
Extract 16
1 T1: my students(.)l think most of my students have adequate
2 English proficiency(.)many of them have passed CET4 and it’s
3 really useful
4 L:  soyour students have already passed the CET before they enrolled
5 in EMI
6 T1: no we started EMI in their first year erm at that time they didn’t take
7 the exams
8 and they took the CET4 last year(.)but personally I think students
9 should take the CET 4 before they started the EMI courses(.)
10 based on their scores (.) we could know if the students have the
11 adequate English levels
12 L: I guess EMI requires students to have higher English proficiency
13 than the general English test(.)] mean CET 4 probably does not
14 focus on the academic English
15 T1: Ithinkthat CET 4 scores do reflect overall students” competence(.)
16 proficiency(.)we could use the results to assess students’ English
17 and academic English.

Unlike others who expressed negative views on students’ English, T1 believed that
her students mastered enough English to be able to benefit from the courses. Her
evaluation was based on her students” CET 4 results. She tended to use students’
CET4 scores to assess whether they have the appropriate qualifications to study in
EMI. It should be noted that T1 overly relied on the CET 4 scores rather than their
students’ actual use of English. This also indicates that general English exams

influence people’s orientations to English language. T1 even suggested requiring the
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students to take the exams before they enrolled in the EMI programs. | then

responded to her by stating that CET 4 might not test students’ academic English.

However, she seemed to ignore my point. Instead, T1 reiterated her positive

positions on the value of CET 4 and did not question the validity of CET 4. We

continued to discuss how to help the students learn more effectively in EMI and |

also raised the idea of the EAP courses. At this moment, T1 changed her positive

position on CET 4 scores. The following extract showed her views.

1 T1:
2
3
4
5
6 L:
7
8 T1:
9
10
11
12 L:
13 TI:
14
15
16
17 L:
18 TI1:
19
20
21
22

Extract 17

my university recently has also promoted the EAP courses
for the students(.)foreign language department has more
detailed information on EAP erm | think courses will benefit
for my students(.) students also need to improve their academic
English skills
yes | think general English might be different from the academic
English erm English used in the EMI courses
yes a lot of terms and models(.) I don’t think all my students’
have the sufficient
academic English skills(.) sometimes the test results are not
reliable
yes tests can not measure everything
erm in EMI my students’ need to write analytical report and
do group presentations all in English(.) | found some of my students
found those tasks difficulties | must say many of them have already
passed the CET 4
the question is how should CET reflect EMI
I think we may need a new English test to decide who
are going to study in EMI courses and should contain oral
English exams erm(2)I don’t know exactly but those who design
English tests should think about how to incorporate academic English
skills into the English tests.

As can be shown from this extract, T1 started to introduce the subject of EMI

courses in her university. She seemed to welcome the courses and said students need

to “improve their academic English skills”. Then I raised the issue about the

differences between academic English and general English again. This time, T1

agreed with me (on the point) and reflected on her students’ English proficiency

again. She admitted that in practice the students may perform better or worse than

the examination scores indicate. She seemed aware that test results could not reflect

her students’ English performance in EMI. T1 actually changed her position on the

CET 4. Later she suggested having a new English test to measure students’ English

level. However, she still thinks that there should be a standard English test to
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measure students’ English, and she argued that test makers should take oral and

academic English skills into account.

Those participants who expressed positive views on their students’ English
expressed more flexible views about students English, though they admitted that
their students’ English is not standard. The notion of intelligibility was mentioned
and their focus was on their achieving the communication purposes. For example, T7
said: “English is a tool for us(.) if they can understand my students’ meanings. As
long as we can communicate our ideas, I don’t think we need to master perfect
English”. What T7 meant by the phrase ‘perfect English’ is standard native English.
It is very likely that T7 has realized that the key task in the multilingual contexts that

communication is the primary task instead of conforming to standard native English.

There are also a few participants (e.g. T6, T14) who changed their perceptions of the
need to ask their students to conform to standard native English. In the following
extract 18, T6 initially held a very strong normative view on native English and
required her students to always follow native speaker norms. She described native
English as ‘great’ and ‘cool’ and used the words ‘not good’ to describe other
teachers’ English. When I asked about her overseas experiences, she was willing to
share her experiences with me. However, in the process of telling me her story, she

shifted her original normative orientation to a more flexible orientation.

Extract 18
1 L: you said you studied in the USA for six months(.)en how do
2 you find the use of English there
3 T6: yeah(.) I really enjoyed that experience(.)a bit short but
4 useful(.)
5 L: did you talk more often with native-speakers or non-native
6 speakers? In the UK | find | speak more often with non-native
7 English speakers@@
8 T6:  @yes(.)I think | also speak more often with non-native English
9 speakers(.)for the first 2 months I studied English language
10 (.ymy classmates were all non-native English speakers.
11 later | audited some MA courses(.)l have American
12 classmates and classmates who come from all over the world
13 you are right I speak more often with non-native English
14 speakers
15 L: quite a similar situation(.) I think it’s interesting to speak with
16 other non-native English speakers

17 T6: yes. one of my friends is from Thailand(.) our English is not
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18 very good(.)but we tried to use various ways to achieve

19 communication(.) such as paying attention to other’s

20 English(.)looking up words and phrases(.)speaking slowly(.)

21 we are good friends and went to shopping and travel around

22 after the class

23 L: do you think you had some misunderstandings

24 T6:  no(.) for me I think I could understand her English(.)sometimes

25 I find we also need to make efforts to

26 understand each other(.)not only practice your English(.)i

27 remember [ used the word ‘bizarre’ in the group discussion(.)

28 two of my group members did not understand the meaning(.) |

29 was pretty sure that my pronunciation was good(.)en but when

30 I changed the word into ‘strange’ they all understood

31 L: en | also have had the similar experiences (.) we all need to

32 consider whether the listener understands us(.) sometimes er (.)

33 some native English speakers(.)they use very idiomatic expressions
34 | find it very hard for me to understand

35 T6: yes(.)l agree with you(.) we need to know how to adjust our language

In extract 18, T6 initially held a very strong normative view on English use and she
required her students to follow native speaker norms. Later in the interviews, when |
asked her to talk about her use of English in the USA, her response demonstrated
that she enjoyed her experience very much. Then I asked her whether she spent more
time talking with native English speakers or non-native English speakers. T6 said
she talked more often with NNESs than NESs. She mentioned the communication
between her and a Thai friend. T6 and her friends actually used different strategies to
communicate. The communication strategies which she listed in lines 18 to 20 have
demonstrated that they made efforts to get across their meanings to each other. Then
| asked her if she encountered any misunderstanding when she communicated with
non-native English speakers. T6 said no without any hesitation. She gave an example
to demonstrate how she tries to let the listener understand her meaning (see line 24-
30). This typical example demonstrates how people try to get their ideas across. |
pointed out that some NESs used very idiomatic expressions which might cause
difficulties to understand. In line 36, she added: “yes” which indicated she agreed
with my opinion. She emphasized the point that both speaker and listeners need to
learn how to get their meanings across. When T6 reflected her experiences in the
USA, she seemed to realise the gap between what they thought to be necessary skills
for communication and what are really needed for successful communication.
Although T6 seemed to realise the importance of adjusting her English in different

communication contexts, when talking of her students’ English, she again changed to
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normative perceptions, and pointed out her students need to use standard and correct

English. Thus, overall T6 expressed ambivalent attitudes towards English.

7.6.2 Orientations to the language support for the students and the teachers

It is interesting to note that during the interviews some participants mentioned that
either their own English or their students’ English needs to be improved. Again,
many of them actually demonstrated a certain degree of contradiction in their
comments. Some teachers seemed to be positive towards their own English at the
beginning but not so positive by the end of the interviews. However, later some
shifted their original perception to a new position when they talk about how to
improve their English. For example, one participant said: “my English still needs
improving”. A few of them also expressed their interest in attending training courses
to improve their English, but criticised a lack of support for the EMI teachers. For
example, T8 said:

NONO(.) no support at all(.) I help myself erm erm they simply assign the teaching
task to me and then I’'m responsible to all the teaching(.)another teacher who also
teach EMI in my department(.) only two teacher(.) we sometimes feel a bit isolated.

The lack of training provided for EMI teachers was quite common among many
Chinese English teachers. The participants said that their universities prioritised
research over teaching. As T 9 said: “promoting EMI teaching is just paying the lip
service (.) I know my English still need to be improved but | do not expect they will
offer me any language training”. Likewise the participants only felt blamed for their
lack of English proficiency. The administrative staff said that it is the teachers’
responsibility to improve their English. The administrative staff tended to believe
that as long as teachers make great efforts, they can acquire the necessary level of

standard English.

In the following example, T11 showed a concern that her English was not good
enough and needed to improve even when she said she “could handle the teaching”
in line two.

Extract 19

[N

T11: English is not our mother tongue and I hope to receive some English
2 training(.)erm I can handle the teaching with my English(.)but I hope

182



they could offer me more training(.) I know such training is like a pie
in the sky
L:  why do you think such training useful
T11: toimprove my English proficiency erm erm life-long
learning(.) as a teachers | must improve erm to refresh my
English
L:  well I observed your lessons(.)actually I think you speak
English very well
10 T11: @@thank you(.) as an EMI teacher I have to have higher
11 aims(.)my students erm and my colleague (2)the university
12 all expect me to have higher English proficiency

O©o0o~NO 0101~ W

T11 seemed to believe that she could improve her English if she attended more
English training courses. But actually she knew that she was unlikely to get such
support from her university, instead she had to made great consistent effort by
herself. She further explained that her students, colleagues and the university all
expect her to achieve higher English proficiency. This indicates that improving her
English is the external expectation. Thus, the fact that she changed her views could
be interpreted as her own perceptions of her English being different from others. The
external pressure affects them to set the goal to improve their English in line with the
NEL. Though a few participants generated more tolerant views on non-native
English, they still believed that there is one correct form of English. About half of
the participants mentioned the aim of improving their English to be as close as

possible to the standard form.

Some participants also talked about ways to improve their students’ English. They
again highlighted that they did not have the duty to help students to improve their
English. They all mentioned that their students should further improve their English
through College English courses. They said they did not care about students’ English
accents and fluency in the EMI courses, but they pointed out that students’ English

language competence should be enhanced.

It should be pointed out that only two participants (T12 and T14) mentioned that
their universities offered EAP courses for their students. The rest did not. It should
also be noted that three participants actually had no idea about what EAP courses are
about. Despite the fact that most of the participants were not familiar with EAP

courses, they thought that EAP courses are very necessary for their students. They
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main reason given was that such course would help students’ to improve their
English skills. They expected that EAP courses could improve their students’ four
language skills. The following extract took place after we discussed the EAP courses

in T14’s university.

Extract 20
T14: no no we don’t have EAP courses now
L: do you think it is useful to have such courses
T14: yes(.)my students lack the academic English skills and | think
such courses could improve their English(.) it’s similar to
College English
L: improve their English skills?
T14:  yes erm I’m not sure about the EAP courses but students could

improve their speaking writing and reading skills(.)students
need to observe the standard academic English
L: okay so you think EAP courses could help your students’ to
improve their academic English and you think there is standard
academic English
T14: yes

el
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The extract begins with T14’s statement that there is no EAP course in her university.
It appears that T14 welcomed the EAP courses simply because the courses would
improve their students’ English. It seems that T14 could not differentiate between

the EAP courses and the College English courses. She tended to believe that both
courses could help their students improve their English skills to achieve the language
competency of a NES. In line 8, T14 said: “students need to observe standard
academic English”. Even though she says she is not clear about what the EAP
courses should teach, she claimed that the courses would help students improve their
‘standard academic English’. Her orientations to EAP courses were associated with

orientations to College English.

The findings also suggest that some subject teachers did not have a clear idea about
how to help students’ improve their English. It seemed that they only identified the
need to offer language support for students without understanding which types of
English support would help students to improve their skills. They tended to pin all
their hope on the College English courses. However, apparently College English
provides little support for students who are going to be enrolled in EMI courses. In

the mind of the majority of participants, students could improve their English skills
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through attendance at a series of English language courses. They made no attempt to

question the current College English teaching.

Another interesting finding is that previous experiences of communication with
NNESs might influence teachers’ perceptions of how to help students’ improve their
English. During our interviews, when asked to reflect on their overseas experiences,
nearly all the participants said that they had experienced communication with
NNESs in various contexts. All of them said they had difficulties in understanding
the NNESs when they first arrived in foreign countries. Many expressed negative
perceptions towards NNESs’ English. But they all said they could understand those
NNESs’ English after a few months of increased contacts and had changed their
attitudes. They also like to compare Chinese English accents with those NNESs
accents and made comments like “Chinese English accent is easy to understand” or
“our English accent is much better than other NNESs’ accent”. Two participants (T7
and T13) said it is necessary for their students to listen to English speakers with
different accents. T7, in the following Extract 21, expressed her belief in
encouraging her students to listen to different English accents. T7, is a mathematics

teacher and she stayed in Japan for 5 years.

Extract 21
1 TT7: | often encourage my students to speak English as often as
2 possible(.)I tell them to have a positive attitudes to different English
3 accents(.)because every speaker have their own accent(.)if you could
4 understand different English accent(.)it shows that you have good
5 English proficiency(.)Chinese people’s English is good compared
6 with other English accent(.)when | attend the international
7 conference(.) you can imagine they all speak English with
8 different accents
9 L: do you think your students have any expectations of your English
10 accent
11 T7: NO NOC(.)I heard people say American English accent sounds nicer
12 than British accent(.)but British English has better grammar than
13 American English(.)i have a friend who is studying in King’s
14 College London?
15 L: yeah King’s College London
16 TT: we often watch American films(.) I find they speak good English(.)
17 but the grammar is so so(.)an American friend tells me people who
18 stay in the middle part of the States speak standard English(.)the rest
19 all have accent
20 @@ what are the Americans(.)those who obtain the Permanent
21 Resident Card are Americans
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In extract 21, based upon her previous oversea experiences, T7 believed that it was
good for students to listen to different English accents. In line 4, she said students
could demonstrate good English proficiency if they understood different English
accents. Good English proficiency is now associated with students who could
understand different English accents. She seemed to believe Chinese people’s accent
sounds much better than other non-native English accents. When | asked her if her
students have higher expectation of her English, the emphatic stress on the two
words “no no” suggested she did not feel worried about her English accent at all.
However, she was not clear about differences between British and American English.
T7’s perceptions of American English and British English accents are-probably
influenced by her friend’s views and film dialogues. While we were talking about
accents, she referred to the grammar and said British English people have better
grammar than American English. But I doubt if she could distinguish between
British and American accents. For many Chinese teachers, the differences between

them are hardly perceptible.

Initially, she said the American English accent is better than the British accent. But
later when she said her American friends told her that the standard American English
accent only exists in the middle part of the states, she realised that there is no correct
American English accent. This may indicate that she did not have the sociolinguistic
knowledge. In addition, T7 held very positive attitudes towards Chinese English,
possibly because of the awareness of the diversity of English used in international
contexts. It is important to point out that there was quite a small number of
participants who expressed more flexible orientations to Non-native English. Some
participants’ orientations changed as the interviews progressed. To what extent their

flexible orientations influence their teaching practices is still unknown.

7.6.3 Orientations to how to assess students’ written and spoken English

It should be noted that several of the participants did not have a consistent view on
the form and correctness of English. They sometimes changed their positions in
relation to the topics and to the issues raised during the interviews. With regard to
how they assess students’ written and spoken English, the majority of the

participants said that they focused on whether their students could express their ideas

186



rather than if they could use the correct language forms. But three participants said
they asked their students to conform to standard native English in both written and

oral work.

T3 initially said her students had adequate English to study EMI courses and she
appeared to be satisfied with their English competence. Then I raised the current use
of English around the world and the ELFA approach to T3. She did not agree with
my views. She expressed a contradictory position. The following extract 15 took
place after I described the ELFA approach on English language. I then asked T3 how

she measured students’ English in coursework, essays and exams.

Extract 22

T3:  Students DO NOT conform to native English(.)this is not because
they don’t want to conform(.)it’s because of their low English
proficiency
L: okay

. you know so many students could not use the standard(1) then if
you could do this, you will make a difference(.)you will be
successful(.)find a good job(.) get promotion (.) despite the fact
that we are using English in China(.)I think it is still necessary to use
the standard(.)people could understand you better if you follow
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10 native English norms (2)otherwise people will not understand your

11 points

12 L: ermon some occasions(.) our Chinese English erm many foreign people
13 could

14 understand our points(.) though it’s different from native English

15 speakers’ English

16 T3: butit’s not correct erm not standard (.) not standard

In extract 22, T3 formed a strong attachment for native English. She assumed that
NESs’ English is the most desirable one that every student wants to achieve. She
began by mentioning the low proficiency of her students. It seems that T3 changed
her initial position, she did not consider her students’ English to be acceptable or
legitimate at this moment. When we refer to native English, T3 still believed that
ENL is the most acceptable form of English. Her students needed to improve their
English as closely possible as to NESs. Whenever she used native English norms as
the yardstick, she always made negative comments on her students’ English. T3
believed NE would make students feel superior, as the majority of students could not

achieve this goal. She used the phrase “you will make a difference” in line 6. It
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seems that T3 referred to the good image she wants her students’ to show. She also
said that people could not understand the points if someone does not speak NE. This
belief was shared by some other participants in the interviews. When I said that
foreign people actually could understand Chinese English in some contexts, T3
disagreed with my points and said ‘it’s not correct’. My responses did not change her
strong position on native English. T3 repeated the phrase ‘not standard’ twice, which
indicates her strong belief on standard native English. This belief may influence her

ways of assessing the Chinese students’ English.

Despite the fact that the majority of the respondents expressed positive orientations
to native English, sometimes their orientations were not consistent during our
interviews. A few changed their position after hearing about the ELFA approach (e.g.
T2, T7, T8, T12). Some said it was their first time of hearing about this approach.
Later they said they understood the difficulties for students learning subjects in
English. A few referred to the Chinese social context where English is not frequently
used. They seemed to notice it was impractical to expect all the students to conform
to native English. Presumably, after my explanation of the ELFA approach, they also
reflected on their orientations and expressed more tolerant views on their students’
English. In particular, many of the participants expressed a more flexible approach to
their students’ spoken English than to their written English.

In addition, it has been found that those who have a more tolerant view about non-
native English usually have experience of using English in a multilingual
environment. Many referred to their study experiences in foreign countries. It should
be noted that only T12 did not have overseas experience, whereas the rest have. For
some of them, they have the awareness of different varieties of English. Though they
still said native English norms are important, some of them talked a little less about
the notion of conformity to native English.

The following Extract 23 is from the interview with T8 about how often native

English norms are used for assessing their students’ English. The conversation took

place after T8 listened to my instruction concerning the ELFA approach.
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Extract 23

L:  will you correct your students’ spoken language

T8: inmy classroom, students often use sentences like he go to
somewhere (.) this sentence do not follow the grammar

accuracy(.) in my class I do not correct them

: why don’t you correct

T8: in SPEAKING (.) the main reason is because | could understand their
meaning(.)another reason is because | do not want to demotivate

the students

L:  what about in writing(.) will you correct them

10 T8: in writing, I don’t expect my students to write 100% correct English(.)

©CoO~NOWnAWN—
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11 but I do require them not to make obvious grammar mistakes(.)l need
12 to make sure they organize their report logically and they also need to
13 show they understand the content(.) sometimes the grammar is right(.)
14 but the words are not idiomatical(.)if | could still understand their

15 point(.)I don’t mind. You know(.) it’s fun to read their English

16 sometimes@@ @

What T8 said suggests that she was happy with her students’ English as long as she
could understand them. She gave reasons why she did not correct students’ spoken
English. The extra stress on the word ‘speaking’ suggests that she took a more
tolerant view of her students’ oral mistakes than their written ones. This result
correlates with Jenkins’s (2014) questionnaire respondents. A lot of Chinese
respondents said that they would not correct their students’ oral mistakes as long as
they understand them. However, in writing, T8 altered her position of written
English a bit and said that students “should not make obvious mistakes”. It seems to
T8 that naive English norms are often used to measure her students’ writing. But T8
also highlighted the intelligibility in writing. At the end of this extract, T8’ s words
“it’s fun to read their English sometimes@ @@, suggest that she enjoys reading her
students’ English. Her flexible attitude to students’ English shows that her attention

was focused on content and intelligibility rather than on form.

Another participant T2 expressed a very negative orientation to her students’
English, and she attributed her strong conformity to native English to the English
tests. It seems that she positions herself as having to take account of the English
examinations and other type of English assessment. However, when we talked about
EMI practices in China, I mentioned the concerns which other Asian teachers
encountered and my feeling that native English norms should not be used to measure

NNESs’ English in EMI in Asian countries. When we talked about how she
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measured her students’ English, she seemed to change her normative position to a

more flexible position.

Extract 24

L:  you said you asked your students to do all the assignments in English

T2: yesall in English

L:  how do you measure your students’ English language

T2: | have a lot of students(.)A LOT(.)four classes each about 150 students
. bigclasses(.) (.) it must take you a lot of time to do the marking

T2: ermyes I spent a lot of time on marking(3)other teachers also have

many students when [ assess my students’ assignments I focus on the

content(.)

ok you did not focus their English mistakes

OO0k, WNPE
-

r

10 T2: Ido not have time and energy to correct their English (3)other teachers
11 also do the same way
12 L yes

13 T2: for students I think it’s still a challenge for my students to write in
English(.) as long as | could understand their meaning that is fine(.)I
could understand their English I can not require both language and
content

el
oo

When asked whether T2 corrected students’ written English or not, T2 pointed out
that she has a large number of students, in line 4. T2 admitted that she did not correct
them due to the large number of students in her class. But there was a long pause
before she said that other subject teachers did the same. This might indicate that T2
felt she had the responsibility to help students to conform to native English, but in
practice, she found she could not because of lack of time and energy. She then
emphasized the fact that other teachers did not correct students’ errors. This might
indicate that her practice is very common among many subject teachers in China.
She then pointed out the difficulties for her students writing in English and admitted
she could understand and accept what her students’ wrote in the assignments. In fact,
she altered her position to some extent and said she measured students’ English
based on the intelligibility rather than native English norms. It is necessary to point
out that T2’s flexible orientations to English may be influenced by the practical
issues, such as the large number of students in the classroom and heavy work load.
This could be one of reasons which made T2 accept the divergence from native

English when assessing students’ English.
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7.7 Conclusions and discussions of the interview study

The findings from the interviews pointed to possible reasons for respondents’
responses in the questionnaires. The interviews have given me an opportunity to
understand how subject teachers perceive English, EMI and EMI policy in China.
The interviews also helped me to explore the effects of English language policies on
teachers and how the policies are actually implemented in practice.

In fact, many of the participants exhibited contradictory positions on EMI policy,
EMI and English language. Some factors have been found which influenced the
participants’ positions during the interviews. The following factors could be the
major one for attributing their changing positions. First, people’s orientations are
constantly changing. Their views might be influenced by the communication context,
self-reflection and the topics under discussion. The issues which | investigated
stimulated participants to reflect on EMI, and | found that their orientations were not
fixed. Second, the research methods and my personal views might have had some
effects on them. As discussed in Chapter 5, my promises were given to each of them
that the data would be kept confidential and his/her name would be kept anonymous.
The research confidentiality builds trust between me and my participants. This trust
needs developing gradually in different ways. During the interviews, | always
encouraged my participants to say what they wanted to express. At the same time, |
also shared my experiences and views on certain topics. This may have given my
participants the feeling that we were communicating rather than merely answering
the interview questions. So my participants did not regard me as an ‘inspector’ but
still as an external PhD student whom they could talk to about their understanding of
the EMI. In addition, because the study topic is very closely related to their work,
they might have felt that it was a good chance to talk about their concerns and
understanding. In fact, several respondents did not dare to say they were not
following the EMI regulations at the beginning. But after they heard that other
teachers also did the same, they tended to admit their actual practices. Thus, |
consider my interviews sometimes stimulated the participants to freely express their
views which they did not dare to admit in public. I also introduced the ELFA

approach and the current use of English in the world. All these might influence my
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participants’ orientations. When my participants changed their positions during the
interviews, | found they were willing to explain their views which often contradicted
their previous positions. This may suggest that some participants had already thought
of the issues we were discussing. But they might have felt uncertainty as to when to
say them.

The findings from the interviews have further helped me to answer my research
questions: RQ1 a. What are the subject teachers’ orientations towards EMI and

English use in Chinese universities?

During the interviews, participants expressed many concerns related to teaching in
English, such as lack of support, difficulties for teachers and students and, the vague
distinction between the different types of EMI. Although the official figure indicates
that large number of EMI courses or programmes are being established in Chinese
HE, many participants did not feel that the figures were reliable. They said that the
development of the EMI was still in the initial stages. The participants did not
consider that their universities had offered them enough support that other teachers
made the extra effort for preparing the courses. According to the responses from my
participants, there are many things which the government or university need to
improve. It seems there is no clear division between the different types of EMI and
the aims of them. My participants seem to realise that they have to adjust their ways
of teaching according to different contexts. They think that the management level
does not make much effort to meet the needs of Chinese students and international

students.

Many participants felt that EMI demands more teaching time than teaching in
Chinese. Some felt that their universities did not notice the time issues. In addition,
they believed that their universities have ignored the fact that students’ might need
more learning time. While the subject teachers are clearly aware about their
responsibility to help students’ understand conten, they were very critical about the
language role which the university imposed on subject teachers. The teachers were
well aware that during the limited teaching periods, they could only help students

learn the content well.
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Participants’ orientations on English language would influence how they consider
English use in EMI and the criteria for assessment. With regard to English language,
the participants all expressed a certain degree of attachment to native English. They
felt that native English was the most appropriate form of English in Chinese HE.
Native English is always regarded as superior to non-native English and always has
the association with standard, correct and good. Many of participants believed they
could conduct their teaching in English confidently at the beginning of the interviews,
but after further discussion of language issues, they all felt that they should improve
their English. When they talked about improving their English, they often compared
their English with NESs. They tended to think that they have a relatively low level of
English competence.

In addition, the majority of participants gave a positive evaluation of their overseas
study experiences. The foreign countries they referred to were mainly English-
speaking countries. It seems that they have very little opportunity to speak English
in China and almost all participants consider the best opportunity to improve English
is to study in English speaking countries, because many of them believed they would

communicate mainly with NESs there.

Most of the participants still have a strong attachment to native English. Again, the
underlying standard native English ideology could be interpreted as my respondents’
orientations to English language. This reflects Woolard’s (2005) ideologies of
anonymity and authenticity. With regard to the notion of the anonymity, they felt
obligated to use English to teach the content. Some felt that EMI poses challenges
for both students and teachers, they tended to blame their students’ English or their
own English. They made no attempt to think about which type of English is suitable
in EMI programmes in China. Turning to the notion of the authenticity, they believe
that there is only one correct version of English. They tend to believe that native
English is superior to any other English variety. They kept using ‘standard English’,
‘correct English’ during the interviews. They often associated good English with the
speech of people who come from English speaking countries. Although some
participants mentioned that those who obtained their PhD degrees could also speak
good English, they assumed that they would like to practice their English with NESs
rather than with NESSs.
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In addition, participants’ previous English learning background, examinations and
their aims for positive self- image could also explain their strong attachment to
native English. However, several participants revealed contradictory orientations
towards native English and changed their positions during the interviews. For
example, many of them revealed that they did not follow the native English in
practice. Or some of them accept some divergence from native English norms in
spoken English or suggest that their students listen to some non-native English
varieties in order to give them a greater awareness of English use in real
communication. It appears that for those respondents who have a more flexible view
on students’ English, a certain tolerance for students’ oral English was generated.
When they referred to students’ written English, they again changed their position.
They said students should use correct English grammar and vocabulary. Their
positions changed from more flexible positions to normative ones. Nearly all the
participants mentioned that communication is much more important in EMI. In other
words, they think that they need to make some efforts to help the students understand
their English instructions. However, to what extent they implement the EMI is still
unknown. Though they showed positive attitudes to native English, it seems that
some of them have very vague understandings of native English. One participant
said: “British English has better grammar than other native English” or “American
people speak good English, but the grammar is so so”. Their perceptions of native
English seem to be subjective and not based on their actual communication
experiences. This finding also suggests that people often mention the British and
American English, but some might not be clear about the real differences between
them. The majority of my participants showed some perception concerning the kind
of image they wanted to give to others and how they perceived the English use in
practice. For those who held more flexible views on the forms and correctness of
English, they also experienced a certain degree of conflict between allowing ‘errors’
to pass and accepting only standard native English ideology.

The findings from the interviews have further helped to answer my research
questions: RQ1 b. What are the subject teachers’ orientations towards their own and

other subject teachers’ English? How do subject teachers evaluate their students’

English?

194



All my participants’ evaluations are based on which benchmark they used. If | asked
them simply to comment on their English, they tended to be satisfied with their own
English competence. Many said they think they had adequate English competence to
teach the content. However, when they compared their English with NESs and
‘standard’ English, they tended to say that their English was not good enough. Due
to the influence of the standard language, they always feel that they still need to
make a consistent effort to improve their English. Only one participant said directly
that she disliked the persistent pressure to improve her English which was exerted on
her as a non-native English teacher. She might already realise for herself the
unrealistic goal of speaking native-like English. She disliked spending much more
time on achieving what she considered were unattainable goals.Some participants
expressed admiration for those subject teachers who have received education in the
English speaking countries and who said they used English entirely in the EMI
courses. Many of the participants still think the most valuable communication

opportunities is to practice their English with NESs in the English speaking countries.

With regard to their orientations to students’ English, the majority of the participants
still believe that the students should try their best to speak and write standard English.
They expressed their concerns about students’ English proficiency. Like many
responses obtained from the questionnaires, participants in the interviews also
expressed strong attachment for native English. Many initially said that standard
native English is the best kind of English that students should aim for. It should be
noted that some participants expressed more flexible view towards students’ spoken
English. Some said that they measured students’ spoken English based on the
intelligibility rather than native English norms. Some even admitted that they did not
correct students’ written mistakes. The reasons mentioned include the large number
of students and the flexible views on accepting their non-standard English. However,
although many participants said that they sometimes accept some divergence from
native English in practice, they still believe that such divergences are not the
standard form. This finding seems to suggest that ELF exists in practice, but the

subject teachers still tend to think that people should follow standard English.

In the following chapter, | will describe and analysis the observations | made in

order to explore EMI from an observer’s perspective. As it was discussed in the
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methodology chapter, observations can demonstrate what people actually do
compared with what they say they do. The findings from the interviews and

questionnaires will be compared.

The findings from the interviews have further helped to answer my research
questions: RQ1 c. what are subject teacher’s orientations towards their university’s

EMI policies and practices?

Participants’ orientations to their institution’s EMI policies, it seemed that some
were not familiar with the EMI policies and had no clear idea of what was written on
the policy documents. But they still wanted to comment on the policy. Initially some
participants expressed a positive attitude to EMI policies; they believe that policies
could ensure the quality of EMI teaching and improve teachers’ career prospects.
When we discussed further about how they implement the regulations into their
classroom, many exhibited a different position, they expressed more criticisms of the
EMI/English related policies than positive opinions. They said the policy is vague

and unhelpful for their teaching practices.

When the participants were asked to comment on the English requirements of the
EMI policies, one issue concerning the amount of English use in EMI in China was
discussed quite frequently during the interview. Many participants said that their
university EMI regulations do acknowledge the exact percentage of English used in
teaching. But some participants found the requirements were not practical to follow
in practice, and one described it as “a very nice wish list”. They all approved the use
of code-switching in their classrooms, but no one said directly that they used
Chinese more than the EMI regulation prescribed. The reasons for their use of code-
switching were raised as explaining the key concepts and helping the students to
understand the content. The interview results indicate that almost all of them
adopted code-switching mode. This is inconsistent with their statement that English
was mainly used in their classrooms. Their responses suggest that they still lacked
confidence about using code-switching in EMI classrooms, because they were
supposed to use English as much as they could. Their ambiguous position indicated

that they did not want to be perceived as incompetent English teachers.
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In addition, participants said that it is well known that although they are expected to
use Chinese in class, those subject teachers who use English entirely are more highly
respected than those who use English partially. Most of the institutions’ EMI policies
did not specify the requirements for teachers’ English language, but many of those
participants tended to believe what they were expected to by the university. It seems
that there exist some ‘unwritten regulations on English language. Participants were
expected to use English as much as possible. They tended to exhibit a certain degree
of superiority if they could teach courses entirely in English. Turning to ‘unwritten
requirements’ for teachers’ English, they often mentioned the words ‘standard
English’, ‘fluency’, ‘accurate English’ and ‘good English’ to describe what subject
teachers should achieve. They expressed the feeling that they were expected to speak
standard native English and asked to attend English training courses in English
speaking countries. Actually there is little chance for the majority to do this. Some
participants said they were not happy about external unreasonable expectations of
their English. However, the majority seemed take it for granted that unwritten
English requirements were acceptable, and they highlighted the notion that they need
to improve their English in order to give students a good impression. Though three
participants have realised functions of the code-switching in ELF context, their
orientation to code-switching is still linked with the speakers’ lack of English

competence.
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Chapter 8: Classroom Observations

8.1 Introduction

Classroom observation was employed in this study to answer the RQ3 and to find
out what actually happens in EMI classrooms. In this chapter, findings from
observations will be presented and discussed. Chapter 8 will first explain the
classroom data analysis procedure and then describe the characteristics of classrooms
and universities. Then it will quantify the amount of English and Chinese used by
four of the participants | observed. | will present the results in terms of the pedagogic
episodes which occurred in the classroom and explore the reasons for them. The
classroom observations analysis will contribute to the understanding of how the
intended EMI language policy was implemented by different participants and what

norms they adopted to measure the students’ English.

8.2 Observation data analysis methods

Except for participant T5, all the observations with each participant were conducted
after the interviews. When | had completed 32 classrooms observations in five
universities, | listened to the recordings to gain an overall impression of each
classroom. However, | have only presented data from 18 lessons delivered by four
teachers in three universities. These 18 lessons were selected using different criteria.
My main criteria for the four teacher’s classes were based on the different disciplines.
I also considered the technical aspect, such as quality of recording, the amount of
English used in each lesson and the nature of the lesson (lecture or exercise lessons).

I think the number of classroom observation was enough since the data pattern has
been repeated (Cohen, et al., 2011).

During my observations, I first recorded the general information of each classroom
setting with the help of my observation scheme. Second, | focused particularly on
how the participants facilitated teaching using two languages. | took field notes of
the classroom in order to understand why teachers switched to English or Chinese

and how they dealt with form and correctness of English language in practice.
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Although EMI often has the meaning of using English only, the classroom
observations reveal that very few participants use English exclusively. Code-
switching is a prominent feature in all the classrooms. Thus, | quantified the four
participants’ speech in order to find out the amount of English and Chinese used. I
drew on the ‘sampling’ methodology proposed by Duff and Polio (1990). Their
method allowed me to find out how much English/Chinese the subject teachers were
using. According to this method, teachers’ utterance was noted every 15 seconds

and categorised as follows:

L1: utterance is completely in Chinese

L1c: utterance is in Chinese with one word or phrase in English

Mix: utterance is approximately an equal mixture of Chinese and English
L2c: utterance is in English with one word or phrase in Chinese

L2: utterance is completely in English

Pause: no speech

? utterance not clear enough to be coded

Table 8.1: Coding system of language use in class (adapted from Duff and Polio 1990)

Most of the lessons started by the teacher greeting all the students. | counted this
stage as 0:00. After this, I listened to my recordings many times and noted the type
of speech which occurred every 15 seconds of the language and then decided how |
should categorize them. Appendix 11 shows an example of the observation scheme
for a 10-minute period of lesson. This method has been adopted by other researchers

to measure the ratio of L1 and L2 in classroom settings (e.g. Song, 2009).

After quantifying English and Chinese use in each classroom, 1 listened to my
recordings many times in order to identify the key features during the instructions.
Taking into account the purposes of my observations, | decided to transcribe part of
each lesson. | transcribed those pedagogic episodes related to my research questions.
Then | categorized them based on my observation scheme and the important things |
selected after | finished my observations. | focused on the language used in each
classroom and how the participants corrected students’ English. Thus, the
observation data were analysed at the sentence level. Three major themes emerged
relating to my research focus.

1. Purpose of code-switching during the instruction

2. Occasions of English use in the classrooms
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3. Participant’s feedback on students’ spoken English (content based or

language based)

Before | present the results of my observations, | will first describe the four teachers
and their teaching context as this will help students to understand participants’
teaching behaviour. The three public universities where | conducted my fieldwork
are all located in Beijing. All of them offered a certain number of EMI courses or
programmes and presented the public image of being international universities.

8.3 The characteristics of the observation settings

All three universities which I observed offer both undergraduate and Master’s
Degree programmes in various disciplines. A range of selected courses are taught
entirely or partially in English. Though the number of international students in each
university varies, their university English websites indicate that they all place an
emphasis on international cooperation or have the features of an international
university. They implied a shared goal to internationalise their universities.
University A describes itself as “a truly international university offering a high
quality academic experience”. University B is one of the leading comprehensive
universities in China. It has a well-balanced range of science and arts subjects and a
lot of disciplines are ranked first class among Chinese universities. On its university
website, it describes its aims as to become “one of the top-ranking research
universities in China and an internationally renowned higher education institute
with its own distinguishing features”. Compared with universities A and B,
university C has the least number of international students. University C also focuses
on “establishing exchange and collaborative relationships with universities both
home and abroad to achieve an international influence”. This university is also
trying to achieve international reputation and exchange programmes with foreign

universities.
The participants’ classrooms were all located in multi-functional teaching buildings.
T1 and T2 are from the same university. Table 8.2 contains background information

(name of course, participants’ speciality). There were about 65-70 students in T1 and
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T2’s classrooms. Due to the large number of students in the classroom, they both
used microphones to teach. Their classrooms were extremely big with 11 rows of
desks facing the teacher’s stage and blackboard. All the desks and chairs were fixed
on the floor, which made it impossible to shift them. Their rooms were all equipped

with a computer, a projector and a roll-down projection screen.

Teacher | Specialty Course name University
T1 English, Business International Business Negotiation A
and Economics
T2 International Trade Economics of Money, Banking, and Financial | A
and Finance Markets
T3 Economics Financial Markets and Institutions B
T4 Mathematics Probability and Statistics C

Table 8.2: the name of the course)

T3 and T4 had rather smaller classes compared to T1 and T2’s classrooms, with 25
to 27 students. In their classroom, students’ desks were placed in rows, all very close
to the blackboard and the teacher’s computer desk. In the front of the room, there
was a long blackboard and a pull-down projection screen. T3 did not make any
power point slides. This contradicted what she said in the interviews. For T4, the
blackboard was used to write formulas and draw mathematical graphs. T3’s class is
also called ‘international class’, which refers to Chinese students who study their
program for three years in China and one year in an English speaking county. This is

known as a “3+1” bachelor degree in China.

Ho (2007) analysed the grammar lesson in stagesproposed a model for analysis of
lesson stages which proved useful for this study. He found the lessons comprise
mainly three stages: the introduction stage, instruction stage and conclusion stages.
In this study, after the intial analysis of all the lessons, four stages of lessons were
summarised: the pre-introduction stage, introduction stage, instruction stage and
conclusion stage. The pre-introduction stage comprises greeting and review. The
Introduction stage cosists of lead-in questions and explanations. The Instruction
stage comprises teachers’ explanation, recapitulation and interaction. The conclusion
stage is when the teacher summarise the lesson and assign the homework for
students. This terminology will be used where needed to clarify the location within

lessons of lesson extracts discussed below.
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The majority of the students in T1 and T4’s classrooms are Chinese students. The
courses were designed as a compulsory course for all the Chinese undergraduate
students in their departments. The international students only account for the
minority. In T1’s classroom there were three international students, two from
Russian and one from South Korea. In T4’s classroom there were three students from
Kazakhstan and one from Thailand. T1 and T4 used both English and Chinese in
teaching. But all the students in T2 and T3’s classroom were Chinese students. Both
teachers used a large amount of Chinese in their classrooms.They adopted Chinese
through nearly all in the four stages of lessons: the pre-introduction, introduction,

instruction and conclusion stage.

With regard to the textbooks, two teachers (T2 and T3) used textbooks published in
the USA or UK. The other two teachers (T1 and T4) used English textbooks written
by Chinese teachers. Both T1 and T4 said they preferred to use textbooks which
reflect Chinese social contexts. It is important to note that all the textbooks have
been translated into Chinese versions. My observations add evidence to the fact that
the most of the students either read the Chinese versions of the textbooks or read
printed power points slides in English. It is possible that Chinese students find it

much easier to read the Chinese textbooks or power point slides.

The general information, such as physical conditions in the classrooms, teaching
materials and university background information enhanced my understanding of
those participants’ teaching practice. This information helps me to think about the
extent to which these factors may influence the teachers’ use of Chinese and English
and the way to conduct EMI. In the following section, I will first quantify the

language used in class.

8.4 Quantifying English use

In this study, L1 and L1c were considered to represent utterances in Chinese. L2 and
L2c were treated as referring to teacher talk in English. The percentages of L1 and
L2 talked by each of the four participants are listed in the following tables.
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T1 L1 L1C Mix L2C L2
Lesson 1 23% 8% 1% 1% 67%
Lesson 2 16% 3% 3% 4% 74%
Lesson 3 19% 4% 3% 6% 68%
Lesson 4 9% 3% 2% 3% 83%
Lesson 5 12% 9% 3% 5% 71%
Average 16% 5% 2% 4% 73%
percentage
21% 2% 7%

Table 8.3: Percentage of T1’s talk

During the five lessons | observed, T1 used both Chinese and English to teach. Her
lessons were well-organized and followed a regular pattern in which she explained
the new content and then moved onto the exercises at the end. As can be seen from
table 8.3, the amount of English and Chinese she used was quite consistent during
the five lessons. The average percentage of Chinese use was 21%, while the
percentage of English was 77%. Overall, English was the major medium of

instruction in her classroom.

However, in terms of English use, there is a prominent difference between T1 and
T2’s classroom. T2 dominated most of the classroom talk and also use Chinese as
the dominant language. As the table 8.4 shows, she used Chinese most of the time
and only occasionally explained a few terminologies in English or she simply read
English sentences from her power point slides. She made no attempt to speak in
English or to involve students in discussion. There was not so much communication
between students and teachers in her class. When T2 asked her students to answer
the questions, nearly all her students responded in Chinese. As can be seen from
table three, the percentage of Chinese use was 91%, while the percentage of mixture
of English and Chinese was 8%. Generally speaking, Chinese was the major medium
in all her classrooms, but English still played a role in each classroom. T2 did not
use English as frequently as I had expected. Although T2 and T1 were working in
the same university and both had overseas study experiences, there were significant
differences between the amounts of English used in their classrooms. As shown in

table 8.2, T1 is the only participant in the observations who studied English language
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and literature in her undergraduate study, the rest did not have any additional degree
in English. It is very likely that T1 feels very confident of her ability to teach the
courses in English and her English competence is better than T2. In addition, T1 and
T2 have different orientations towards their students’ English. In the interviews, T2
generated more negative evaluations of her students’ than positive ones. It is very
likely that T2’s orientations towards her students’ English competence influences her
language use in the classrooms. T2 might believe that the use of Chinese can help
her students to understand the content better.

T2 L1 L1C Mix L2C L2
Lesson 1 82% % 10% 1% 0%
Lesson 2 75% 17% 8% 0% 0%
Lesson 3 64% 27% 6% 3% 0%
Average 74% 17% 8% 1% 0%
percentage

91% 8% 1%

Table 8.4: Percentage of T2’talk

Similarly, 90 percent of the language T3 employed was Chinese. As can be seen
from table 8.5, T3 used an average of 38% of L1C which indicated that her teaching
was mainly in Chinese but with a few words or phrases in English. During her
instruction, English was added to review the lesson or to introduce the initial topic.
Her lessons normally began with a summary of the content covered in the last class.
Then she asked the students to read the textbook and then she asked some questions
related to the text they read. When she was explaining the calculation process, she
always switched to Chinese. The average percentage of English was only 8%.
Although her lessons were called EMI, Chinese was the major medium of instruction.
Apparently, the amount of Chinese T3 used exceeded the prescribed amount in the
policy. Her practices contradicted what T3 said in the interviews. She claimed that

she mainly used English in class.

T3 L1 L1C Mix L2C L2
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Lesson 1 67% 14% 3% 6% 9%
Lesson 2 77% 20% 0% 0% 1%
Lesson 3 28% 64% 4% 3% 1%
Lesson 4 48% 48% 1% 1% 2%
Lesson 5 40% 42% 2% 7% 5%
Average 52% 38% 2% 3% 5%
percentage
90% 2% 8%

Table 8.5: Percentage of T3’ talk

Moving on to T4’s classrooms, T4 mainly employed English in the classroom. What
was surprising was that in the five lessons I observed, she used English 96% of the
time. Chinese was used only when she need to explain some terms in Chinese or to
check her students’ understanding. The class size was relative small in T4’s lesson.
However, there was hardly any interaction between the teacher and students. The
nature of the Maths lesson may require little discussion. Thus it is not surprising to
find a lack of interaction in the classrooms. Students only answered the teacher when
they were asked. As can be seen from table 8.6, the amount of English and Chinese
she used was quite consistent during the five lessons. The average percentage of
Chinese use was only 3%. Overall, English was the major medium of instruction in

T4’s classrooms.

T4 L1 L1C Mix L2C L2
Lesson 1 4% 0% 0% 2% 94%
Lesson 2 0% 0% 0% 2% 98%
Lesson 3 3% 0% 2% 2% 93%
Lesson 4 0% 4% 0% 0% 96%
Lesson 5 2% 0% 3% 0% 95%
Average 2% 1% 1% 1% 95%
percentage
3% 1% 96%

Table 8.6: Percentage of T4’s talk

The reason for quantifying the language is to have a general impression of each

classroom. The four tables above have indicated the proportions of English and
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Chinese used by each participant. According to my observations, T4 conducted the
lessons mainly in English. Others more or less used Chinese during their instructions.
However, the participants’ English use in practice are not in line with their responses
in the questionnaires and the interviews. Except T4, all the teachers’ Chinese use has
actually exceeded the amount which they said in the questionnaires and the
interviews. T2 and T3 even adopted Chinese as the major medium of instruction in
their classrooms, while in the interviews, T2 and T3 often emphasised they switched
to Chinese only when the students could not understand. Findings from the

observations do not support what they said in the interviews.

In addition, with regard to the proportion of English use, all of the four participants’
practices are different with their universities’ EMI policies. T1 and T4 exceeded the
required amount of English use, while T2 and T3 used less amount of English. The
official EMI requirement in University A requires teachers to use at least 40% of
English, while more than 70% of English is supposed to be used in T3 and T4’s
classrooms. In the interviews, some of them mentioned that their university expected
them to use English as much as possible (see 7.5.2). T1, T2 and T3 probably were
aware of such expectations, so they tended to claim that they were using English to
the largest extent. However, the classroom findings suggest that T2 and T3 have
adopted a much higher percentage of Chinese and have not meet the policy
requirements. It is noteworthy to point out that the language use varies significantly
in T1 and T2’s classrooms, where T1 and T2 are working in the same department.
T1 and T2 should have the same EMI policy in their university. Many reasons could
be used to explain the mismatch. First, it is possible that participants adjust the EMI
regulations to their classroom contexts. As some mentioned in the interviews (see
7.5.1), they found their university EMI requirements were not feasible in their
classroom settings possibly because the majority of their students were Chinese.
Thus, participants felt that the EMI requirements are decontextualized and they
wanted to make their own adjustments to the EMI regulations. Secondly, another
possible reason is that there is no assessment scheme which evaluates how EMI
courses are implemented in practice. These subject teachers were teaching the
content based on their own understanding, and their use of code-switching is done in

their own individual way.
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8.5 Main theme 1: purpose of code-switching during instructions

After quantifying the amount of English and Chinese used in each lesson, | then
listened to each recording again. | transcribed some pedagogical episodes when the
participants switched between the two languages. | selected those incidents in order
to explore the possible reasons why the participants used Chinese or English in EMI.
The transcription conventions used in my observation data analysis are partly
designed by myself and partly adapted from Jenkins (2014: 220).The following table

indicate the observation transcription conventions.

() Pause of one second or less

(2) Etc. pause of 2 seconds etc.

XXX Unintelligible word or words

CAPS/Bold Stressed word/loud talking in Chinese

@ Laughter (length indicated by number of @)

T1, T2, T3 etc EMI teachers

[ Overlapping speech

[

() English translation of words uttered in
Chinese

S a student

Ss Students

Table 8.7: Transcription conventions

The first theme is the purpose of code-switching during instructions. The four sub-
themes which emerged from this theme are as follows: explaining the content by
referring to Chinese proverbs; explaining the content when the students have
difficulties in understanding; the use of Chinese for recapitulation, maintaining

classroom discipline.

8.5.1 Explaining the content by referring to the Chinese proverbs

When the participants started to explain the content, they switched to Chinese with
different purposes in mind. T1 sometimes switched to Chinese to facilitate her
English explanations. The following examples indicated that T1 used Chinese
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proverbs when she might have found it impossible to find the equivalent words in
English.
Extract 1°

T1: power means whether you can control or whether you can have
influence overothers(.) over others(.) right? so actually in our daily
life everyone knows what it means by 2B A un#LE %(3) ok(.)
because the guy who is directly above you has more influence or
control over you (.) right(.) so we say this guy will have more
power(.) erm in the war why we say the USA is the super
power(.)because the USA has strong influence of control over
other countries(.) that’s why

coO~NO O WD

In extract one, T1 used a Chinese proverb in line three in order to help students
understand the content in relation to their culture. The Chinese proverb means that
the officer who is in charge of the local company is much more powerful than the
officer in charge of the region. T1 expressed in the interview that using Chinese
proverbs was a useful way to connect with the students’ Chinese cultural awareness
and to engage the students’ interests. It seems that L1 serves as a way of helping
teachers connect with students’ cultural perceptions and to facilitate their teaching.
This finding is in line with the functions of code-switching in ELF (see 2.4). One of
the purposes of code-switching in ELF is to express cultural identity (Klimpfinger,
2009). T1 appears to use this Chinese proverb to explain the content from a Chinese

cultural perspective. The following extract offers another example of such cases.

Extract 2*°

T1: negotiation in the same thing when two sides talking about plans
and take a lot of time and energy(.)then they find this plan does
not work but they do not want to look for other new plans because
that will take them more time but if you don’t get rid of the
previous plan you never make progress so at that time you must
follow one proverb in Chinese LK i /R 1% W7 st 22 W (4) of f
course considering only your own interests thinking your own
interests is another reason and then how can we get rid of it

ONO O WN -

® First lesson observed in T1’s classroom

*ELE ANNEA English translation: The official sitting in the county seat can't order people around
like one sitting right here

'® Third lesson observed in T1’s classroom

! English translation: cut loss quickly
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In extract two, T1 used a Chinese proverb in line five followed by long pauses. The
long pauses seemed to indicate T1 wanted to give her students more time to reflect
on what she said. The literal meaning of the proverb in line six means that a brave
soldier whose arm has been bitten by a snake must make quick decision to amputate
the arm. T1 wanted to express that people who involved in the negotiation should
make a prompt decision at certain time. The use of Chinese proverb can help her to
express her idea precisely and to resonate with the students who share the same
culture background. Again, code-switching served as a way to help students
understand the subject. The use of Chinese in this context should not be interpreted
as the teacher’s lack of English proficiency, but should be seen as a way to help the
local students understand better the content and also to help those students who
lacked confidence to learn the English-only instruction. As the majority of the
students are Chinese, T1 believes that Chinese proverbs are more familiar to them.
Using Chinese proverbs which students were familiar with could help them to
understand the content and promote solidarity. However, there were a few
international students present in T1’s classroom. T1 expressed in the interviews that
those international students could understand both English and Chinese, but she
pointed out: “their Chinese is not good”. Thus, there are questions about the
appropriateness of teachers using Chinese proverbs with international students, since
the use of Chinese proverb may exclude international students. It seemed that T1 was
not aware of the need to make adjustments for international students. This finding
seems to be consistent with Jenkins’s research results (2014). She discusses the small
amount of academic support that international students in British universities receive
from their universities. Her participants complained that some lecturers make no
adjustments to the international students’ English. My data reflected similar evidence
that some teachers may ignore the presence of international students in multilingual

classrooms in Chinese universities.

8.5.2 Explaining the content when the students have difficulties understanding

Many factors may influence the participants’ decision to use Chinese and English in
EMI. During the interviews, nearly all the participants said they switched to Chinese
totally when they found their students did not understand what they were saying.

Sometimes they noted that their students’ lack of competence in English is the major
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reason. In T1 and T4’s classroom, before participants switched to Chinese, they
preferred to ask if students could follow them, expressions such as: “right?”, “Ok?”,
“Can you follow me? And “do you understand?” were frequently adopted to check
the students’ understanding. However, I noticed that in some classrooms, students
did not respond to teachers orally. Their behaviour can be interpreted as one of my
participants (T12) in the interviews, said “most of my students are very shy and they
don’t like to talk in class(.)they are not willing to answer the questions voluntarily”.
Most other participants said likewise that they think their students are too shy to
speak. Despite students not responding to the teachers orally, many students nodded
or shook their heads when their teachers checked their understanding by using
expressions such as right?”’, “Ok?”, “Can you follow me?”. It seemed that some
students preferred to respond to the teacher through body language instead of verbal

communication.

If teachers found that many students shook their heads, the teachers would switch to
Chinese to explain the content. The following extract three is a common pedagogic
episode. T1 spoke English first and ended with the word ‘right?’ in order to check
her students’ understanding. As T1 did not receive any responses from their students,
this may indicate that many students had problems in understanding the English

content.

Extract 3

T1: if | can produce all kinds of different styles of(.) different styles of
cars(.)that’s no economical (.) that’s not economical(.)Right?
Ss: Silence (no response)
TL: ﬁué‘ﬁg/h/mk, b v S0 8, b an i I AR E KA, B
FACEEN R 58 1R PEE R A A 7. RN
ﬁé‘%?“?;z%ﬂﬁﬁﬁbjﬁ WA JLRN R AL car 28 J5 REHX
AL EA (The company, such as Chrysler, XX and Volkswagen
will go bankrupt if they designed all styles of cars. This
could break the law of economics. So companies normally
0 produce a few types of cars and try to achieve scale advantage)
(Author’s translation)

P O0O~NO Ul WP

12 Second lesson observed in T1’s classroom

210



In extract three, T1 used the word ‘right’ with rising intonation to check whether
students could follow her or not. It is necessary to note a similar type of questioning
often occurred in other participants’ classrooms, where they often used rising
question intonation to check students’ understanding rather than use the interrogative
sentence. If T1 received little or no oral or facial response from her students, she
then switched to Chinese to explain the meaning. But her Chinese explanations were
not the direct translation of her English, she also added examples to elaborate the
content so as to help students build a concrete image. As discussed in 7.5.2, some
participants in the interviews said sometimes they switched to Chinese to save time.
The time issue has been mentioned many times and the teachers indicated that
teaching in English often takes them longer time to finish the assigned curriculum
than using Chinese language. Due to not receiving a response from the students, it is
possible that T1 switched to Chinese directly mainly because she did not want to
spend too much time on it and she felt that a Chinese explanation could help her to
get to the point efficiently. Although the interviews reflect the teachers’ perspective
one the use of Chinese to save the class time, my observations indicate that students
do have difficulties in understanding explanations in English. The following extract
offers another example to indicate that T1 switched to Chinese when she found her
students remained silent for quite a long time. Extract four begins with T1 asking
students if they could follow her instruction.

Extract 43

T1: did you understand my question?

Ss: Silence (no response)

T1: (2)why the USA prime minister cannot fully support its own
country’s industry(.) no Japanese prime minister(.) it’s own
country’s producers’ industry (2) why? (2)

Ss: Silence (no response)
T1: HAEMAAAGEGSE E G A 4O e i SR A
1)k (Why Japanese prime minister cannot fully support its own
9 country’s industry)(3)why?
10 Ss: Silence (no response)
11 T1: RATMINIGHT5E 13X~ %2451(.) political reasons? (We have just
12 analysed this case)
In the extract, Chinese was used on occasions when English failed to work. T1 did

O ~NoOwn bk WN R

not use the Chinese initially. T1 first asked if the students could understand her or

not. Then she repeated the question again and then switched to Chinese. In such

13 Second lesson observed in T1’s classsroom
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instances Chinese was used to help the teacher participants fulfil the teaching task

and to express meaning efficiently when English explanations did not work.

8.5.3 The use of Chinese for recapitulation

In T1 and T3’s classroom, Chinese was also used for recapitulation. In the following
examples, the lecturer switched to Chinese because she reiterated what she had just
said in English. On such occasions, T1 simply wanted to emphasize the key points.
The following examples from T1’s class reflect this practice.

Extract 5%

T1: Wal-Mart is a big retailer(.)so that’s why all the product
producers and suppliers want do business with Wal-Mart (2)
because it has selling channel all over the world(.)that’s why
during the negotiations Wal-Mart has pushed the price from
the suppliers very very low level(.)we all know that
Wal-Mart selling strategies are low prices (.)ik /K ¥ &% K )

/B SR S ARA () Y (TR S5 488 () VR 248 () (Wal-
Mart selling strategies are low prices small profit, large
sale volume(.)low prices small profit, large sale
volume) (Author’s translation)

Hmoo\,mm.hwml—\

o

In extract five, Chinese was used to recapitulate the key points she wanted to deliver.
T1 wanted her students to pay attention to what she said. In extract 5, T1 wanted to
emphasize Wal-Mart’s selling strategies. Instead of speaking in English, she repeated
the word ‘7 F| £ 45> (small profit, large sale volume) twice in line 5 and then
switched to English. Chinese was used to emphasize the key points from the
textbook. This finding has indicated that T1’s L1 use could also be considered as the
way to draw students’ attention. For example, the following extract took place when
T1was not satisfied with students’ assignments. She found many of them did not
make enough effort to do the assignment. She said: “I must emphasize” and then she

switched to Chinese.

Extract 6 *°

1 T1: those students who hand in the homework just put the interest rate
2 or leasing rate(.) that’s all (.) I don’t think that you will create value

14 .

Forth lesson observed in T1’s classroom
15 .

Forth lesson observed in T1’s classroom
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3 for the company(.)I don’t think company will treat you well and you
4 may very soon lost many good chance(.) you know. Often

5 your boss will determine your future just by once(.) some students

6 seem to do everything in a very lazy ways they do not want to put any
7 effort. | must emphasize 7EARIEAN TAE KA, M — IR E

8 REIARK, MAREIRIRZNLE, AREN AR b AL EAR 2 #5058
9 ey, JUt TR B, PEATT R 758 R s — 4R, 5 A

10 interest rateor leasing rate(.)iX & A A # 7] LA4E 2 f#) (when you work
11 in a company(.)your boss won’t give your many opportunities(.)you
12 have to write many investment reports. You might need to write

13 many pages(.)it’s very pity many of you handed in one page report
14 as your assignment with only the simply calculation of interest rate or
15 leasing rate(.) everyone can do this.

In line six, T1 switched into Chinese when she wanted to emphasize the points she
made. She might have thought that English could not help her to fulfil the same
communication purposes that she intended to convey. Thus, it seems to T1 that the
use of Chinese can be a helpful tool to reinforce the points she wants to make.

English would not have the intended effect.

In T4’s classrooms, although there were a large number of Chinese students, she
rarely used Chinese compared to the other participants in my study. Only two
instances when she used Chinese were identified. The following examples from T4
show the two pedagogic episodes.

T4: if we have a random variable X with distribution F () i1 S FA1H NMEEHL
Ak X MR F o Af

T4: when we try to select sth from the large data base. The process of collecting
information from a sample is referred to as sampling. The key sample movement

translated to Chinese ¥4

In the first example above, T4 first explained the content in English when the new
concept was introduced. She then continued by providing the Chinese translation. In

the second example, T4 emphasized the word ‘sample’ and translated only this word

into Chinese ‘#£74%’. T4’s translations were all the abstract subject jargon which she

tried to make accessible to her students. So she translated the words into Chinese in

an attempt to help her students better understand the concepts.

In addition, in some classes code-switching was also used to draw students’ attention
or to maintain the classroom discipline. Before the lesson started, many students

were still chatting with their classmates. The teacher normally switched to Chinese
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and used expressions like “5lJi5i#i[no talking], “FRATELLE 46 i3 Let’s start our
class now] to stop students’ talking and to maintain the classroom discipline. I found
this technique was quite helpful to draw students’ attention in the observations.
During the interviews with T1, she said she used Chinese when she needs to draw
students’ attention. Because the majority of her students were Chinese, maintaining
the classroom discipline sometimes can be better achieved in Chinese, especially
when using English appeared to have failed to stop students’ talking. Chinese served

as an efficient way to express meaning promptly.

8.6. Main theme two: occasions of English use in the classroom

8.6.1 More English use at the beginning of the lesson and after the students’

positive responses

Turning to the second theme, | found three participants preferred to speak English
for their classroom routines. They tended to speak more English during the pre-
introcution and introduction satage of the new lesson. All the participants, except T2,
tended to speak slightly more English during the pre-introduction stages. They all
started their lesson with friendly talk in English. The following are a few examples

to illustrate the participants’ use of English at the beginning of the lesson.

Extract 7

T1: it’s time to begin our class(.)did you all hand in your assignment?
remember your assignment? the case analysis(2)if not please hand in
your assignment after this lesson

T3: good morning(.)are you all here? Let’s start our lesson

T4: hello everyone(.) before we start our lesson(.)l need to tell you about
the new teaching timetable next week(.)I will email the new
timetable to you later today(.) please check your email

~NoO ok, N~

Though the percentage of English use in each classroom varied, T1, T3 and T4 all
used English to greet their students. They might have done this to show that they
wanted to reinforce the features of EMI lessons. Or they might have done this to
show that they were trying to use English in their classrooms. As was discussed in
the interviews (see 7.5.2), some participants often switched to Chinese when they

found that students could not follow their instructions. Classroom observations
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further indicate that positive responses from their students often encourage the
teachers to keep speaking English. The example below shows an instance where T3

used English all the time without any explanation in Chinese.

Extract 8'°

1 T3: let’s think about the determinants of interest rates for individual
2 securities(.)can you still remember the factors which influence

3 individual securities?

4 Ss: inflation

5 T3 yesinflation(.)it means the continual increase in the price

6 level of goods and services(.)ok the next factor?

7 Ss:  (noverbal response)

8 T3: remember?

9 Ss: real interest rate
10 T3: yesand the third one is default risk(.)it means risk that a security
11 issuer will default on the security by missing an interest or principle
12 payment(.) right?
13 Ss.  yes
14 T3: we also know another factor which is about the length of time a
15 security has until maturity(.)how we call this factor?

16 Ss: time to maturity
17 T3: good(.)if you can not remember those factors(.)you can turn to page
18 44(.) page 44 ok let’s continue

In extract 8, T3 was asking a series of display questions related to factors influencing
nominal interest rates. English was used consistently throughout the extract 8. This
can be interpreted that students’ response to teachers’ questions serves as a useful
‘mirror’ to determine which language to use in instructions in her classrooms. The
four participants reinforced this notion during their interviews. They said their use of

Chinese who will determined by students’ feedback.

Turning to T4’s classrooms, she was the only teacher who used almost all English
during her instruction. Her use of English was quite consistent in all the lessons
which | observed. Maths classes may involve a relatively straightforward language
switch to maths language. This could be one reason why T4 used a great deal of
English in her classroom. The lessons focused on explaining mathematical

definitions and the calculation process in English most of the time. T4 started her

16 . .
Third lesson observed in T3’s classroom
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lessons with a brief introduction and went straight into the topic. Extract 9 is a case
in point:

Extract 9%/

1 T4: okso we continue our talking about the confidence interval(.)
2 the introduce of theorem concept and its meaning(.)why we

3 can get these results(.)so actually we did the calculation to get
4 one possible value mean of X(.) Then we can get the interval
5 of mean of the population(.) please remember these results(.)
6 so sometimes we also write it by X plus a minus means of o

7 over 2 and o valid by square result that is perfectness

8 interval for p when ¢ is known(.) when ¢ is known we use

9 this normal distribution so the other case will be ¢ is not

10 known(.)before we learn it(.)let us see an example(.) if

11 random sample of size n=20 from a normal population with
12 the variance 6 square=225 has the mean X=64.3(.)construct a
13 95% confidence interval for the population mean p(.) to

14 think about it for one minute(.) If random sample size n=20
15 from a normal population with the variance o square=225

16 has the mean X the

17 value of sample mean is 64.3(.) please construct a 95%

18 confidence intervalfor the p, for the population mean p(.)

19 right?

20 Ss:  (no oral response)
21 T4: so please tell me what is . When one minus a equals 95%(.)

22 so be careful we usually see the confidence degree of

23 confidence use the 1 minus a(.) One minus a equals 95%(.)
24 then we can get a actually equal to 0.05. So no(.) a over two
25 will be 0.025 and now we have check the t for XXX Z sub, a
26 over two the Z sub is 0.025(.)yes?

27 Any question?

28 Ss: (no oral response)

The above extract is a typical instance in T4’s lessons. Similarly, she frequently used
expressions such as “right” and “yes” with a raising intonation to check if students
could understand or not. However, my observations indicated that students did not
responded to her orally, but some students nodded their heads quietly. When she
received the nodding response from her students she would keep speaking in English.
Due to the nature of the courses, her utterances contained words as well as numeric
and non-numeric symbols. It is important to note that the English she used in her
lessons was the technical jargon. While she was explaining the calculation process in
English, she wrote down the formula on the blackboard. Initially, I felt that her
students might not able to understand her English. But in fact it seemed that most of

17 .
Second lesson observed in T4’s classroom
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them could follow her very well and knew exactly how to calculate the exercises.
Besides, the students were quite familiar with the numeric and non-numeric symbols
T4 used and seemed to follow her English instruction well. This might indicate that
the students were better selected for the EMI course.

8.6.2 More English use when the participants are following power point slides

or textbooks

Though the participants switched to Chinese in order to provide the Chinese
equivalents, there were some occasions when the participants (especially T2 and T3)
spoke more English than Chinese, such as reading the English sentences from their
power point slides and reading the sentences from the textbook. Except T3, all the
other participants prepared English power point slides to assist their instruction.
Although T3 said she had prepared English power point slides in the interviews, I
did not see this during my observations. T3 relied heavily on the textbooks and often

read the English sentences from the textbook.

Unlike T3, T2 had English textbooks and power point slides. But the only occasions
| heard T2 speak English was when she read the English headings or the sentences
from her power point slides. Although T2 said that using Chinese is appropriate in
her classrooms, she did not use Chinese mainly in practice. Her teaching practice
contradicted to what she expressed in the interviews. The following three sentences
were recorded while | observed T2’s lesson. These English sentences were exactly
the same as those found in the textbook. T2 read these English sentences aloud while

she was explaining the content in Chinese.
Extract 10

T2:  player in the market, bidding against one another, establish the
market price

T2: the first conclusion is that the price is set by the buyer who are
willing to pay the highest price.

T2:  because market participants are constantly receiving new

information and revising their expectations, it is reasonable
that stock prices are constantly changing as well.
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Many reasons could explain the greater use of English when teachers are following
the textbook. Some of my questionnaire respondents said that they relied heavily on
power point slides, because without them, they would not know how to explain the
concepts precisely in English (see 6.5.1). It is very likely that they feel that standard
English can produce better teaching outcomes. They might find that power point
slides or other written English helps them to speak English with confidence or to
produce a more ‘native-like’ and ‘standard’ utterance. A few interview participants
also stated that power point slides could ensure they speak correct English. Pursuing
standard language but ignoring the major objectives of the EMI has indeed affected
participants’ teaching. As discussed in 7.4, some participants in the interviews
expressed negative orientations to other subject teachers’ English, especially to those
teachers who usually read the English textbook when teaching. Their negative
reactions are more related to some teachers’ behaviour rather than to what kind of
English they speak. It is also possible that T2 lacks English competence for her job.
She may believe that written English can help her to have standard English. However,
she seemed to ignore the fact that authentic communication requires the speakers to

accommodate and paraphrase the written English by using their own words.

8.7 Additional features of T2 and T3’s EMI courses

As discussed in 8.4, T2 and T3 used a large amount of Chinese in their lessons.
Code-switching is a prominent feature in their classrooms. However, sometimes their
switches between the two languages indicate some other features. T2’s instruction is
mainly based on her English PPT slides as she put detailed information on each
slides. But T3’s instruction is based on the textbook. English is more likely to be
used when T2 and T3 read the English sentences from the PPT slide or the textbook.
They normally used Chinese for explanation and recapitulation.

When T2 and T3 were explaining new content, one prominent feature was that they
spoke mainly in Chinese but mixed in a few English terminologies or phrases. It is
possible that they are well aware of the nature of the course, and that they are
expected to use English mainly. But they found that Chinese explanations could help
them to achieve effective teaching. Since teaching entirely in Chinese is

inappropriate in EMI courses, these two participants preferred to teach mainly in
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Chinese but occasionally with English terms. The following examples indicate how

T3 teaches the courses in practice.

Extract 11a®

T3: Ok =/ 2 liquidity risk it 2l 14 XU B 5618 2 BR K ANIE i 5l
USR] 7 S (ok, the third factor is liquidity risk. First, we need to know
the definition of the liquidity risk)

Extract 11b

T3: s E XA 34N % —N 2 predictable price T FI4/ 45 44 65
%5 2 low transaction costs 1E B 58 5 A 55 =

short notice (the definition of liquidity risk has three factors. The first

one is predictable price. The second one is low transaction costs and the

third one is short notice)

Extract 11c

T3: jHd 50 9 PMIARER T &5 R I3 IS M5 K e a5l m Mt
R E R X WA AR B3 70 = VR 2 A8 2 — > over-heating 1 fiE

i 2 P T —MIRZS T (If Purchasing managers’ index (PMI) exceed
50, it might suggest good economic recovery and the economic development.
It’s necessary to point out higher PMI figures do not always reflect good
economic situation. You will think about economic over-heating).

The above extract shows that all was explained in Chinese except for the underlined
English terms. The code-mixing demonstrates that the courses were not conducted
entirely in Chinese. In addition, some participants said in the interviews that students
had difficulties in understanding the English instruction. The mixture of Chinese and
English could make students feel at ease and understand the content confidently. But

this also contradicted what T3 said in the interviews.

Similar teaching practices can be also found in T2’s classrooms. For example, while
T2 was explaining the new content, one prominent feature of her lessons was she
spoke mainly in Chinese but with a few English terminologies. As with T3, T2
probably thought that teaching mainly in Chinese but using some English terms

might represent EMI. The following are some of those examples:

18 . .
Third lesson observed in T3’s classroom
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Extract 12a®

T2: FATE S —A model 5t /& generalized deficit evaluation model #f
IR BT B s FRAT TR A 22 (Let’s see the second model,
generalized deficitevaluation model. In reality we call it shares. )

Extract 12b

T2: S deficient fik T 1 55 4 RMMCT 2 25 NERIRT
N FATTHHAE N SEZ N IRATRENS LLZE n SERI 4% tn s &5 Hi ()
this reasoning implied that the current value of a share of stock can be
calculated as simply the present value of the future divided stream, [the
deficient in the first year is below 1. The deficient in the second year is
below 2. The deficient in the N is below N. The we could estimate in N
year, we could sell the goods at tn].

Extract 12c

T2: X4~ model HEUE & FAH R A R A HREMHEZE N T ERAAR]
FAE AR B T BATEE =A model X B #i7 Gordon Model X /&
B ELXANZ R 5K 1 44 -4 44 18 (This model is mainly used for research.
It does not have the operability in practice. The third model is Gordon
model which could be applied in practice. Gordon Model is named by
the economist Gordon).

As can be seen from extracts 12a,b,c, although T2 spoke Chinese she used ‘model’,
‘deficient’, ‘generalized deficit evaluation model’ and ‘Gordon model’ in English. It
seemed she used code-mixing to show that she intended to teach in English. She
might have thought that using English terms would indicate that her lessons were not
entirely in Chinese. Or she may have wanted the students to remember those terms in
English. Although subject teachers should be allowed to use their multilingual
resources to accomplish the teaching objectives, Chinese should be used as the
supportive language. Apparently, in T2 and T3’s classrooms, Chinese is the medium
of the instruction. Their teaching practices contradicted what they said in the
interviews. It is possible that their practices represent how they believe EMI should

be implemented.

8.7 Participants’ feedback on students’ spoken English (content based or

language based)

Before examining the teachers’ feedback on students’ oral English, I would like to

discuss the general mode of teaching and give a description of question-answer

19 .
Second lesson observed in T2’s classroom
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patterns based on my observations. First of all, it is important to point out that all the
lessons | observed were teacher-centred and teacher-controlled. The participants did
much more talking than their students, while students were quite passive in class and
they were not often encouraged to express their views unless they were asked to
answer specific comprehension questions. For example, T2 seldom asked questions.
Her students made no contribution to the lessons at all. Acceptable explanations for
are the large classes, the nature of the subjects, the teacher’s teaching styles and
certain cultural aspects. Many research studies have indicated that teachers dominate
the classroom talk in East Asian classrooms (Leung, 2005). Some scholars have
suggested that Chinese teachers’ teaching practice reflects the “Confucian Heritage
Culture” (e.g. Biggs, 2007). The “Confucian Heritage Culture” denotes that the
teacher is still the source of authority, with students participating as passive learners.
Thus, teachers tend to dominate the classroom by giving the answers instead of
asking the student for answers. This would influence their classroom pedagogy. Thus,

it is not surprising to find that the teachers speak more in classrooms in China.

Another important point based on my classroom observations, is that teacher
participants’ language choice seemed to determine the students’ choice. If the
teacher participants initiated the question in English, the students tried to answer the
questions in English. This again indicates that teachers’ language use in the
classroom influences the students’ language choice in the classroom. However,
teacher participants did not overtly ask students to answer the questions in English.
The students were free to choose the language they wanted to use. Many times the
teacher participants tended to adopt more display questions and students preferred to
answer them in chorus unless they were nominated to answer them. This can be seen
from Extract 8. In the following section, the analysis examined the extent
participants accessed students’ oral English in class. Special attention was paid to the
teacher’s feedback, especially to how they corrected their students’ English. The
identification of those incidents were obtained after repeated listening to my
recordings in order to find the relevant interactions. The example below was just one
of the examples, there are some other examples. The following example was selected
to show how the participants gave feedback. Extract 13 arose when T1 asked how

her students understand negotiation power.
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Extract 13=

=

next one is the reputation(.)]’m sure this is easy to understand (.)
the more famous your products are more negotiating

power you have(.)because we can have more access to the potential
trading partners and you can add reliability(.)right?

yes

ok next one product life circle(.)do you know life circle theory?
can anyone tell me how many stages are there?(3)I will ask a
student to answer(.)Li Ping?

erm each product have a life circle(.)it should have introduction (.)
developing (2)

wn
<

»

SBoo~voonr~wn—
_|
'—\

11 TI1: ok(.) but we don’t say developing(.) we say growth(.)there are five
12 stages in a product’s life cycle they are introduction growth maturity
13 saturation and decline(.)right?

14 'S: yes

15 T1: ok(.) sit down please(.) during the period of growth (.)can you tell
16 me the negotiating power rests on the sellers or on the buyers?(2)
17 Wang Haijia

18 S: it rest on the seller

19 T1: good(.) seller(.)during the period of saturation(.)negotiating power
20 rests on the sellers or the buyers?

21 Ss:  buyers

In extract 13, all students answered T1’s first question together, then she asked one
students to answer it individually. T1’s questions were clear and easy for students to
follow. The student said ‘each product have’ instead of ‘each product has’. The verb
does not agree with the single subject of the third person. T1 did not correct this
error. However, she paid attention to the meaning that the student wanted to express.
In business negotiation, precise technical terms should be used to describe the
situation, so T1 pointed out it was not appropriate to say ‘developing’ but to say
‘growth’. In line 18, the students said “rest” instead of “rests”. But later T1
reformulated the student’s utterance by “negotiating power rests”. Many similar
instances occurred during T1’s instructions. Reformulations were used quite
frequently in T1’s classrooms during my classroom observations. This is in line with
the previous study that ELF users sometimes reformulate their English to achieve
communication (e.g. Mauranen, 2006). The following two extracts all reflect how T1

offered oral feedback to her students.

20 .
Fourth lesson observed in T1’s classroom
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Extract 14

1 T1: what is users’ interest? users’ interest(.) Jiang kun

2 S: they can buy things at the lower price and they want to save
3 the money(.)there are some difference between users and

4 sells interest
5
6

T1: ok(.)of course they welcome goods sold at the lower price(.)
what about SIA

Extract 152

T1: Last time | asked you to read the textbook about how to
strength the communication.(.)could you tell me how you
understand this? Li Ping

you listened to others carefully(.)crucial thing is you must
listen to what other parties wants and desires and the conditions
so you can find out the implied meanings later

T1: good(.) we must listen carefully(.)then you might find out

the useful information.

CO~NOOT A~ WNE
w

Extract 14 took place when T1 discussed the interest of different business parties.
The student used “some difference” instead of “some differences”. T1 might feel that
the student had already answered the main point and so did not expect her to give the
standard form. Again her feedback was content based. Similarly, in extract 15, this
student said: “crucial thing is you must...” instead of ‘the crucial thing is that you
must... . In addition, the student did not consistently use the correct verb form
“want”. But, T1 praised the student and did not correct the non-standard usage.
Therefore T1 may focus more on the meaning rather than on the language form.

Similarly, in extract 16, the student used non-standard English. She said “influence
the market shares” while the teacher just rephrased her utterance into “increase the
market share”. T1 tried to encourage the students to give the specific percentage. The
students first said “10 per cents” in line 11 and then “30 per cents’ in line 13.
However, T1 did not correct the language form but elicited the exact percentage
from her, although she reformulated the students’ utterances later. What T1

concerned most was the correct number not the correct language form.

Extract 16 %
1 TI1: what’s the first purpose that USA put forward? Zhang yu
2 S: the USA wants to influence the market shares in Japan so

21 .

Second lesson observed in T1’s classroom
22 .

Second lesson observed in T1’s classroom
23 .

Fourth lesson observed in T1’s classroom
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3 they want to reduce the obstacles

4 TI1: okyou are right(.)the USA wants to increase the market

5 share in Japan(.)this is kind of demand or condition and it
6 has to be supported by specific condition(.)what’s that

7 S: because(.)at the present the USA government just

8 occupied

9 T1: nono I mean what are the actual condition that USA put
10 forward

11 S: they want to have market shared more than 10 per cents
12 T1: more than what

13 ' S: 30 percents

14 T1: 30 per cent? Ok sit down please(.)when you want to

15 increase the market share(.)this is just the abstract target
16 then this target has to be supported by specific conditions(.)
17 so form this condition(.)you know what do you mean by
18 specific(.)actually they want to double the market share(.)
19 it’s 20 per cent

During my observations of T1’s lessons, it was clear that teaching content was her
main concern. However, it is interesting to point out that in the interviews; T1 said
she felt that she had a responsibility to correct students’ English which was different
from standard, but her teaching practices did not reflect what she said in the
interviews. In practice I found she did not correct her students’ English, and her
feedback was content based. What T1 concentrated on was whether students could

express their idea and understand her question.

Unlike T1’s classroom, T3 adopted the Chinese language to ask students’ questions
and, then her students would answer her back in Chinese. But | still identified a few
instances when she spoke English. The feedback was also content based, with the
participant’s focus on whether students could understand the content or whether they
had a different understanding. The following two extracts occurred when they were

talking about loanable funds in the financial markets.

Extract 17%

T3: we know governments also borrow heavily in the market for
loanable funds(.)right?we talked about this last time(.) I will

call a student to tell me(.)Wang Yan

sometimes government issued the debt to support the unbalances
between em em(2)

T3: between what

S:  between taxes and infrastructures

~N~No o~ wnN B
(]

24 . .
Third lesson observed in T3’s classroom
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8 T3: right(.) we have a special term (.) remember? Between operating

9 revenues and budgeted expenditures(.) when the interest rate is high(.)
10 what the government will do?

11 S:  Ithink the government won’t do anything immediately(.)government
12 will normally wait and because of the high interest rate

13 T3: good(.) higher interest rate might cause government to postpone the
14 borrowings

Extract 18 %

T3: can you tell me the relationship between the quantity of loanable
funds supplied and interest rates?

S:  the more interest rates means the higher loanable funds

T3: yesit’s a positive relationship

EEN VNN \C R

In extract 17, the student intended to say the government release bonds. She used
‘unbalances’ instead of ‘imbalances’. Later, she did not know how to express the
exact term, thus she used two specific words “taxes and other infrastructure”. T3
later reformulated the students’ utterances and used the phrase ‘operating revenues
and budgeted expenditure’ instead of correcting the students’ English directly. In the
interviews, T3 was the only teacher who highlighted the issue of intelligibility during
the classroom interaction. She admitted that she took a flexible view of her students’
English. What she said in the interviews was the same as what | observed. As a

subject teacher, her primary concern is about the meaning rather than just the form.

In T4’s maths classes, there was no discussion. T4 assigned the maths exercises and
students tried to solved them individually. I did not see many interactions between
teachers and students. The following two extracts took place when T4 asked a
student the meaning of random sampling. At the beginning, the student seemed to
have no idea and there were long pauses after the question. But in Line 4, T4 tried to
encourage the student to say more. The student finally said “fx1 time fx2 time fx”
instead of “fx1 times fx2 times fx”. T4 praised the student without pointing out the

‘times’. Then T4 read the definition from the power point slides.

Extract 19%

1 T4: last time we learnt the random sampling(.)right? What is the
2 random sampling(3)Gaohan(.)

25 . .

Third lesson observed in T3’s classroom
26 .

Second lesson observed in T4’s classroom

225



3
4
5
6
7
8
9
10
11
12
13
14

en(3)

. what is random sampling?

It's kind of something...

. what kind of something?

em(.)every variables have the f(x) equal to fx1 time fx2 time
x

: good. Let X1, X2 and Xn be n independent random

variables(.)each having the same probability distribution
f(x).We then define x1, x2 and xn to be a random sample of
size n from the population f(x) and write its joint
probability distribution as the f(x) equal to f(x1) times f(x2)
times fx

The following extract offers another example which shows the feedback which T4

provided was content-based rather than accuracy-based. T4 seemed to be satisfied

with answers from the student.

1 T4
4:

S
T
S

2
3
4
5
6
7
8 T4
8

9

1

0

Extract 20%’

how to estimate the confidence interval? Li Tianyi

en we just use this Chi-squared distribution

yes what to do next

S squared can be known by random sample(2)em random

sample can(.) we get one sample we can use it to find out
thevalue of S squared(.) then we can know its confidence
interval

right(.) I think now you clear for the three theorems(.) Let us
to do this example(.)if 16 tests runs the gasoline
consumption of an experimental engine has a standard
deviation of 2.2 gallons(.)S equals 2.2(.) n equals 16.

Again, in terms of English, the student used a non-standard English form to answer

T4’s question. T4 accepted the student’s answer and went straight to the next

exercise without repeating the correct English language. T4 did not comment or

correct the student’s English, but she allowed the students continue to express their

ideas. During the interviews, T4 told me: “the language of mathematics is different

from daily language (.) We have to follow the grammar but we also need to use

mathematical symbols or terms to express maths ideas”. Her utterance during the

interviews may suggest that the English T4 used was different from that of other

EMI courses. What seems more important is to have a logical idea to understand

maths problems rather than to use correct language forms. Comprehensibility

27 . .
Third lesson observed in T4’s classroom
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seemed to be the major priority in her classrooms from what | observed. However, as
discsussed in 8.7, T1 corrected students’ English when she found the student did not
use the proper technical terms. This indicates some subject teachers are also
concerned with students’ subject language skills. Despite the fact they expressed
tolerant view towards students’ oral English in the classrooms sometimes, they still
revealed the importance for students to master precise disciplinary terminology in

English.

Although some participants expressed contradictory positions towards using native
English norms to access their students’ English, findings from the classroom
observations revealed that the four participants observed rarely used native English
norms to measure students’ English or correct them. Their teaching practices
indicated that they were not using native English norms to assess students’ English.
It appears they did not require their students to conform to standard native English in
practice. In general, T1, T2 and T4’s classroom practices generally reflect what they
said during the interviews. They all mentioned, to some extent, that they focused on
what their students expressed, rather than on correct English forms when assessing
students’ oral English. The most frequently mentioned reason for this was that they
believe their primary duty is to teach the content. Some said they focus on the
meaning rather than assessing if their students’ could use the correct forms. In
addition, T9 was the only one in my interviews who admitted that she does not have
a clear idea about native English norms. T9 said: “I’m not an English teacher(.) as a
NNES I’'m not very sensitive to English language(.)if Chinese students speak
English with some Chinese features, I don’t know@@ I don’t think it’s funny. But I
think English is a tool. For ordinary people(.)intelligibility is the most important(.)I
don't expect them to speak perfect English”. Although I did not observe T9’s lesson,
her reason might suggest that some subject teachers are not very sensitive about what
standard native English is or what the native English norms are. They may simply
agree with the notion that students’ should conform to standard native English, but

they might not clearly know what the standard native English is.

By contrast, T2’ classroom practice contradicted her responses in the interviews. She
expressed a strong opinion on native English norms and emphasised the point that

subject teachers should correct students’ English. My classroom observations seem
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to suggest she actually adopted the ELF orientated approach in her teaching
experiences. This suggests that many subject teachers and students are using ELF in
practice, but some of them did not realise their teaching practices denote the notion
of ELF. Some of them are still caught in the dilemma of displaying qualities which
they think qualified teachers should have, and using a more practical approach to

respond to their local classrooms.

My findings seem to contradict the ELF definition (see 2.2.3) which does not include
interlocutors from the same language/cultural background. However, what | am
trying to argue is that ELF definition should expand to inlcude English use between
same L1 speakers talking to each other in English. People who speak the same L1
sometimes need to use English to communicate in certain occations and settings.
ELF communication can be also found among the English users who share the same
L1. The English they used are influenced by their L1. In addition, they are also
adapting and adjusting their English, using code-switching to help communication.
The English interactions between the interlocutors from the same language and

cultural background comprise ELF practices.

8.8 Conclusions and discussions

This chapter has analysed and discussed research findings from the classroom
observations. Due to the limited time and very small number of the participants, my
observation findings cannot be generalized to all subject teachers in China. But these
observations and my field notes has helped to gain an insight into what four
participants actually do in their classrooms. Findings from observations are very
likely to resonate with similar EMI classrooms in other Chinese universities. During
the interviews, participants expressed their orientations towards EMI policy, English
language, EMI practice and textbooks. The analysis of my observations has helped
me to examine what the subject teachers said in the interviews. It has also enabled
me to capture the emergent data, especially, issues which | would have never

anticipated before making the observations.
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The findings from the observations helped to answer RQ2: how is EMI implemented
in the classroom and how much Chinese and English were the teachers using? With
regard to the teacher participants’ teaching practices, each participant has different
ways of implementing the EMI courses. Generally speaking, all four participants
dominated the classroom. This teacher-centred approach is quite common in
classrooms, as discussed in 8.7. It is not easy to get data of teacher/student
interaction. It was also found that sometimes participants’ teaching practices
contradicted the EMI policy and the positions they expressed in the interviews. It
appears that the language requirements of the EMI policy have less impact on their
teaching. As discussed in chapter 7, all four participants said that their power point
slides were written in English in the interviews. However, T2 did not prepare any
power point slides during my observations. Her teaching practice was at odds with
the top-down EMI regulation which requires subject teachers to prepare the slides in
English. In addition, although the university EMI policy requires teachers to
recommend at least one Anglo/American teaching textbook to students, my
observation revealed that the majority of students just read the textbooks with
Chinese translation or the printed PPT slides. | assume that many students may find
that foreign published textbooks are expensive to buy and less relevant to their

learning context.

It can be seen from the observation data that the four participants often used
questions with rising intonation to check their students’ understanding. Expressions,
such as ‘right?” ‘understand?’ ‘OK?’ are most frequently-used. This finding reflects
Bjorkman’s (2012) study which investigated ELF users’ use of questioning. Based
on my observations, questions with rising intonation cause no understanding
problems for the students. The use of questioning in EMI facilitates students’
understanding. In addition, observation findings illustrate the fact that participants
also used communication strategies, such as repetition, code-switching, use of
questioning, to help them overcome the challenges for teaching subjects in English.
The strategies they adopt is consistent with some ELFA empirical findings (e.g.
Cogo, 2009; Mauranen, 2006b; Bjorkman, 2011, 2012). It was only during my
observations that [ became aware that subject teachers’ use of English varied
significantly from teacher to teacher. | think that the specific classroom context and

participants’ English competence could influence the way that participants
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implement their lessons. Respondents revealed in the questionnaire that 66% of their
lectures were given in English. The observation findings indicate that some teachers
minaly use Chinese in their classroom. When the participants were asked how much
English they used during the interviews, many said they use both Chinese and

English and they also emphasized the language they used depended on their students’
English competence. Very few subject teachers reported that he/she used a large
amount of Chinese in EMI courses in the questionnaires and the interviews. Most of
the subject teachers said that code-switching happens occasionally and stressed that
English is mainly used in their classroom. The findings from the questionnaires and
interviews suggest they were aware of the EMI regulations which state that English

should be the main instruction language.

However, the two participants who used larger amount of Chinese in their
classrooms than they said felt that participants did not follow the top-down EMI
policy and they may implicitly believe that their practices are feasible and acceptable.
The observation data revealed that T1 and T4 conducted their teaching mainly in
English. However, T2 and T3 used Chinese most of the time. In T1’s classrooms, the
average percentage of Chinese use was 21%, while the percentage of English use

was about 77%. In T2’s classroom, the average percentage of Chinese use was 91%,
while T2 only occasionally spoke English or used code-mixing. In T3’s classroom,
T3 used 90% of Chinese. However, in T4’s classroom, 96% of the language T4

employed was English.

I assume that the underlying biased views towards code-switching have influenced
subject teachers’ orientation in the interviews. They felt embarrassed to admit that
they used a lot of Chinese in EMI. As discussed in chapter six and seven, subject
teachers said that admitting to the excessive use of Chinese in EMI courses would
disadvantage their career prospects, since it is against their university EMI policy.
Despite the fact that Chinese serves as an important facilitator for Chinese students
in the classroom, the large amount of Chinese used in ‘EMI” is not regarded
appropriate for international students, whose first language is not Chinese. This
problem has also been discussed in Swedish higher education where EMI lecturers
use both English and Swedish (Bolton & Kuteeva, 2012). Bolton & Kuteeva (2012)

230



point out that the mixture of both English and the local language is problematic if

international students do not understand Swedish.

Findings from the observations also revealed that participants tended to speak more
English during the greeting, reviewing and introduction of the new lesson. In
addition, they spoke more English when they read the prepared notes or English
power point slides. On the one hand, they thought that written English materials can
help them to speak English more precisely. On the other hand, this teaching practice
may suggest some subject teachers were facing challenges when having to speak
spontaneously in English. Using prepared written English materials may reduce their
difficulties in teaching EMI courses. In addition, as was discussed in 6.5.1, a few
respondents said they felt that they could not explicitly explain the content in English
if they moved beyond the prepared English written form, such as the textbook,
teaching notes and power point slides. However, teacher’s English proficiency can
be one reason which explains lecturers’ teaching practice. To what extent they lack
the sufficient English competence and pedagogical knowledge is still in need of

further studies.

Although some participants said that they lacked confidence in using L1 in the EMI
classrooms, my classroom observations revealed that code-switching is very
common in the classrooms which | observed. This also reflects the previous
literature on code-switching in Chinese contexts (Peng, 2007; Hu et al., 2014). Four
functions of code-switching can be summarised from the data. First, the participants
used code-switching for explaining difficult points which they thought their students
could not understand. Second, code-switching is used to help the participants finish
the teaching tasks as expected, especially where the students in the classroom share
the same L1. Third, the participants used code-switching to emphasize the key
knowledge and maintain classroom discipline. Fourth, code-switching is used to help
the students understand the content in the local sense. The L1 equivalents sometimes
signal the local culture and the solidarity of being from the same cultural region. The
functions of code-switching in this study are in accordance with previous studies (e.g.
Flowerdew et al., 2000, 1998; Tien, 2014). However, it is also important to note that
two participants (T2 and T3) used Chinese habitually. Due to all their students being

Chinese, they used or switched to Chinese very frequently. T2 occasionally switched
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to Chinese to explain the grammatical points to her students, the other teacher did
not focus on language form. It seems that the use of both Chinese and English is
more likely to continue in Chinese universities. This may be especially the case
when EMI programmes target Chinese students only. Code-switching has been used
to fulfil different functions for all the participants in EMI courses. Teachers’ frequent
use of Chinese should not be seen as a lack of competence in English language. The
data from my observations suggest that the teachers’ language choice is often
associated with their classroom contexts, according to whether the majority of the
students can understand the content or not. Sometimes students expressed explicit
confusions towards what the teacher said, or they simply revealed their confusion
through facial expressions. However, in most cases, students did not express their
confusions verbally, and then it was the participants who decided which language to
use based on their judgement of the students’ comprehension. Applying to mother
tongue in the EMI classroom can help teachers ensure time is saved and signal
cultural identity (Klimpfinger, 2009). The findings in the observations seem to
suggest that the code-switching in T1 and T4’s classroom was more frequently

employed than in other classrooms (T2 and T3).

Turning to the RQ3 b, the findings from my study also indicated that participants
tended to focus more on the content meaning rather than the English form in
practices. Teachers seldom used native English norms to assess and correct students’
English during the instruction. Students received less English language feedback
from their subject teachers unless their response was highly problematic. The
students’ comprehension of the content appears to be more important in EMI
classrooms. My participants seemed to take a more tolerant view to their students’
spoken English. It seems that their emphasis is not on the Anglo-American varieties
of English but on the academic knowledge. They are tolerating their of student’s
non-native English use in the lessons. This finding seems to reflect previous studies
on Chinese subject teachers’ attitudes towards non-native English (e.g. Jenkins,
2014). The Chinese respondents in her questionnaire study tended to have more
tolerant views towards non-native English. The data from my study obtained the
observations, indicate that these subject teachers actually did not use native English

norms to measure students’ English. Overall, the findings from the data obtained
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from the observations complement the data obtained from questionnaires and

interviews.
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Chapter 9: Conclusion

9.1 Introduction

In this chapter, | will first summarise the key findings of the research. Then I will
discuss the theoretical contribution and implications for EMI in Chinese HE. Then
the limitations of the study will be discussed. Finally, some suggestions will be given

for future research.

9.2 Research questions and findings

As was introduced in Chapter 1, this study explored subject teachers’ orientations
towards English language use in classroom and teaching practices. It also explored
the effect of EMI policy on teachers. The EMI policies have been examined through
teacher’s orientations and implementations. The findings obtained in this research
will contribute more generally to knowledge about EMI and ELF. In addition, it may
contribute to the HE in China and other non-Anglosphere countries where they have
started to implement the EMI courses in universities. The following section

summarises the findings by discussing each of the research questions.

RQ1: How do the subject teachers in Chinese HE perceive EMI policies
and practices?

a. What are the subject teachers’ orientations towards EMI and English use
in Chinese universities?

b. What are the subject teachers’ orientations towards their own and other
subject teachers’ English? How do subject teachers evaluate their students’
English?

c. What are the subject teachers’ orientations towards their universities’

EMI policies and practices?

The RQ 1 was explored through both the questionnaires and interviews. The findings

indicated that the majority of teachers expressed a positive view towards EMI and
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English use in Chinese universities. They identified the fact that both students and
teachers themselves benefited from the EMI courses. Many believe that EMI
programmes enrich their professional career and improve their English. The
beneficial reasons for students were also related to the instrumental purposes, such as
overseas study and good job opportunities (see 7.4). However, the findings suggest
that EMI is challenging for both teachers and students. Some teachers have very
cautious positions on the development of EMI in China. They raised challenges
regarding teaching subjects in English, such as teachers’ limited English proficiency,
the longer time needed for lesson preparation and high expectations from their
universities (see 6.5 and 7.4). In addition, teachers expressed concerns related to
students’ English competence and lack of experience of the English speaking
environment. They believe that students need time and learning strategies to adjust to
EMI. These concerns identified in this study support previous EMI studies
conducted in both East Asian and European contexts (e.g. Bolton & Kuteeva, 2012;
Chang, 2010; Erling & Bartlett, 2006; Hellekjeer, 2010; Hu, 2008; Peng, 2007;
Tange, 2010; Xu, 2008; Yu, 2008). Teachers did not consider EMI to be a threat to

Chinese language and culture.

In answering RQ1b, with regard to their orientations towards English language,
many teachers acknowledged that English is a tool for international communication
and emphasised the importance of learning English for Chinese students. Teachers in
this study have complicated views on English language. In the view of the majority
of teachers, native English is the most appropriate form of English to learn. They
took the “conforming approaches” and contrasted their own or others’ English with a
NES. They expressed a negative view concerning Chinese-influenced English use. A
few participants even had the biased orientation that communication cannot be
achieved if both speakers could not use native-like expressions. Thus, they
sometimes emphasized the point that both students and teachers need to make some
efforts to improve their English through English courses and overseas study. Native
English has always been associated with notions of ‘standard’ and ‘correctness’. This
orientation was mentioned several times in both questionnaires and interviews.
Although some teachers accept some divergence from native English, they consider
native English as the most appropriate form in academic settings. In addition, many

teachers appreciated very much the opportunity to study in English speaking
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countries, since they believed that it would improve their English proficiency which

is connected with their career prospects.

With regard to teachers’ orientations to their own English, some teachers
demonstrated ambiguous orientations. Many believe that they have sufficient English
skills to cope with the courses. They evaluated their reading and writing skills more
positively than their speaking skills. But in general they do not consider that their
speaking skills hinder their teaching. However, they subconsciously compare their
English with a NES’s norms and resist the external requirements to improve their
English. My findings confirm the ambiguous orientations reported in the previous
EMI research conducted in the academic settings (e.g. Jenkins, 2014; Pilkinton-
Pihko, 2010). In the interviews, participants seemed to believe native English to be
the most appropriate academic English. Chinese English and other non-native
English were considered less favourably than native English. This resonates with
previous studies which explored teachers’ orientations towards English (e.g. Bolton
& Kuteeva, 2012; Pilkinton-Pihko, 2010; Jenkins, 2014). Some possible reasons
were also identified and discussed, such as their previous education experiences,
English language policy, English textbooks and attachment to standard language
ideology. In addition, some participants related their desire to improve their English
in order to give others (students, colleagues, administrators) a good impression and
to develop their career prospects within the university, such as promotion and
involvement in research projects. They tended to use the phrase ‘good English’ to
describe their target for improvement. Their ‘good English” is actually referring to
native English. This might suggest they could obtain more external rewards and a

greater reputation if they speak standard English in EMI courses.

Most participants expressed negative orientations towards other teachers’ English.
But they all pointed out that subject teachers should have good English competence
to ensure the quality of EMI. Some noted that those teachers who have gained
academic degrees in English speaking countries often have good English. They were
likely to assume that teachers with extended experiences in English speaking
countries mainly improved their English by talking to NESs. The majority of
participants still believe, by contrast, that teachers without any overseas experiences

tended to speak English with NNESs in the classroom environment and have rare
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opportunities to practice their spoken English with NESs. This finding suggests that
the teachers think the only valuable communication in terms of improving their
English skills is speaking with NESs in the English speaking countries. However,
they may ignore the fact that those people who studied overseas also have to
communicate with NNESs in English. They appear to have false beliefs in their
approach to improving their English skills. They did not realise how important it
would be to talk with NNESs, as English is widely used for international
communication and within multilingual societies. People talking with NNESs are
actually enhancing their English ability and their intercultural communication skills
to use English in globalized contexts. Some respondents’ concerns relating to their
English competence have caused them to rely heavily on written English instead of
oral English.

With regard to the students’ English, most teachers said that some students’ language
proficiency did not meet the requirements for EMI programmes. Their comments
concerning their students’ English were quite negative. Many believe that the
students’ inadequate English hinders them from benefiting more from the EMI
courses. In fact they evaluated students’ English from CET, rather than based on
their classroom performance. The English scores (e.g. CET 4/6) students received
were repeatedly used as a reference to evaluate students’ English competence. This
may suggest the influential role of the English exams affecting their orientations to

students’ English.

Turning to the question of how subject teachers assess their students’ English written
work and oral English, many teachers did not have a consistent view on the form and
correctness of English. The majority of the respondents adopted a normative
orientation towards students’ written work and oral English under the influence of
English exams and policy. They considered their students’ English written work and
oral English as something to be consistently improved or corrected. But sometimes
they said they focused on the students idea rather than on the correct language forms.
Some seemed to have more tolerant views on their students’ oral English compared
with their written English. It is important to note that some teachers’ flexible
orientations to English may be influenced by practical issues, such as the large

number of students in the classroom and heavy work load.
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The findings also confirm that people sometimes have contradictory orientations
towards English language (e.g. Jenkins, 2007, 2014; Baker, 2012). Their positions
towards English were dynamic and difficult to perceive. The interview data
demonstrated that subject teachers’ positions towards their own and others’ English
changed, as they compared themselves with different people. If they compared their
English with that of other academic staff in the university, they often expressed
positive reactions. In contrast, when they compare their English with NESs, their
positive perceptions disappear and they often point out their language weakness.
Also, they identified the need to make some efforts to improve their English despite
the fact that they actually have vague ideas about their learning goals. Thus, it is the
crucial point whether they consider native English to be a benchmark which
evaluates people’s English. This result confirms the finding reported in previous
research (Pilkinton-Pihko, 2010). However, although sometimes the teachers seemed
to generate a more flexible view on others’ English, the majority of the participants
made no attempt to challenge NE norms. It was found that traditional ELT and

standard language ideology were very likely to influence their perceptions.

In answer to my RQ1c, the majority of the respondents to the questionnaires reported
that their university did not have any EMlI-related policy. Many of them added that
they had no interest in reading any policy because they considered it vague and not
useful (see 6.7 and 7.4). Similarly, teachers in the interviews also expressed more
criticisms than positive opinions towards the EMI related policy in the interviews.
The teachers think that their university policies are vague and unfeasible, so they
tend to show negative views about the policies. There are three types of concerns
about the policy. First, they questioned their universities’ requirements that students
take two or three EMI course credits before graduation. This system is believed to be

too rigid to ensure the flexibility and suitability of students’ learning.

Second, they dislike the top-down policy, since it prescribes the amount of English
use in the EMI courses, which was not applicable in many classrooms. Many said
teachers should decide the amount of English use in EMI classes, while others
believed that the proportion listed on the regulation could not reflect the classroom
reality. They hope to be given more freedom to organize their lessons, and they

criticized the uniform EMI policy.
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Third, they resent the external unrealistic expectations. Although there were no
clearly-stated EMI policies concerning the teachers’ English level, some teachers
seemed to be aware of the ‘unwritten language regulations’ expecting them to
achieve a very high standard. The top-down management team expects them to
conform to native English and to speak English as much as possible. Thus, some
teachers seemed to express contradictory views on how much English should be used
in the classroom. On the one hand, they had to switch to Chinese in order to help
students understand the content. On the other hand, they felt obligated to use much
English to meet the requirements. They still considered the frequent code-switching

as a compensation strategy rather than a communication strategy.

It is also crucial to point out that many teachers’ interpretations of policy are limited
to the policy document itself. They seemed to ignore the association between
language policies and practices. They tended to believe that ordinary teachers have
little influence on policy making. But the findings suggest that teachers play an
important role in classroom practices, and sometimes the EMI practices largely
depend on the individual teachers not on the EMI policy. Policies or requirements

might have less effect on EMI teachers than expected.

RQ2: What actually happens in EMI classrooms?

a. How is EMI implemented in the classrooms and how much Chinese
and English were the teachers using?

b. To what extent do subject teachers use NES norms to assess students’
English during the instruction? Are they tolerant of student’s non-

native English use in practice?

Findings obtained from the classroom observations helped to answer the RQ2 (a, b).
Generally speaking, the observations reinforce the mismatch between EMI policy
and actual implementation. Sometimes, teachers’ teaching practices contradicted the

EMI policy and the positions they expressed in the interviews and questionnaires.

The results reveal that the EMI course is still a newly emerging form of teaching and
only a small number of teachers are involved in EMI courses. The results obtained

from observations also indicate that there are only a small number of international
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students in EMI classrooms. This finding may suggest that the real number of
international students in the degree programmes may not be as many as the publicly
released figure. Actually, Chinese students constituted the major body of students in
EMI courses.

Generally speaking, all of the four teacher participants dominated most of the
classroom talk in the class. This teacher-centred approach is quite common in the
classrooms | observed (see 8.7). It is not easy to obtain data of real interactions
between teachers and students. The four teachers displayed similar teaching
including aspects such as starting the lesson with revision, explaining the new
content (of the textbooks and power point slides) and asking students to do exercises.
Although all the teachers stated in the interviews that their power point slides were
written in English, one teacher did not prepare any at all during my observations. Her
teaching practice was at odds with the top-down EMI regulation which requires
subject teachers to prepare the slides in English. With regard to textbooks, the
classroom data suggests that many students were not using the textbooks written in
English, they were using the textbooks with Chinese translation or the printed power

point slides.

Teachers’ use of English varied significantly from classroom to classroom. The
quantification of English use in each classroom has been specifically explained in
section 8.4. Two of the teachers mainly adopted Chinese to teach while the other two
exclusively used English. The observation data offered further evidence that code-
switching is often used in the EMI courses. The amount of Chinese used in practice
exceeded what the teachers reported. Data from the questionnaires and the interviews,
may suggest that the underlying biased views on code-switching have influenced
subject teachers’ orientations. The data also suggests the inconsistencies between the
reported teaching and the reality in the classrooms. In addition, the finding supports
the previous literature on language policy and language practices. Subject teachers in
this study did not follow the proportion of English prescribed in the policy and this
result also confirms the findings reported by Costa and Coleman (2012). It appears
that the language requirements of the EMI policy have less impact on their teaching.
It is up to the individual teachers to decide how much English and Chinese will be

used in practice.
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Findings from the observations also revealed that the participants tended to speak
more English during the pre-introduction stage and introduction stage. In addition,
two teacher participants spoke more English when they read their prepared notes or
English power point slides. A lot of teachers held a negative position on those
teachers who merely read the English from the textbook without elaborating the
content in their own words. Using prepared written English materials may reduce
their difficulties in teaching EMI courses (see 6.5.1). But to what extent they lack
sufficient English competence and pedagogical knowledge is still in need of further

studies.

Turning to code-switching, four functions of it can be summarised from the
classroom data. First, teachers used code-switching for explaining difficult points
which they thought their students could not understand. Second, code-switching is
used to help teachers finish the teaching tasks as expected. Third, teachers used
code-switching to emphasize key knowledge. Fourth, code-switching is used to help
the students understand the content in the local sense. The L1 equivalents sometimes
signal the local culture. The functions identified in this study are in accordance with
previous studies (e.g. Flowerdew et al., 2000, 1998; Hu et al., 2014; Peng. 2007;
Tien, 2014)

However, it is also important to note that two participants (T2 and T3) used Chinese
habitually. Since all their students were Chinese, they switched to Chinese very
frequently. In addition, apart from T2 who occasionally switched to Chinese to
explain the grammatical points to her students, the three other teachers did not focus
on language form. This finding generally supports what the participants said in the

interviews.

Although the policy expects subject teachers to help students with their English, the
findings indicate that the participants did not regard themselves as language
instructors. Most of the participants regarded themselves as facilitators to helping
students with their academic achievement. This is consistent with what the previous
scholars argue that the major responsibility for subject teachers is to teach subject
knowledge (e.g. Cai, 2010).
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The observations also confirm the fact that there is still much to be improved on the
part of the university. Some universities do not have specific regulations regarding
what happens in classes which have all Chinese students in them or are mixture of
Chinese and international students. The EMI policy has not clearly specified the
different EMI courses, but all of them are designed for Chinese students, rather than
for a mixture with the international students. Thus, the findings provide evidence that
subject teachers and the universities seemed not to be ready to adapt to the new
teaching context where the increasing numbers of international students are studying
in Chinese universities. It has been found in the EMI literature that this kind of
teaching poses great challenges to those international students who do not speak the

local language (e.g. Bolton & Kuteeva, 2012).

In answer to RQ2b: To what extent do subject teachers use NES norms to assess
students’ English during the instruction? Are they tolerant of students’ non-native
English in practice? It was found that classroom observations resonated with the
findings in the questionnaires and interviews. In the teacher-centered classrooms,
teacher participants gave very limited English feedback to their students. If the
student’s English was highly problematic, they tended to reformulate the students’
utterances. In general they tend to tolerate the students’ oral mistakes, and pay more
attention to the content rather than the accuracy. Though a few participants
occasionally emphasized accuracy in the EMI courses, learning content is the major
objective in practice. Native English norms have not been used as a yardstick in the
classrooms. This finding seems to reflect Jenkins’s (2014) findings that Chinese
respondents tended to have more tolerant views on non-native English in practice.
The findings also suggest a gap between what subject teachers thought to be
necessary when assessing students’ English and what criteria they actually used in
practice. This may indicate that contextual factors, such as the large number of
students and time constraints for teachers, might influence teachers’ tolerance to

students’ oral English.

9.3 Contributions and implications

In the following subsections, | will first discuss the theoretical contribution of study

to the ELF and language policy framework. This is followed by discussion of three
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major implications for the teaching of subjects in English, EMI policy and for ELT

in China.

9.3.1 Theoretical contribution of the study

This section discusses the contribution of study to the ELF and language policy
framework. As discussed in 2.2.3, both Jenkins’ (2014) and Seidlhofer’s (2011) ELF
definition focus exclusively on the communication between speakers from a different
lingualcultural background. Similarly, Mauranen’s (2012) notion of ‘similects’ also
talks about ELF users speaking English with people who come from the different L1
background. However, English interactions among the people who use the same L1
background have often been perceived as ‘non-ELF’ interactions. In this study, I
explored the situation where students and teachers are all Chinese or sometimes the
majority of them are Chinese (with limited number of international students). What |
found is that when students and teachers were using English to learn the subject
knowledge, they adopted an ELF oriented approach in their practice, and sometimes
they used code-switching in their interactions. In this sense, their English use was
influenced by their L1 and culture background, but they were also adjusting their
English. It is therefore argued here on the basis of my findings that the definition of
ELF should be expanded to include same L1 speakers talking to each other in
English. My study which has explored subject teachers’ orientations and
implementation of EMI in universities offers new evidence to expand the ELF
definition and to apply ELF theories into a wider social context. In this sense, ELF
users’ English can be perceived as the result of interactions between both people
who come from different language backgrounds and those L2 English users who

share the same L1.

As for its contribution to language policy research, my study has confirmed
Spolsky’s language policy framework. As discussed in 4.3, Spolsky (2004) sees
language policy as being made up of three interrelated components: language beliefs,
language practices and language management. My research has drawn upon his
framework to explore subject teachers’ orientations and implementation of EMI in
Chinese universities. Adopting his framework offers new perspectives to study

language policy in this case, since EMI policy in China is a new area of language
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policy research. As discussed in 4.4, the previous language policy literature in China
is mainly focused on the top-down policy and policy making process. The bottom-up
language practices have often been neglected in the research. Unlike the traditional
approach, Spolsky’s framework provides me with the theoretical basis to interpret
subjects’ beliefs about language policy, English language, and how policy is
actualised in practice. The findings for this study thus offer further empirical

evidence for understanding his framework.

According to Spolsky (2004), people in the community often have certain
perceptions towards a language. The majority of my participants have strong views
towards English language and said they considered native English to be correct and
better than non-native English. Even sometimes, some subject teachers who showed
a certain degree of tolerance of NNES’s English, still perceived native English to be
better than any other Englishes. Standard English language ideologies seem to be

deeply rooted in my participants’ mind.

The second component in Spolsky’s framework is language management. It actually
indicates how English policy should be implemented. However, my findings suggest
subject teachers in this study did not implement the top-down education policy.
Many described their university’s EMI policy as not useful. Sposky (2004: 222) said
“the real language policy of a community is more likely to be found in practices than
in its management”. Some teachers in my study did not follow the policy and said it

was not useful.

According to Spolsky, examining language practice is as important as examining
policies. Spolsky’s language practices reflect what people actually do with language.
He defines practices as “observable behaviours and choices” and calls them “real
policy” (p.4). In my study, subject teachers’ teaching practices were reflected in their
actual EMI instruction and responses from questionnaire and interviews. My
findings confirmed that a gap exists between the intended EMI policy and the

enacted EMI teaching practices.
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9.3.2 Pedagogical implications for EMI in Chinese higher education

The use of English as an academic lingua franca is a recent education phenomenon
in Chinese universities and has attracted a lot of attention and criticism. The findings
obtained in my thesis contribute to how we can improve the implementation of EMI
and EMI policies, and it is hoped that the findings will encourage the policy makers
and practitioners to reflect on EMI in China. In this section, I will discuss the major
pedagogical implications and outline some suggestions for EMI policy and

implementations in China.

Subject teachers’ role should be clearly defined. Several teachers in this study
highlighted the point that they considered themselves to be subject teachers rather
than English teachers. Their orientations and practices indicate that they never
consider themselves to be language instructors. They criticised the extra role as
language teachers imposed on them. Thus, it is crucial to define clearly the teachers’
role in the EMI policy, otherwise teachers are likely put in the ambiguous position
when conducting their teaching. The teaching aim of the EMI should be specified
and the learning objectives of EMI should have a clear focus. So it is hoped that the
policy makers revise the targets and introduce more concrete objectives for EMI.
The ambiguous teaching target creates the false image that subject teachers should
pay equal attention to the language and the content. It is generally believed that a
better understanding of their role could enhance better learning and teaching

outcomes.

There should be supporting action plans for EMI teachers and students. Teachers in
this study also expressed many concerns and uncertainties about teaching in English.
Many of them expressed their difficulties in teaching subjects in English since it is
different from their previous teaching experiences. They noted the teaching time
constraints, diversified student population and the lack of the support and training.
Thus, it would be very helpful for universities as well as policy makers to
acknowledge teachers’ difficulties in teaching EMI and work out feasible plans to
help subject teachers (especially new teachers) to cope with EMI quickly. There are

various things that a university can do to help teachers cope with EMI. For example,
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training programs should be duly offered. Topic-based seminars could also be good
choice, e.g. how to deal with the time shortage in EMI courses? EMI-based research
funding should be established to encourage teachers to explore further strategies to
deal with the different problems.

Another issue which was addressed by many participants is the students’ language
ability. Teachers feel that their students have uneven English language skills. Thus, it
IS hard for the teachers to conduct EMI courses well. This finding also reminds the
educators, curriculum developers and policy makers to re-think ELT in Chinese
universities. In fact, a lot of efforts have been made to improve the quality of ELT in
China, but the effects are not as good as was hoped for. And it seems that many
English lessons have not prepared Chinese students’ to quickly adapt to EMI courses
in the universities. As discussed in 4.3.3, Cai (2012a) suggests teaching EAP for
university students in China. Therefore, additional EAP courses or English language
supporting courses should be provided for weak students. The implications of this
finding to ELT will be further explored in Section 9.3.3.

Subject teachers’ contradictory views may reveal the fact that there should be a shift
from the traditional EFL paradigm to ELF paradigm. Subject teachers in this study
exhibited contradictory views concerning their own English and other subject
teachers’ English competence. Many respondents to the questionnaire said that their
English is sufficient to teach EMI courses in China. However, once they compared
their own English with NESs, they always generated a certain degree of self-doubt
and frustration. Similarly, participants in the interviews expressed contradictory
orientations towards English and their position changed during our interactions.
Their positive attitudes towards native English are often influenced by the Standard
English ideologies of the traditional EFL paradigm, which might lead them to remain
less confident about their own English and others’ English competence. Although
sometimes they realised the problems of applying native English norms in practice,
they still did not feel that they have the right to question it. Many still believe that
their English should conform to native English. Considering the nature of EMI
courses and English use in the globalized world the ELF paradigm could offer
teachers’ a new perspective to conceptualize the English and to build their

professional confidence.
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The knowledge of ELF can be incorporated in the teacher education programmes.
However, the majority of teachers mentioned that they seldom received any kind of
training. Many said that there are no teacher education programmes for subject
teachers in their universities but they would welcome such training programmes.
Thus, this study calls for the development of education programmes for subject
teachers. In-service training courses for subject teachers are urgently needed. But it
IS important to note that those training programs should not just focus on improving
their linguistic skills but most importantly focus on multicultural and ELF
awareness-raising. Although many teachers have studied English for many years and
obtained Master/PhD degrees in related fields, findings from the interviews seem to
suggest they have a weakness in sociolinguistic knowledge and intercultural
awareness. In addition, it is very useful for them to know some selected ELF/ELFA
empirical studies, especially to know how NNESs use English to communicate
successfully with people in ELF settings. Currently, the number of international
students in EMI programmes is still small. However, due to the recent expansion of
EMI courses/programmes in Chinese universities, it appears that Chinese
universities are aiming to recruit more and more international students. It is very
likely that students in EMI programmes will become more diverse with students
coming from different linguacultural backgrounds. The notion of ELF could help the
subject teachers to reflect upon their own teaching and think about if ELF will affect

their understanding about language and teaching practices.

The findings from this study also raise concerns for the international students in
Chinese universities. With the national promotion of the EMI programmes, there will
be increasing numbers of international students. Thus the current course plan and
design will not meet the new demands. Therefore, the question of how to help those
international students become successful in Chinese universities remains a big
challenge. If Chinese universities still aim to attract a large number of international
students, subject teachers need to understand how to manage cultural diversity and
understand how cultural diversity influences the teaching/learning. The training
programmes should also include intercultural communication courses which could
help teachers to develop their intercultural awareness. Unlike teaching to the
homogeneous group of Chinese students, teachers need to adapt their teaching

methodology and assessment methods in the multilingual classroom. Students in
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future EMI programs/courses may have different English proficiency, different

cultural backgrounds.

In addition, there seems to be few chances for the subject teachers to share and
collaborate on issues in their teaching. Thus, regular opportunities for teachers to
share their teaching experiences are much needed. In-service training courses could
provide such opportunities for teachers to exchange their ideas of teaching in English.
The results obtained from the interviews show that, many participants seemed to
generate contradictory orientations towards their own and their students’ English
skills. Exchanging their experiences would help them be aware of other orientations
and to be more confident in their own English. However, it is important to point out
that offering in-service training courses for EMI teachers demands a lot of planning.
The question of what would be taught in those training courses still needs further

study and discussion.

The findings obtained from this study also have important implications for EMI
policies in China. Many subject teachers appeared to complain a lot about their
universities’ EMI policies. This suggests that policy makers need to be aware of
teachers’orientations to EMI policy and update the policy in accordance with
students’ needs and the problems in teaching. Based on the findings obtained from
this study, I would like to make four suggestions for improving EMI policies in
China.

Firstly, there is a great need for the university to take into consideration a more
flexible system of course selections under the EMI policy. Many teachers said that
their Chinese students have chosen the EMI courses mainly because of the
compulsory nature of the course. They pointed out that some of their students have
different levels of English and motivation. They criticized the compulsory nature of
the language policy and said that Chinese students should be given the freedom to
decide whether to take EMI courses or not. It seems that universities are required to
implement the government’s EMI policy, but the policy makers do not consider
whether all students welcome EMI courses. It is unreasonable to assume that all
Chinese students are willing to be students in EMI courses. Thus, EMI policy should

be revised to give students more options for selecting the type of courses they prefer.
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Courses taught entirely in Chinese should also be made available for those students
who are not willing to take the EMI courses. An explicit statement of offering the
parallel courses (Chinese and EMI) should be included in the university EMI policy.
Secondly, differentiated EMI policy and instruction should be provided so as to meet
the different needs. The findings of this study have indicated the need to differentiate
different types of EMI programmes for diversified student populations.
Differentiated EMI policy should be enacted to meet the demand of each type of
EMI programme. Due to the large number of Chinese students in some EMI
programmes, it is really difficult and pointless to stop students and teachers from
speaking some Chinese. ‘English-only’ EMI may not produce the ideal teaching and
learning outcomes in classrooms with all Chinese students. | think what the policy
makers could do is to separate international and Chinese students in some courses.
But it is very necessary to work out the detailed plans in advance on which subjects
should combine the two groups together and which subjects should separate the two
groups. My suggestions are that for those fundamental subjects which provide the
key concepts of their programmes, those courses should be offered in Chinese
instruction for Chinese students. For those Chinese students who are enrolled in the
EMI courses, those courses can be taught bilingually. Research evidence indicates
that prescribing the percentage of English use in the policy does not help in practice.
Thus, teachers should be allowed to act more flexibly according to their classrooms.
The policy should clearly differentiate the different EMI courses and acknowledge
the value of using Chinese in those EMI courses designed for Chinese students. Both
teachers and students should be encouraged to use Chinese or code-switching in the
classroom where Chinese students constitute the target students. The value of code-
switching should be highlighted in EMI classrooms. Emphasizing the value of code-
switching in EMI courses could bring two advantages. First, it will help the students
and teachers to feel confident in using the Chinese in EMI courses. Second, teachers’
multilingual resources are being encouraged. Such highlighting would also reduce
the sense of guilt on the part of teachers when they switch from English to Chinese

in their classrooms.

Thirdly, the EMI policy should be tailored to the needs of international students.
Based on the findings obtained from the classroom observations, one of the

problematic things is the large amount of Chinese used in EMI classes. This may
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lead to the difficulties for international students whose first language is not Chinese
or who understand little Chinese. They may feel uncomfortable when they find it
hard to follow the teacher who uses Chinese most of the time. In addition, due to the
recent expansion of the EMI courses/programs in Chinese universities, it appears that
the universities are aiming to recruit more and more international students from other
regions, such as Europe and Latin America. They may look for universities which
can offer courses taught exclusively in English, unless they have any Chinese
background. If Chinese universities are planning to recruit international students
without any Chinese language background, using both Chinese and English would
hinder the development. Thus, it is very important that EMI policy should explicitly
stipulate the English-only policy in EMI courses for international students.

However, it is possible that there are some introductory courses in any disciplines, in
such cases, the university could join the two groups together in those courses. Such
joining up is very necessary for both international and Chinese students. Mixing
international and Chinese students in the same EMI classroom could enhance their
intercultural and ELF communication skills. Due to the presence of international
students, teachers and students must all use English to negotiate their meanings in
ELF contexts. Thus, it is very necessary for the EMI policy to differentiate clearly
between courses for Chinese students and courses for international students. There
should be specially-designed EMI classes for international students with diverse
multilingual backgrounds. Predictably, most of the international students in China
are NNESs. Thus, there is a need for language policy makers to take account of the
ELF paradigm when formulating the EMI policy.

Fourthly, it is hoped that the revised version of EMI policy would contain some
feasible requirements rather than overemphasizing the quantity of English use. With
regard to the language requirements of the EMI policy, current policy which
quantifies the English and Chinese use in EMI courses might cause people to
evaluate the course based on how much English the subject teachers could use rather
than the quality of the EMI course. Teachers’ English competence should not be
related to the amount of the English they use. The most important thing is that

subject teachers should generate the ability to adjust their English to help their

250



students understand the content and provide high quality EMI courses.

Comprehensibility of the content appears to be more important in EMI classrooms.

All'in all, it is important to keep in mind that developing EMI in China involves a lot
of effort and reform. A proper mechanism to systematically monitor and evaluate
EMI is much needed. Whether the latest English Gao Kao Reform will influence the
development of EMI programmes in China is still not known. But I think EMI
programs will continue to exist for many years in China. However, the
implementation of EMI calls for extensive research involving language teachers,
subject teachers and staff in the international offices. Acknowledging the problems
and challenges of EMI can help policymakers make comprehensive policies. |
believe the notion of ELF could offer some micro implications of how English

should be used and assessed in EMI programmes in China.

9.3.3 Implications for ELT in Chinese higher education

The research findings also have implications for ELT in China. Though my study
focused on subject teachers who are not teaching English language skills, English
language education provides the prerequisite for both teachers and the students in
EMI courses. Teachers’ and students’ previous English learning experiences will
influence how they perceive and use English language. All the undergraduates are
learning EMI courses and College English simultaneously. However, after several
years of English learning, they still have a lot of problems in English. The previous
literature has criticized Chinese people’s lack of competence to use English in
practice. The efficiency of ELT in China has been seriously questioned in the
literature (see chapter 4). In addition, the findings of this study also reveal that some
subject teachers felt their Chinese students have weak English communication skills.
They expressed concerns over students’ English and felt that students could not
benefit from the EMI courses. This suggests that some students may not achieve the
intended proficiency and the target to “communicate effectively” despite many years
of English learning. There are many factors that could impact students’ poor English
performance. Having the NE target can be one of the major factors which influence
students’ English learning achievement. The current ELT, which is based on the

native English model, is not sufficient for Chinese students to quickly adapt to the
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EMI courses. The current ELT model in China will disadvantage both students and
teachers who need to speak English in the Lingua Franca situation. Therefore, it is
very urgent that the ELT policy makers consider the future use of English of their
students and offer concrete approaches to inform students how to achieve
communication effectiveness. Given the reality of English use today, the ELF
paradigm could offer ELT practitioners a new way of perceiving English, and the
notion of ELF fits in well with the college English teaching target. Thus, ELF is a
very relevant concept which could prepare Chinese students to use English
effectively in the globalized world. Based on this consideration, | will give the

following suggestions for ELT in Chinese HE.

First, it is important to offer courses which can raise the students’ awareness of
Global Englishes. I think university students are the ideal target to provide them with
Global Englishes’ awareness raising courses, because after several years of English
learning and use in the classrooms, they are very likely to use English in ELF
contexts. Introducing the notion of Global Englishes could prepare them to become
successful English users. Another reason is that university students do not have as
much pressure on them as primary/high school students who have to pass English
exams in order to be enrolled in the schools and universities. Those students have
just started English learning. They do not have much autonomy to decide by
themselves and they seldom communicate in the ELF context. But university
students have gained sufficient experiences and knowledge to be able to reflect on
their English use and to understand the variations in English. Questions about how to
raise students awareness still to be discussed in the ELF field. In fact, some recent
empirical studies have discussed ELF-informed pedagogies and applied them into
teaching practice (e.g. Baker, 2012; Hino & Oda, 2014; Galloway, 2013). These
studies criticised the practice which focuses exclusively on the native English mode
and found that ELF-informed courses influenced people’s orientations to English.
They also pointed out that their participants’ understanding of global English and
intercultural communication has been broadened as the results of ELF awareness-
raising courses. As for those teachers who felt unsure about how to teach ELF in the
classrooms, these researchers’ experiences have provided them with valuable

information. The methodology, which they identified for teaching ELF or raising
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intercultural awareness, could be adopted in the classrooms to see if these are

effective.

Second, ELT should include both NNESs and NESs in the selection process for
listening materials. This is because students will encounter English speakers with
different L1 backgrounds in their future studies and work. Incorporating ELF
conversation into listening materials is a very important way of helping the students
to understand the general ideas of what future international communication will be
like. Additionally, it is also important to ask students and teachers to listen to
English conversation which involves other NNESs and Chinese English speakers.
Exposing students to Chinese ELF could improve students’ confidence in learning
and using English. They could also understand how those Chinese who speak
English in ELF settings could achieve mutual intelligibility without acquiring native-
like competence. At the same time, the English curriculum should contain an explicit
objective which highlights the point that students need to be able to use English to
communicate with both NNESs and NESs. However, the current English listening
materials in China are mainly spoken by NESs. This might give students a
misconception that they would only meet English speakers who speak similar
English to the speakers in the listening recordings. With regard to English
pronunciation, the Lingua Franca Core could be used to guide the teacher how to

teach pronunciation.

Third, the empirical ELF(A) studies have suggested the usefulness of using various
pragmatic strategies and accommodation skills. These key communication strategies
have been identified to help NNESs to communicate more effectively in ELF
settings. However, the current ELT has placed too much attention on the native
English norms and often neglected the communication strategies. Thus, English
teachers should first inform their students of the importance of those communication
strategies, and then help students’ to practice those strategies in speaking classes. It
is also very important to note that students should be told that they need to adjust
their Englishes according to different contexts and interlocutors. Achieving mutual
intelligibility should be emphasised. In English speaking classes, teachers could
assign the information gap task to students. The students could work in pairs and

learn through practice how to adjust their language to make it more intelligibility.
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Fourth, ELT course materials should be modified. To my knowledge, there has been,
so far, no published textbook or teaching material based on the global Englishes
paradigm. There is a lack of ELF-informed teaching materials written by local
Chinese scholars, because “none of the syllabi of English teaching in China mentions
a single word about ELF” (Wen, 2012: 372). Textbooks writers seldom write

English books which contradict the teaching syllabus.

Fifth, undergraduate curricula should be redesigned. College English as a general
English course is offered to 1% and 2" year undergraduates in many universities with
the emphasis on general linguistic knowledge and the four language skills. Many
subject teachers in my study said that their universities do not offer any EAP courses.
As discussed in 4.3.3, Cai (2012a) problematizes the College English teaching
curriculums and believes EAP/ESP should be taught for college students as the
alternatives. However, his proposal on EAP is still guided by the traditional genre
approach, and he makes no attempt to challenge a major assumption of the

traditional genre approach of EAP, that is, in his view, students need always defer to
NESs’ English use. Additional EAP courses or English language supporting courses
should be provided for students. It would definitely need time and preparation for the
implementation of EAP programs. Such English courses are particularly useful for
those students who want to be enrolled in the EMI courses to enable them to become
familiar with the English in their disciplines. But it is argued here that EAP/ESP
courses in Chinese universities need to add the ELF perspectives in their curriculums
in light of the findings of this study as well as the position taken in the ELF literature.
In other words, the traditional conforming approaches should be replaced by the

ELFA approaches in English lessons including EAP courses.

The previous literature had discussed the ways to incorporate ELF perspective into
English language classes (e.g. Baker, 2012; Jenkins, 2006; Hino & Oda, 2014).
These ELF-informed pedagogies can be applied in the EAP instruction as well. But
unlike College English today, EAP instruction needs to focus in particular on
academic English language and other academic abilities, such as critical thinking,

presentation skills and time management.
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With regard to the English language in EAP instruction, the implication of my
findings is that four important dimensions can be integrated into EAP instruction in
Chinese universities. First, it is necessary to help students to conceptualise the
English language in a plurilingual way for various purposes. EAP with ELF
perspectives requires teachers to focus on helping students to use English in
academic settings, not on how to speak/write like a NES. Second, the EAP teachers
should teach both English language and communicative skills to students. Especially,
students should be equipped with the communicative skills to participate in
international academic contexts. Third, taking account of students’ need should be
the EAP course priority. Many participants in my interview study pointed out they
will use English mainly to talk to NNESs or even the people who share the same L1.
However, the critical point is that this need is often ignored by the teachers and
policy makers. Ignoring the use of English by NNESs will mean not being able to
provide students’ with the adequate skills and knowledge for their future life, work

and study.

Last but not least, given the importance of using English in global settings, English
tests in China should be revised to include ELF interactions in both academic and
general settings. In China, CET4/6 are used widely to assess students’ English
proficiency. It is suggested that English tests focus on assessing students’ English
use in both academic and general ELF settings, and that these tests should also

reflect current use of English around the world.

ELF has become a subject of considerable interest round the world with its own
annual conference, academic journal and book series. As mentioned previously,
more and more Chinese scholars have already conducted empirical research in ELF.
Recently, it is noteworthy that some Chinese PhD students have begun to study ELF
related topics in HE and secondary education, such as Fang (Forthcoming) and Liu
(Forthcoming). In addition, the 8th International Conference of English as a Lingua
Franca will be held on August, 2015 in Beijing. This will help more Chinese
scholars, teachers, publishers and policy makers to understand ELF(A) and its
implications. I cannot predict how far the English policy will take account of the
spread of ELF/ or the finding of the ELF(A) research in Chinese universities. But |
predict that many English teachers will be informed by the theory of ELF and
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gradually recognize the lingua-franca use of English. Many Chinese universities are
aiming for internationalisation. Thus, for those universities, language reform could
become one area for them to investigate. As Jenkins (2011: 934) points out “it is a
contradiction for any university anywhere that considers itself international to insist

on national English norms”.

9.4 Limitations and suggestions for future research
9.4.1 Limitations

There is a need for caution in interpreting the findings. My study was limited in
several ways and it is not possible to generalize its findings to all Chinese subject
teachers. First, although | have tried to find teachers who taught different disciplines,
my study was still limited to a very small size sample. My classroom observations
only reflected the four participants who agreed to more regular observation during a
limited period of time. Future studies could use observations use observe more
lessons or could use longitudinal observations to observe the participants.

The second limitation is that teachers are the only focus in this research. My study
did not involve students, policy makers and the administrative staff in international
offices. I did not include those groups mainly due to time constraints and the
difficulties of having access to higher ranking officers. | hope to focus other

practitioners’ orientations for the future research.

The research findings of this study were also limited to observations and interviews
conducted in Beijing. There is an unbalanced distribution of HE resources in China.
With regard to the implementation of EMI, there might be regional differences. So
the findings may not represent all of EMI in practice. There is a need to
interview/observe more subject teachers who are working in different areas in China.
Where my study was concerned collecting data in the same area helped me to finish

the data collection within the planned time.
The fourth limitation concerns the author’s interview skills. As an inexperienced
interviewer, I found I missed some points which I should have asked partcipants

during the interviews. Second rounds of interviews might have been helpful for me
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to solve this problem. But I did not do them in this study due to time limitation. I
was not able to fly back to China during that period of time. Future research should
consider second rounds of interviews. Such interviews can help the researcher to

explore questions that have been raised by the participants in the later interviews.

The fifth limitation is concerns that the design of the questionnaire. Although the
questionnaire was revised several times and piloted before the main study, some
items were not clear enough to obtain responses from the respondents. If I were
going to design the same questionnaire again, [ would rephrase some items.

In addition, I had never experienced EMI courses when | studied as an undergraduate
at the university in China. My understanding of EMI courses are all based on the
literature, policy documents and the data I collected. The lack of self-exposure to
EMI courses restricts me in getting a thorough understanding of EMI courses in
China.

9.4.2 Future research

| adopted a bottom-up approach in this study, in which I looked at policy through the
subject teachers’ perceptions and implementations. Future work is needed to conduct
a more detailed and extended text analysis of the written EMI policy and English

teaching curricula.

A second area of further research is to study whether different academic disciplines
affect subject teachers’ perceptions and practices of their English use. Although my
questionnaire data was collected from teachers of different disciplines, the small
number of the respondents cannot provide much detailed information. Thus, it is
hoped that future research about this topic will include larger number of samples to
explore if the academic disciplines influence the teachers’ views on English use in

EMI courses.
Another possible future study could also look at the teachers’ identity in the EMI

context, and explore how subject teachers define their teacher identity in the

academic contexts where English is increasingly used as the lingua franca.
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My study has explored different types of EMI courses. Some of them are taught
mainly in English and some conducted partially in English. The actual English use in
each classroom is at odds with the policy. Future study could focus on the
comparison between those EMI courses exclusively taught in English and those
partially taught in English.

Another area of future research could focus on policy makers’ and administrators’
orientations towards EMI and English language use. The study could aim to compare
the differences among those different practioners. Studies could also explore how

they enact the EMI policy and policy making process.

Finally, future research could study other Asian HE contexts with the aims of
exploring how teachers in other countries perceive EMI and conduct EMI
programmes. Scholars could compare the research findings obtained in different

settings in order to draw wider implications for EMI programmes.

9.5 Final conclusion

Nowadays, many people perceive English to be a global language, but the majority
of them have not thought about how the current use of English relates to their life
and study. The emergence of the EMI programmes in China has stimulated me to
explore what teachers think about the English language and how they implement
EMI courses in practice. The findings obtained in this study could be considered as
the preliminary understanding of EMI in China which calls for further empirical
study. Based on the findings of this study, we have realised EMI courses are
different from conventional education forms. Given the future development of EMI
in China and its distinctive features, ELF paradigm are more likely to reflect how
English would be used in Chinese HE in the future, e.g. diversity of the students and
teachers, more EMI courses, changes in the English entry requirements. What the
speaker needs in ELF settings is to negotiate the meaning to achieve successful
communication. Therefore, | would like to end this thesis with positive views on the
ELF paradigm. ELF is a quickly growing field which provides both theories and
practices which truly reflect English use in the globalized world. It appears that
English will continue to be the main global language worldwide. I am confident to
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say that the ELF paradigm will continue to be of relevance to English users who will

continue to use English to communicate in a globalised world.
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Appendix 1

Questionnaire for Chinese University Lecturers (Pilot)

Dear University lecturer

I am a PhD student at the University of Southampton. I am currently researching
English medium instruction in Chinese higher education. I would be extremely
grateful if you could help me with my research by completing this questionnaire.
This is not a test and there are no right or wrong answers. All the data gathered will
be dealt in a confidential and anonymous manner.

Please contact me, if you have any questions about this questionnaire.
Many thanks for your time and cooperation.

Lanxi Hu

Part One

1. Age (circle as appropriate) 20-29 30-39 40-49 50-59 60+
2. Which department do you work in?
3. Which subjects do you teach in English?
4. From which year did you start to teach EMI?
5. How many hours do you expect to teach in English per week?
6. Approximately what percentage of the courses is taught in English in your
university?
7. Does your university have any English language policies designed specifically for
EMI? If so, please state the name of the policy if you can remember
8. Have you ever been to any foreign countries to receive English and subject-based
training?
If yes, please state where and for how long?
9. Have you ever heard about the term English as a lingua Franca? Yes/No
If yes, please state where?
10. If you are willing to take part in a short interview, please provide your name and
contact details. (Participation is optional)
(Name/Email/phone number)

Part Two

Following are a number of statements. Please indicate to what extent do you
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agree or disagree with the following statement.
1 Fully agree

2 Partially agree

3 Partially disagree

4 Fully disagree

1. If the university is going to compete at an international level, it has to offer more
courses in English.

(1) ) 3) (4)

2. Teaching more programs in English will raise academic standards at the
university.

(1 2 ) “4)

3. I began to teach EMI programmes because of the new teaching policies.

(1) (2) €) (4)

4. When I teach in English, I am able to express myself clearly. I feel confidence in
teaching content subjects in English.

(1) 2) G) “4)

5. The majority of my students are non-native English speakers, so I feel less worried
about my English accent when I teach in English.

(1 ) 3) (4)

6. When I teach EMI programs, 1 always follow the national English language
teaching curriculum to assess students’ English ability.

(1) 2 3) 4
7. 1 think the EMI policies or the teaching curriculums are clearly written.
(1) 2 3) 4

8. I think the current English teaching policy is not concrete, it is difficult for me to
follow in practice.

() @) 3) @)

9. I am aware of which kind of English I’'m expected to use in EMI under the
guidance of English language policies.

(D 2) 3) 4)

10. I feel that students of the department consciously or unconsciously expects a
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native-like standard of English of me.

(1) (2) (3) 4)

11. I feel that the head of the department consciously or unconsciously expect a
native-like standard of English of me.

(1) 2) 3) (4)
12. I’'m encouraged to use English as much as possible in the classrooms.
(1) 2) 3) (4)

13. The EMI policy/regulation expects students and teachers to conform to native
academic English.

(1) ) €) (4)

14. The English used in EMI should aim for international intelligibility rather than
near-nativeness.

(1) 2 3) 4

15. It is more important for EMI teachers to communicate appropriately and
effectively rather than exhibit native-like proficiency.

(1) (2) 3) 4)
Part three

Please consider each question below and write your answers below. Whatever
you write will be useful to this research.

1. In comparison to teaching in Chinese, how do you feel about teaching content
courses in English?

2. In EMI in China, what is your target regarding your English language competence?
In term of English language, what do you think EMI teachers should master?

3. Has the pressure to be native-like decreased when you find the majority of the
students are non-native English speakers?

4. How do you assess your student’s English proficiency? (e.g, based on the
language policy, based on native English norms or international intelligibility?)

5. Could you say how useful (or not) you think the current EMI policies being
implemented are?

6. Would you like to be supported by an English teacher (Native English speaker)
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who could give you guidance in terms of the English language?

7. 1f the Ministry of Education or your university were to revise the current English
language policy, what in your view are the most important aspects which should be
included?

8. Please describe briefly how you perceive English language policies incorporate
internationalism? What kind of English do you think is appropriate to be used to help
the university to achieve the goal of internationalisation in higher education?

Thank you very much for completing this questionnaire!

Please use this space if you wish to make additional comments on the answers you
have given above. (You can write in Chinese if you want)
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Appendix 2

Questionnaire for Chinese University Lecturers (main study)

Dear university lecturer,

I am a PhD student at the University of Southampton, UK. I am currently
researching the EMI in Chinese higher education. I would be extremely grateful if
you could help me with my research by completing this questionnaire. This is not a
test and there are no right or wrong answers. The questionnaire should take you
between 15 to 25 minutes to complete and is used for my thesis. All the data
gathered will be dealt with in a confidential and anonymous manner.

Please contact me, if you have any questions about this questionnaire.
Many thanks for your time and cooperation.

Lanxi Hu
Email: Ih6g09@soton.ac.uk

Questionnaire
Part One
1. Age (circle as appropriate)
20-29 30-39 40-49 50-59 60+

2. How many years have you been teaching?

3. Which subjects do you teach in English?

4. From which year did you start to teach EMI?

5. How many hours do you expect to teach in English per week?
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6. Approximately what percentage of the courses are taught in English in your

department?

7. Please estimate approximately the proportion of English use in your
classroom.

8. Where do students come from in your EMI classes? Could you please use a
word to describe their English?

9. Have you ever been to any foreign countries to study or work ?
If yes, please state where and for how long?

10. Does your university or your department have any English language
policies which are designed specifically for EMI for teachers and students?

Yes/No/ don’t know

If you can remember please state the name of the policy or provide the link.

11. Is internationalisation a high priority in your university?

Yes
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12. Have you ever heard about the term English as a lingua Franca?
Yes
No

If yes, please state where?

13. If you are willing to take part in a short interview, please provide your
name and contact details.

(Optional)

Name:

Email:

Phone number:;

Part Two

Following are a number of statements. Please indicate to what extent you
agree or disagree with the following statement.

1. Fully agree

2. Partially agree

3. Partially disagree
4. Fully disagree

1. If the university is going to compete at an international level, it has to offer
more courses in English.

(1) ) 3) 4)

2. Teaching more programmes in English will raise the worldwide influence of
the university.

(1) @) 3) @)

3. I began to teach EMI courses/programmes because of the new teaching
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policies.

(1) 2) 3) (4)

4. When I teach in English, I am able to express myself clearly. I feel
confidence in teaching content subjects in English.

(1) 2) 3) 4

5. The majority of my students are non-native English speakers, so I feel less
worried about my English accent when I teach in English.

(1 2 €) (4)

6. When I teach EMI programmes/courses, I always follow the university
language policy (e.g. bilingual teaching regulations)

(1) 2) 3) 4)

7. I think the EMI policies in my university are clearly written.

(1) 2 €) 4

8. I think the current EMI is not concrete; teachers and universities are
responsible to interpret it by themselves.

(1) ) 3) (4)

9. 1 feel that students consciously or unconsciously expect a native-like
standard of English of me.

(1) ) 3) 4

10. I feel that the head of the department consciously or unconsciously expects
a native-like standard of English of me.

(1) (2 3) (4)

I1. In the EMI classroom, I am encouraged to use English as much as
possible.

(1) ) 3) (4)
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12. The EMI language policy expects students/teachers to conform to native

academic English.

(1) 2) 3) (4)

13. It is more important for EMI teachers to communicate appropriately and
effectively rather than exhibit native-like proficiency.

(1) ) 3) (4)

Part three

Please consider each question below and write your answers below.
Whatever you write will be useful to this research.

1. In comparison to teaching in Chinese, how do you feel about teaching
content courses in English?

2. In EMI in China, how do you evaluate your English language competence?
In terms of English language, what do you think EMI teachers should master?

3. What kind of English skills should EMI teachers have in multilingual
environments?
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4. How do you assess your students’ English written work and oral English
speech?

5. Could you say how useful (or not) you think the current EMI policies are?

6. Would you like to be supported by a native English speaker who could give
you guidance in terms of the English language? Why or why not?

7. If the Ministry of Education or your university were to revise the current
EMI policy, what in your view are the most important aspects which should
be included?
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Thank you very much for completing this questionnaire!

Please use this space if you can provide me with feedback and suggestions.
(You can write in Chinese 1f you want to)
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Appendix 3
Questionnaire for Chinese Lecturers (Chinese version)
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271



8. I UL B A A AR MR L ) 7 S BE FH — MR R A A AT T D v

9. & A I AME B A B A 5 ?
UARAT, THIES W AN E B S 0 [ PR B SRR ?

10. 18 FITAE I K 22 B2 Bt 2 7548 5o XUTE HRRE 1A 2805 R M R o SO A 2
AFH
WHRAEIRIC ), 15S N IZBUR SO I 44 PR B A ¢ ) T 42

B. %A [ C. AgiE [
11. AR S 15 E A3 5 AR [ B AL K 24 A R g B b ?
A 2 [ B. % [

12. R A AT Pt AR B A A3l A5 (English as a lingua Franca)?
(] s kg )
[]

13, FR AR B R ETT LS N — MR TR, mREEES IR, 4
(NN NINNES i v

4
S AF -
L1

A

E[m

B.

oA

272



By

WERES E PRE, GREXNEERRHIAEER.

L MR —FrR%F R EE S, X RIREZRFE P IZIRHETE £ IS
BREREE

) EFEFEZE (2 WRE Q) HRAFZE  4) AR

2. FFRE X HIXUERER S RT— B KRR AR T

1) FEEFEE (2 HoRE Q) HRAFZE  (4) IFF AR

3 BNEXEH AN EE R R ZHE BRI,

1) FEFEE (2 HAoFEE Q) ARAFZE  (4) IFFEAF =

4. [BATCHBRLABRE, RTLNFRIREE CHEE. REBEERERE
RIS R

1) FEFEE (2 HAoFEE Q) ARAFFE  (4) AR

5. RHZERZ RETENERHENEMNE, FUIBATERBANEAREHE
L EHORFEEDH .,

) FFRFEZE 2 #RE Q) ARAFE  (4) IFFE AR

273



6. WA TOCHATH AR, BB HEEARHENBETBOR (WXGEHF
EHEIME .

) EFRFEZ (2 WRE Q) HRAFZE  4) FHE AR

7. BIANBUT I8 T BURBUEB AR PEM KRR T B AT XUEBEHE

) FFEHE 2 #rRHE B ARAFE @) FEAFE

8. WIBIUT A RPIBHEMBORA KRS, WEREHEREUTAIT R
SCRIZ I 2B 7 BARYE B SRR U FoAgE .

D FFEHEE (2 WaHE G)ARAFE @) FEARE

9. WHEBLAAR BRI RORKI B B AR A B SR AIEE .

) EFFAR 2 #WrRE Q@ FAAAFAE @) FEARE

10. WEF/ERATAER RRRER R E R AR SRR ATGE
) EFFAR 2 #WrRE Q@ FAAAFAE @) FEARE
LTLAEFORRY, RFEERZITRLHERAREL.

) AERFEE (2 #HrFEE Q) ARAFE  (4) IFFE AR

274



12. TXRRBURME, BURMALEEBIEIEENTHEENERNETRA
) EEHEE 2 #HrHEE QFARAFAE @) FFAHE

13. X FRICBRBITRG, REEKLMZEHTE AT IERNZRIT
ARERIE CHZIE AT IR AHEERIES .

) FFEHE 2 #rRHE B ARAFEE @) FEAFE

B0

HEAEHE N R EOHEE H N S MERW . B HEREASILILHS
HiRZ o>, EHEEEH AT LA AR A I E .

1 BTEE S R 7 R R R A RN R 2 b 2

2EXEHET, BEAREREH CRFEKFEE WENAICEBITI %
AEHIRR?

3. R BRI A A AR UIEEAHERAN, EXFERIETHEF
BN ABITAZER AR AR RIGE T RAE S ?

4. B AU B I A I FGE K2

5. HERREX T R IR FBURNFIR?

275



6. EXEHF T EROHAERF L IB/I S ERIESHI SR M
LATFEBRNT AATHE?

7. MR E WEE BHEREITEBRIUT RIS RIEFTBOR, BIANIZE
KREREMZEEWENA?

AR B RS S5REKY;, B H R MR T

AR U S X 1 1] 3 !

AN RS A HoAl S BB, TEIAE T T B AR .

276



Appendix 4

Questionnaire main and sub-themes

Question One: Respondent’s reflections on teaching in Chinese and teaching in
English

1. General concerns of teaching in EMI

= Time: For teachers: More time-consuming to prepare compared with the
Chinese instruction courses. For students: Students need time to adjust to the
instruction. EMI demands a longer period of instruction time.

= Concerns related to teachers’ linguistic competence: the concerns about
their English proficiency. Inability to elaborate. Rely heavily on the Power
Point slides. Limited use of English in EMI as a disadvantage.

2. Demands that they (university, department, colleagues) are making on EMI
teachers

= Students/head of department do expect them to speak good and fluent
English.

3. Students behave differently when they study in EMI

= More questions raised by the students (the groups are usually quite small,
which is advantageous)
= Stimulating student participation

4. Incentives for subject teachers

Question 2: Respondents’ orientations towards their own English and other
EMI teachers’ English.

1. Self-evaluation

= Positive towards their own English. The judging criteria is focused on
communication

= Importance of communication

= Negative views towards their own English

» Importance of correctness

* Importance of improving EMI teacher’s English. High level of oral English
ability. The necessity to conform their English to native English
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2. Respondent’s expectations about EMI teachers’ English

= They think teachers’ English competence is very important

= Good English in written and oral English. Especially important to
demonstrate high proficiency in spoken English.

= Good English equals native English. The notion of native speakers as the
default model.

= Good English equals those teachers who received a higher education degree
in a foreign country (once a teacher has become an EMI teacher, the language
competences of that teacher are treated as adequate (sufficient to succeed in
the programme)

= Subject teachers need to demonstrate high marks in English exams.

= Suspicious about other teachers’ English proficiency. 1) negative towards
other teachers’ English. Not good. The majority of the course was taught in
Chinese. Code-mixing is seen as a sign of lexical gaps.

Question three: Respondents’ orientations towards EMI teachers’ English in
multilingual/multicultural settings.

1. Normative perceptions

= Standard English
= Accuracy of expression
2. Aware of the Varieties of English

= Intelligible

= Acceptance of the different use of English

= Focus on the content rather than English language

= Importance of communication rather than correctness.

Question four: respondents’ orientations and evaluations to students’ English
1. Normative orientation

= Correct and clear English/standard: Conformity to native English. English
tests score as an important indicator to demonstrate students’ English
= Bad English
= Improve their students English means conform to native academic English as
closely as possible
2. More flexible perceptions

= Raise students’ confidence
= Pay greater attention to written English than spoken English
= Accept variation in oral English
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Question five: respondents’ orientations towards their university’s English
language policies

1. The English language policies are not helpful.

= Vague, written rules, not applicable in teaching context
= Loss of confidence
= No references to international students

2. The English language policies are useful

= Useful to the students
= Useful to the teachers (good for their professional development)
= Useful to the university

Question six: Native-speaker support/ Support linked to Native English
1. Require native-speaker support

= Help srespondents to conform to native English: to speak and write standard
English
= Improvement of their English
= Help me to know what is the standard.
2. No need to have native-speaker support

= Satisfied with their current English
= Communication is much more important
= Not helpful
3. Do/don’t have received any language training and support

No support offered to the EMI teachers

= Short-time study in English speaking countries(3-6months)

= English training in their own institutions (also with an native English
speaker--not helpful)

= No training at all. They just assume that EMI teachers should have sufficient
knowledge: disciplinary competence, teaching competence and language
competence

Question seven: Revise the current EMI policies
1. Language requirements for both teachers and the students

= Specific English language regulations to assess both teachers’ and students’
Concrete language requirements for both teachers and the students
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2. Clear target students

= The target EMI student body. Having students from different countries brings
a greater diversity of cultures, values and ways of doing/seeing things.
3. Suggestion concerning the flexibility and dynamics of the policy

The final part: Final comments on the research and the questionnaire
1. Useful topic

= Comments on this research

= Popular topic

= Interest in the result

= Makes the respondents reflect on some issues

2. Complaints to their University

= Do not pay attention to EMI (several respondents complain that there is
currently a lack of incentives to encourage teachers to take up EMI)

= Receive no or little support

= Advertisements to attract students

= Notice the students’ needs.
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Appendix 5

Participant Information Sheet

Study Title: Exploring policies, practices and orientations towards English as a
medium of instruction in Chinese higher education.

Researcher: Lanxi Hu

Ethics number: 5054

Dear University Lecturers,

I would like to invite you to participate in my research project. Before you decide
whether you want to take part, it is important for you to read the following
information carefully. Please ask me if there is anything that is not clear or if you
would like more information. If you are willing to participate you will be asked to
sign a consent form.

What is the research about?

[ am a PhD student at the University of Southampton, UK. This research aims to
explore how English is used in English Medium Instruction in Chinese universities
through exploring teachers’ orientations to both policies and practices. The reason
for undertaking this study is to provide evidence concerning how English is used by
EMI teachers in practice and also provide justification for a change of English
language policy in Chinese higher education.

Why have I been chosen?

I am inviting two groups of EMI teachers to take part in this study, subject teachers
who are currently teaching subjects in English and teachers who used to teach
subjects in English at universities in China.

What will happen to me if | take part?

If you would like to take part, then I will contact you through email. | will send the
information about my study and the questionnaire to you. The questionnaire will take
you 20 minutes to complete. After you have completed the questionnaire, you are
free to leave your contact details if you would like to participate in the interviews or
would like me to observe your lessons.

Are there any benefits in my taking part?
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You will not experience any direct benefits from taking part in this study.

However, | do hope that my results will inform you about the issues you have
encountered in the English medium instruction and also raises your awareness to
think about the global use of English. I hope that this research will contribute to
developing English language education in China.

Are there any risks involved?

The risks involved in participating are minimal. If there are questions that you do not
want to answer, you are free not to answer those questions or to withdraw from
participating.

Will my participation be confidential?

All the information that is collected about you during the course of the research will
be kept strictly confidential. Nobody from outside will be allowed access to any
information that might identify you. All the data collected from the study will be
stored on a password protected computer.

What happens if I change my mind?

You are free to withdraw at any time without giving any reason and without any
consequence.

What happens if something goes wrong?

In the unlikely case of concern or complaint about this research project, please
contact the Chair of the Faculty Ethnics Committee, Professor Ros Mitchell
(rfm3@soton.ac.uk).

Where can | get more information?

If you have any questions about this questionnaire or the research, please feel free to
email me at |h6g09@soton.ac.uk .
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Appendix 6

Participant Information Sheet (Chinese version)

HAREE : Hhr+ EERBUT U E RIOCR R BUR S L

WM. HEA

BEMRES: 5054

B AR

BREEES MR RIE . EEREREESMZAT, iR FHEmEE. R
PRAGATART AN 2 1 sl AR T o 22 AR S0 AL 1 ) U S IR IBE R . I RIE R = St
WRIH, HEREREES.

XA E R TAHAH?

IR B A7 5 E R 2 i R O e A . AT O SR AR R P [ AR O e {5
FASCR AR LR . BT 0 70 00 5 5 S R R R R M 8 e i A S b g, JF
HoATEEBUR I S SR A

2R S S5X TR ?

PR ETE BLAE B S R HZ IS S A 122 T a3 v 4 N IEE 2 12 T 2 i 3R 1 i
FIH o

MRESH5ZWE, REEHHA? .

WERARFEE SN, FW T IR AUREESS . Pk 3 Fomit 70 U 5 hn BAR A 48 Kk 48
fRo (RIS IR S 18] 38 R A0 18 . VR TT B 55 22040 b ke 0] 203X 44 ) 3 o AE 145 [
o B2 5, R PLE R e R S S IR KT B R VF RO R, R
B RAE G NG B N ERER K

S EENRA Rk ?

BARIEBASE I 4 BAZRIRES, (HIRA IR L R aT DUE G T BB E Iz g
P ), [ B AT DA A 3 R B BB A A BRVE A 1 . JR A BRI TATE 5 AT DA
ot F [ AT R AT BT B

Wiy, 2FHaRRG?

VRIS B L5 sz o SRS B A AR E 1 R, ST DO A B B BT 2
SRR,
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RHZSE5RRENG?

BEBETERE S T (5 B AR ™ R R . R RVHEM S AR EE A REL. ITf
e £ B (K #R > A B — & s S R T S L

SRR T W2
ST LB £ A BT, R X AT AE TR

WMRBRAES 5EBEF BT A HBEAT?

T SR A ok S TR ST T A AR AR A, TR R P B R 4, Ros
Mitchell (4% CHBFE: rfm3@soton.ac.uk)

WRERTHELZREER
L GG B R A 1) A A AT AR ), T BE B 4% 3K 1h6g09@soton.ac.uk.
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Appendix 7

CONSENT FORM

Study title: Exploring policies, practices and orientations towards English as a
medium of instruction in Chinese higher education

Researcher name: Lanxi Hu
Ethics reference: 5054

Please initial the box(es) if you agree with the statement(s):

I have read and understood the information sheet
and have had the opportunity to ask questions about the study

| agree to take part in this research project and agree for my data to
be used for the purpose of this study

I understand my participation is voluntary and | may withdraw
at any time without consequence

Name of participant (Print NAME).........uvviriiinieieeite e aieeieeneenn,

Signature of PartiCiPant. . ... .....o.evuieiiit i

Name of Researcher (print name) ............ooooiiiiiiiiiiii e

Signature of ReSearcher..............ooiiiiiiiii e
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Appendix 8

CONSENT FORM (Chinese)

BISUEEE « R E R R T B R SO IR MBOR 5 SR B

WM. HEA
BEMRES: 5054

MAFRFARTEHRISOR, EETENITZ

O FUE 1 BORE AT 2 1] R L=

HFE S et 7t B IR A R BRIt 7o 1 A

WHIAERKZ 5258 4 A IR RIF BT ARSI IR it 5t
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Appendix 9

Interview Prompts

Briefing: Introduce myself
Explain the purpose of the interview
Ask for permission to record or take notes

Ask if they have any questions

Part one: Participant’s background information

Tell me about yourself (include information about the department they are working
in, how long have they been teaching EMI courses, the course names they are
teaching, the text books they are using, their students’ general information, overseas
study/visit/work experience, etc.)

Part two: Interview prompts

Prompt 1: The reasons they conduct EMI?

Prompt 2: The selection criteria for EMI teachers in the department?

Prompt 3: The English training they received for EMI?

Prompt 4: Views about Chinese academic English policy?

Prompt 5: The influences of the policy in their content teaching?

Prompt 6: The challenges of teaching EMI?

Prompt 7: The relationship between Chinese EMI and university internationalisation?
Prompt 8: The function of English in Chinese higher education? EMI? Future
implications?

Prompt 9: Awareness of Global Englishes/ different Englishes in the world? China
English, etc?

Prompt 10: What kind of English they find most relevant in EMI?

Prompt 11: Perceptions about their students’ English use and the interviewee’s
English? Assessment in EMI?

Examples of follow-up questions

You said that EMI is a “luxury” in Chinese higher education. What do you mean by
“luxury”?

How do you conceive this issue?

How did you feel about that?

You mention previously something about the incentive to teach content teachers to
conduct EMI, Could you please say more about that?
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After the interview
Ask my participants if they have anything more to say

Is there anything else you would like to bring up, or ask about, before we finish the
interview?
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Appendix 10

CLASSROOM OBSERVATION GUIDE (pilot)

University Date
Subject Teacher
Class Size Time

Description of the physical settings

How is the classroom set up?

PPT Slides: Language use on the slides:

a. English [ ]

b. Chinese [ ]

C. English, but with Chinese translation. [ ]

D. Others
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2. LESSON:

Teaching

materials

Language
used in the
classroom

Classroom
interaction

Students’
involvement

Teacher
feedback to
‘different’
forms of
English

Focus on the
content /focus on
the language

How it is
reflected in the
classroom?

Others: What percentage of teachers’ language is in English, Chinese, or a mix of
Chinese and English?
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Appendix 11

CLASSROOM OBSERVATION GUIDE (main study)

This form is designed to record classroom observation data.

University

Teacher

Date

Course

Number of students

Description of the physical settings

How is the classroom set up?

PPT Slides: Language use on the slides:

a. English [ ]

b. Chinese [ ]

C. English, but with Chinese translation. []
D. No PPT slides [ ]

E. Others

Did the teacher mention the requirements of English use in the class?

a.Yes [ ] b.No [ ]
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2. LESSON:

Teaching

materials

Language
used in the
classroom

Classroom
interaction

Teacher’s
role

Students’
involvement

Teacher
feedback
to
‘different’
forms of
English

Focus on
the content
/focus on
the
language

How it is
reflected in
the
classroom?
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Appendix 12

The observation schedule of a 10-minute period of T1’slesson

Time L1 L1C Mix | L2C L2 pause S talk Notes
(Minutes)

015> + Lesson start
0°30°° + T1 talk
0’45 + T1 talk
1°00” - T1 talk
15" + T1talk
1’30 + T1 talk
1’45 + T1 talk
2°00” + T1 talk
2°15” + T1 talk
2°30” + T1 talk
2°45” + T1 talk
3°00” + T1 talk
3’15~ + T1 talk
3’307 + T1 talk
3°45” + T1 talk
4°00” + T1 talk
4°15” + T1 talk
4°30” + T1 talk
4°45” + T1 talk

293



Time L1 L1C Mix | L2C L2 pause Stalk | Notes
(Minutes)
5°00” + Explains the question
in Chinese
5’15 T1 talk
5’30 + T1 talk
5’45 + T1+S
6’00 + T1+S
6’15 + T1 talk
6’30” + Tl talk
6’45” + Tl talk
7°00” + T1 talk
7157 T1 talk
7’30” + Tl talk
7°45” + T1 talk
8300” Tl talk
8’157 + T1 talk
8’307 + T1 talk
45" n T1talk
9°00” + T1 talk
9°15” + T1 talk
9°30” + T1 talk
9°45”’ + T1 talk
10°00”’ + T1 talk
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Appendix 13

EMI regulations (entirely EMI or partially EMI) at Guangdong University of
Foreign Studies

(Accessed, 9, September, 2014: http://www1.gdufs.edu.cn/jwc/bestcourse/kecheng/pdf)

I HRAIMESN R FERE/IEREH AT M E

S 4/ RS IR IR 2 B A& N 2 B R S H0E [ B fb s A fre 1) 22
R, RIS I AL ) IR 2 o A% 5E 4 o S HEBD AL A g/ W 2 IR AR
BB RIEESE/XUEHA N A AR, M ase/SOEHEAEH, 4a IRk
b, R 2 A BEE

F—E BN

B2k OB R N b2 4R DLANE BAME 5 BEE 45 & 18 1 RS 5 2R
FEMHCEATERN, ARUE T DLSeiE sioe DUE 45 5 I 25 30

gk A/ NORHACHIRRER R M 1A R IF HAME RRRIN IE 2% R
REVRIN[R150 96 K LAE[ERAE, AMERIREE (5 LAMETREE) AFIA 29/ X0E
HUEARIETE L

ok IRPEARMRAHERE . 22D SCH A SR, AR DR SR BE BRI 25 A BB b A
I BUM B BUAT TR T B4 5/ BB 2 R AR . JC LA 4 0/ XE 27
PP 22 Gr . EHEL REEAMRED I/ MR AR .

B_E ER/FERBEITRER
FVUF L 4o/ XE B AR R _E AR R = DL B 22 ) S il
Ry Ll EREE BRI, FFPIAN LA TR R R A Rk
fitl_ 38 BE a9/ XUE AR N T BEEA T R R B T 28
Hhsk &9/ XAEHEERIEN & HE M IR B s, AL E B IR ) 3
AHRSANEESR, FE A AEYE. BEPRTER 2R bRIR, 5l Bk el i #s 2
o, ARt A I AME BT TR AR ), R S AR LR R TURT [ bR 4 e
NG BRI ESR
() IR S CH B G5 EAMIETS IR B Y KT 1 B 9
O WATDCR AT 2L B AR O e DA 23 W TE I AM SC b
P
(=D EMANEHRS, N EFHOTE R BRI, SRR NEE,
Frak A S5 Ab s 5 J7 ATAE R AR AL AN ARG NIRRT, #RANSHE
B & H . A A EEA .
(=) FEREPIBING SARF R FFEAELRREL . G EREHEEN
I/ IEHM
A BEAATESR
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(—) Zifte FFRAT/SUE B RFE I UM B 2242 ) AME FEAE3ET 78
9 THE, INEAAUR, FHEHANURESREZE RN, IR RARE R A
£

() WEHE: . 2R/ AEH TR T RS RE, &85 Lo %
WA T PGB B R AL, NIRRT ANE . SEN B, U
HOFAE S A S 1 LU 2 — IR IR AV THZ R FE RIS 130%, 28 — IR TR
Nk FI50% K LA F .

(=) #EEHFFEMFE . BEAREBREANR . FAR S AT/ D08 A=
TG G U R T IE T B, BROAB A IR, FER R 2 1t
IR, B E N R

(WO Ve AN EAZ . AR AN A R A BT 95, FFEsRke22 A8 e Ak
%,

55k IR ER

(—) BAEBARENIEES IR, MBRA, #EaRFEE, AN
BRI

() S ESNE E R 4. W R H 4 05/ DUB AT 55 . Hith
AL/ BUE B I UM A TR bk R ks [ A 5% N 8 S s i s s,
PLBRAL SMEIE FH R A E ol i

BEE EE/MERERREEHE

IR B HCEE AL AT A/ NOE B SRR A BUm A ZHA T
SRR AR SR T RIS . HAZ N AR BOKT . A B R AR RIAT
R IEE,

Hhok P st/ X0E BEE R D A AR URZE AT AT — 2 RIS
7 ZHRAMESN R 2 29/ XOR A REEAEER) » ¥hdE e, B
BEACH 55 b8 5 o

B4 HEEH

() S22 BeX P e i) 4 9 / U8 20 TR A DL I I 20 215 Sl R A7 W R
A RN BER WA AA A IR, R AR UREUT AN 55 Ak B A5t
G/ BB HEE R A NG DL, 6 AL i) R 2 I 2

(=) PREFHEE AL A EL B U IRECA 2 8 1) 6 8 A 557
OISR A8/ U 2 VR R I 0T S I P RV o P Ik AN B A 0 / UG S B SR B
SR N 22 A A VP BUR B AR S e P T BEARAZ KR 15% N IR URAE , 22 BRI
S/ W HEEREE I LS

Bk FRROLR IR G T e/ BRI, EAiRe s
5L/ NOETRRE B PRI AR E, B e 3 B R A ) 3/ ORI R AR

B =% FRERTES THEX/ BUEHABIN, sS4 (7K
HMEAN R IV R S INED) - T 4RE (2007) 635D , JFEH
(0182 G VRTINS € IR - FLY . O B R Wl PO DN e o D G g s <k 2 Ul
i VoS &

SENUE MW
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SV O S I AR, (B HOTE I ANRE UAME AT R
B A H e SR AL 2B AU AR N URRE S 8 5 OUREE . I AP &/ XUE #
IR HITERR .

BT AEBERUE B A2 HEIT iR St

N AT HEUE H#5 A T iR
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Appendix 14

Interview transcription conventions

(-)

Pause of one second or less

(2)

Etc. pause of 2 seconds etc.

XXX Unintelligible word or words

CAPS Stressed word

@ Laughter (length indicated by number of @)
L Lanxi (the researcher)

T1,T2, T3 ect EMI teachers

[ Overlapping speech

[

?

Rising intonation

Falling intonation
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Appendix 15

An example of the interview transcriptions (Chinese)

L: I BT i IS SR IRIRIE A AR AT A 7
T5: e M S B A A 15 B 7 AT
L: 3K LA E R RS SR 2 AT T 1 ?

TS AR ALK 1 () A RSB R I BRI 22 ) 15 B A 7 Rk
SH0) ARAE B R L 1

L: [ PRYERE A AL A b — B )2
T5: X () WA A _E R e [ A B 4
L I B SRR Ll 2 22 202
T5: XA e () B ANTE Al U TR

L AZIRZ() BRI

T5: X0 () K HR 73 2E IR 45 41 [ BB A0 2 A VR () AT () BT ik() et A3 ()
A TR () H BT E PRYEf

L AR A 2 AR LT 5 L 6 1 2 R
T5: BF LA AU E A TUH () XA & MTEE A S () B DL 93 )
L: VRGEAFIESCIRURR S2 A AT A e 2

T5: GG H IR RIS AT L2 7] A AR AT T BA () A AL IR 2 AR SRR E A 4 A () 2
M — [ )2 AN AT 22 2R G B T e a9 SCRAR

L UG () 2152

T5: A e AR GEE A B0 DU At AT 19538 Lo A — M () IR A5 53 40 2 it 2 vl B 7T 1 1
AR ARAETF () 32 BEIE B 24 e AT WA 20 v] DA g A2 T A = R I ()
LT EGRIR Tl T

L: AR SEAT I SRR AR —SE TR 1 ?
TP ERAKFLEB)@@@ FAKEZ 09 F4 Fk
L2 AT 12
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T5: BAITE FE FRYEZ 08 SETFAR () BRI EAE 09 SETFAAZLNI(.)_ ERIBUAERRRE—4R(.)
(EREFRA AR AGERRAT ARBETFAG K () WA REE 1 () BUAEE KA REBNXA ()
SRJE 09 HFEEIR LA () XGE R A Z () EHERALEE A B2 E T () FPREAAERIT i3
— IR

Le AR =4 I [B]RRAN T 2 PR D f5 1R () PR BRI T TR

T5: XA HSTAHANE () S R B R R () JERZOX AN PEE AN BRI 2N fh5e e
PRE() B BER L2 BX TR () X LERESR T JUANE M E sk f - () o et 5E F 9
SCRZR() ARHENIE FRATTE P REFH BB RE 2 I EL D () AT 12E I T () B BT
PL(.) (B2 B E P e b

L: W REFRATBCA R 2 A6 T IR () R4 T 9 SR () A A TAT e e 2 AN T
TSRS ARt AT LA [ FE BREE A 2224 AT 1A B2 M BRI () RITBERI(.) TRIT R 5%
W ERER DR

Lt AIXFER(.) AT B2 A B 2A R BRI SCHR R 2P 3B () A I 3 A7 [
RS0 BE A IR E 1 520808 () FRGR G

T5: BAERK() BEHRE— T AT ARKEHE B () —J5imy 1l E— I
TR AN () DR SETE AT () 100 SEAE B VR 00 00 BE i 75 REURR . S5 e T 82 ) 2 PP
FH

L: JOH B oA ] e B H R 5

T5: XMEARER — B () B RARBHERIR() R ERIGFERE() KA %5
AMARIBZINT B i #20 H S R BT R AR R e 2 2 0GE 1 () A REARE
YRR ) T FR AR A TR R AR A B 1Y

L: RIANER

T5: RINE KT o A2 Pkt R i 228 A T3RARBRITT 22 M X AN K o FRATH AN T
[ B4 70 FrCAE H g3 A I A o SR8 H IR O ER — A AN A %
BF TRI B 12EA H (.) A I H s OB I T R S AR A A T E 1Y

L: B X

T5: RIE2As HPGE R S S — TP DOE T REZ — 2 b 1 — B ) ol LA 9eih
PEABA TR AT LAER L pace 1 () (EZUFRIMERT BRSO LLT e — & 2 DOE T

TRAATGETF JE5E T 2t a B il — Fratdh () A E X

Ls ARSI 5 HURAR ) L P-4 A il IR () RIS AR T A S TEAR AR A PRI 95
FE AN A WA B IEiR I ZRIE 2T H C &R

T5: BT AT SEABOA DI IAE 2 H CE4R() Bt i) 7 Ab AT A 15 a5t 3
RGOSR A FESCRAT SRR WA AETRRES 79922 K 2 JeSCRIF BBUE R L %
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L: Feth i A B — e I A2 R S SR K22 - DLE T

T5: WA H SR AT REZ UL 9L(.) & URMbATTEERINO £ 25 B 1 5 () RUOAARE S ATE#R
FEA I (VARG A 2R D5 DB R RENT i ()R IR IETEZRAT AN () AT BE L)
AT eR FE N R AR G ) VRBEWT AR B 1 VR A RESCIRL 1 (VIREBIRIUAE ETFEIBR2() 1R
A DA GOR SR R 25 A 1 35 14

L ARG A 2 e AR R 5 5 T R S B g

T5: A BA () Wi 32 [ BO1E & 1P (R A A s [ () BA IR AESLE K E £

2B FENE
L: X [ £ 225

T5: AL W R RIS E PSR AU ESRTERRA M4 () BZATA AR E A
i i 56 [ b RIS D i A SR AR 4 1E () oAt )7 #R A accent @@ A4 735 [ 36 [ At /2
KREMRBIZRR R R EAN

L: &

T5: FrUAR 3 — I AN 2 A2 BN EEAE T 113 BAE-T-URIWT J3 X %78 1 5 /R #8
REWT 1 XRAR AT AIRE ST X2 AE BRI RE

L: X0

T5: PRANREZR A AR R BEEKR B QT ASA2E(3)
L ARARAE S X5 1

T5: %%

Lo S AN SR A AT THES

T5: WA Hl ZRATRENT 18 BeRAE (HRAATA R T IR ERE(.) AR RA A NIER
Lo Wb U R 1A () Bk b el () bl ok 5 | want to do fHA() i T3
N RAREIR E CAE I SEIE () i mT RESETE 2 I dhos FH 9t 25 R AR S 211
B MG E BB IR EE ATk (4)

L: I

T5: ARGFARAF () AT FRAR LT FRAAR 5 XA AT
Lo FREBCSE IR A URFE RO AR 7

T5: FAMXAG—A It A

L: 32 55 224

T5: % 28 A ] DU AR GE KK T EA N2 K5 mUIA N A A%
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L: T &

T5: % B FLB 1 28R E I B AEE AMBIFERFCRYE — #0100 25 N st#0l4 — 3]
E TS TR R R

L: XN TR EE A

T5: AT LA— B Zh A TE BrEE 09 AEFF 48 IXABZE VUK T () AT DABAT TR 4038 20 B 4 [al 2
TS —TF E— @

L: X AR BB S R K XA Z A @
TS: X4 @@
L FHRIGALH X ELH

T5: @@ & W] DL X AT REAHELAONE 5 Je B HE B XRAATTA) A AT EL B IL 5 W8k 36 4 ELBGA
H ARG REOA mBN() IR — Bttt SR T Bl

L: g W RE K A B

TS: e ®uliE (3) A ERFF RIS A ZMIETIT AKIFRE IR T REA A ()
W IO FULIRIE A = 2RI T IEATTHNZ A 2 N 1R A i A

L: &

T5: SRS AN IL 125 IR AN BIUHEAG5 (IR AV () FULTREEIRZS (KR AV T
HANE MR @ ZEA 2 EAFE L JFOR AT 8 AR — %€ REAT MR L 221 AT RE Sl
— T HIRAE @@@ BUAE L AREEIE () XU B — B SR it 240k

L: AR [ 2 BRI 02 L7 g
TS: X% — kit
L: AR 15 e R —— 1 K2 AN IR T8 B 4 T F A0 ?

TS BRAisc MBI T A A0 95 AT S 96 L) BT BA— TP — TN 5
A LR R AR IR TR AR R I TR 4 () 4 P ST
TP ISR RO BRI R IIRIA) BRI Y 1 2k
PR — RS TR

L: W T

T5: #E H X 1%

L: Xf

T5: 8 — B RS E VD — () RJE e LR BRI 65 285 B LA B 3
() RAMEE MATRENT 1 2 D2 WL AR RIEEAT (O —JHRIERRE
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L: 75 BiE M
T5: UG UF5E LUGE B A A R W im) B4 1 9 HATE A 10 M N Aol 7

L FAK TR FEBRPE 224 () AT AT NI PRBE AR E =5 S B
CUAE Y w73 2 FE PR

T5: XANFEARAKIT BRI EL 2B () BT AT ST () Ak
oK FA) RS ELAE FI T DA ST () b SR S — BT

L i EE SR AR 7T B A A N 99 S AR

T5: XX () A TS TR ARANES R D2 B ORI () 7 2T IRGTB AR AR U 1 75 I EAS 173X A
B

L 3T T SRR AT S SRR —BOR=ATF

T5: Mk XA E— A5

L Fl—it

T5: — AN A RIERA R AT T 92 ()2 IRk s 2IMEAH T
L: E AR B I E

T5: XANRIEIE B R BRI AME B 2 A B A S () Al A e 52
JETF— AR

L: AR 5 i 2 A9 3

T5: XS IF () (ER B FEARA S AT 25 — A A SE IR ER 4 0eif () X AR B —
BT B RIS L AR A 4 %

L: ;&M

T5: 2 KDy T H ZSRPHIANR() 120 DN AFE R TH HIESZE S IRA—FE() BERNA
58 T REAAFIIE A B A A

LT
T5: B #w 1 () RGBS MARFE YA 4 B A A THA
Le@

TS: 1) 54 G50 FRULIAN TR () il TP AR ACH 2 SRR EHE ()
161100 2/ A S 1 R0) IR SRIOER() FSEE STt 1A ) Mo 8 e
() AR Lk 10 LA R

L: RO B — bR T
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T5: REBIRE () AXFTERA (HRRZHEE T LBORE LENCR ()X K AR
() A7 HIEI A AR AT BEEAS_E () e sl 1 R SRR AN T

L: ARAA T A 2R G AT T B b ST 10

T5: MAZRA () %A Ll IiE iR

L: A2

T5: Flb BB IR — b Al 2 B0 D81 SC R R
L: %

T5: AN IS5 _E VR MEAT /N5 27 S UR A I

L: AN Rl AR 1A 465t AT 1

T5: — A T e Ll

L TR A I R af ] sy S5

T5: R0 i 5 iy

L: A TT i — 2230

T5: —2f4E

L FANK T W 1 I A B R ARk B R R SRR g ?
T5: &

L: 8 H 72 9 S

T5: 22 9 SCHI(.) 5 1 A2 DETE ()il A2 1A 1] Tt 8 B i P T8 SO A2 DT A ()
ABAT T A% B B3 S A AT T3 2 S35 DT RS () VR ) 7 B DB U ATTRENT M () Al
FEAG R DU INHIE 2 ik RO DUR
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