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8. The role of Language Centres  
in the development of EMI: Pedagogical 
procedures and perspectives 

Elena Borsetto, Geltrude Daniela Vescio, Sharon Hartle, Roberta Facchinetti 
Università degli Studi di Verona  
 
EMI (English-Medium Instruction) refers to the use of English to teach academic subjects in 
contexts where the first language is not English. As one of the consequences of the interna-
tionalisation process of higher education, EMI can improve the global visibility of universities, 
attract a diverse student body and prepare graduates for their future careers. Despite its 
potential, EMI poses challenges to both lecturers and students, including language barriers, 
increased complexity in dealing with intercultural settings, and the need to make pedagogi-
cal adjustments to lecturers’ teaching styles. At the academic level, Language Centres have 
become increasingly important in providing support to teachers and students, in the form of 
training programmes and language courses, to help them meet these challenges. Drawing 
on recent research and informed by both literature and practical experience, this article ex-
plores how Language Centres may support teachers and students by providing practical tools 
to improve their pedagogical effectiveness and self-awareness. It also considers the im-
portance of integrating elements of intercultural communication and adopting technologies 
to facilitate classroom interactions in increasingly multicultural contexts. For these reasons, 
two structured self-assessment tools are proposed as a systematic and accessible means for 
lecturers and students to engage in continuous reflection, increasing both linguistic self-
monitoring and pedagogical awareness. The study concludes with recommendations for 
building inclusive learning ecologies and outlines future research directions in the evolving 
field of EMI. 
 

Keywords: English-Medium Instruction (EMI); internationalisation; language 
centres; self-assessment checklist; training programmes. 
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8.1 Introduction 

The vehicular use of English to teach in higher education has become a global 
phenomenon, both as a driver and a consequence of internationalisation 
(Dafouz and Gray 2022; Galloway and Rose 2021). English-Medium Instruc-
tion (EMI) refers to the use of English to teach academic subjects in contexts 
where the native language of the majority of the student population is not Eng-
lish (Macaro 2018). Universities worldwide have increasingly adopted EMI to 
enhance their international competitiveness, attract a more diverse student 
body, and improve students’ English language proficiency (Dearden 2015; Rich-
ards and Pun 2023). While EMI is widely promoted as a means of fostering in-
ternationalisation, its pedagogical implications, sociolinguistic issues, and im-
pact on educational equity remain subjects of ongoing debate (Dafouz and Gray 
2022; Lasagabaster 2022a; Macaro et al. 2018). 

As EMI continues to expand globally, research has highlighted both its 
advantages and its limitations. While it seems that EMI can benefit students’ 
employability in global markets and strengthens institutional prestige (Dearden 
2015; Richards and Pun 2023), critical perspectives caution that EMI is often 
implemented without sufficient attention to pedagogical adaptation, raising 
concerns about student comprehension, lecturer preparedness, and the domi-
nance of English over local languages (Galloway and Rose 2021; Phillipson 
2015). These insights suggest that the effectiveness of EMI depends not only on 
participants’ linguistic proficiency but also on the ability of lecturers and stu-
dents to cope with communicative needs in intercultural and international con-
texts. 

In response to these challenges, a number of scholars have called for tar-
geted training initiatives that tackle both the linguistic and pedagogical dimen-
sions of EMI (Lasagabaster 2022a, 2022b; Macaro et al. 2018; O’Dowd 2018; 
Richards and Pun 2022; Sánchez-Pérez 2020). Studies have highlighted the lin-
guistic demands placed on EMI instructors, emphasising that while many lec-
turers are experts in their academic fields, research indicates that they also need 
the necessary communicative skills to teach effectively in EMI contexts and to 
foster student interaction (Ball and Lindsey 2013; Dubow and Gundermann 
2017; Lasagabaster 2022a). Without suitable training, lecturers may find it dif-
ficult to adapt their teaching strategies to support diverse learners and engage 
them effectively, particularly in contexts where English is not the first language 
for either the instructor or the learners (Macaro 2018). However, training pro-
grammes across Europe are not evenly provided, and while some countries have 
made significant efforts to support EMI lecturers, others lag behind (Costa 
2015), which can result in disparities in the quality of English-Medium educa-
tion. In fact, there is still a significant gap in the training of language educators, 
particularly in the context of EMI (O’Dowd 2018), where lecturers are often 
expected to teach content in English without adequate pedagogical preparation 
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(Airey 2011; Lasagabaster 2022a). This lack of training can hinder the quality 
of instruction and limit the potential of internationalisation efforts (Richards 
and Pun 2022). 

To understand the complexity of this scenario, the concept of learning 
ecologies, which views learning as a process that occurs across diverse contexts 
and interactions (Barron 2006; Siemens, 2007), offers a valuable framework for 
reconceptualising EMI classrooms as dynamic, multilingual, and multicultural 
spaces. Rather than viewing EMI solely as an internationalisation strategy, this 
approach can be expanded through intercultural and transcultural awareness 
(Baker 2022), to emphasise the ways in which linguistic and cultural diversity 
can enhance learning outcomes. Scholars such as Baker (2015) and Byram 
(2021) state that fostering intercultural competence is essential in educational 
settings to create inclusive environments where students can critically engage 
with different perspectives. This shift—from simply delivering subject content 
in English to actively promoting intercultural awareness—aligns with contem-
porary discussions on plurilingual education and the intercultural dimension of 
internationalisation (Beelen and Jones 2015; Knight 2011). The promotion of 
transcultural dialogue (Baker 2022) and peer collaboration can enhance stu-
dents’ language development, but it also supports the broader goals of building 
inclusive and student-centred learning environments. 

8.2 Research gap and purpose 

While research on EMI has extensively examined its linguistic and pedagogical 
dimensions (Lasagabaster 2022a; Macaro et al. 2018; Macaro 2020; Richards 
and Pun 2023), the specific role of Language Centres in supporting lecturers and 
students within EMI contexts remains underexplored. Given the substantial de-
mands EMI places on educators—many of whom may not be native English 
speakers—there is a pressing need to investigate how Language Centres can of-
fer structured support and resources to enhance teaching effectiveness and stu-
dent participation. Language Centres have played a role in providing this sup-
port, offering tailored training programmes that equip lecturers with the skills 
needed for tackling the challenges of EMI (Deroey 2023; Morell and Volchen-
kova 2021). These centres can serve as hubs for developing EMI-specific teach-
ing strategies, equipping lecturers with linguistic scaffolding techniques, inter-
cultural communication training, and technological tools that facilitate more 
interactive and inclusive classroom experiences (Sánchez-Pérez 2020).  

This article aims to propose how Language Centres can contribute to the 
success of EMI by fostering intercultural competence, enhancing pedagogical 
preparedness, and integrating inclusive teaching practices aided by technology. 
It begins with a review of existing literature on EMI, focusing on the intersec-
tions between language and professional development. Building on insights 
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from institutional experiences and reflections gathered through engagement 
with EMI lecturers and students in international contexts, the article suggests 
practical strategies for Language Centres to assist EMI practitioners in reflect-
ing on and developing their skills. In particular, in response to emerging needs 
identified in practice, the article introduces two preliminary self-assessment 
tools which are designed to help practitioners develop critical self-awareness re-
garding language proficiency, intercultural competence, and teaching and learn-
ing strategies. The first of these tools is intended to guide lecturers in identifying 
areas for improvement and promoting more effective engagement with students, 
while the other is designed for students to help them become more aware of their 
learning process. 

8.3 Linguistic and pedagogical challenges in EMI 

One of the most prominent challenges in EMI research is the linguistic barrier 
faced by non-native-English-speaking (NNES) lecturers. Teaching in English, 
particularly in academic settings, requires a high level of linguistic proficiency, 
including the ability to explain complex concepts, manage classroom interac-
tions, and provide feedback effectively (Macaro 2020). However, many NNES 
lecturers struggle with these demands, which can impact their confidence and 
teaching effectiveness (Macaro 2018).  

For these reasons, language proficiency has long been regarded as crucial 
in the overall delivery and comprehension of EMI lectures (Lasagabaster 2022b; 
Macaro 2018, 2020), because it can have an impact on other aspects that con-
tribute to the success of EMI learning environments. For instance, Airey (2011) 
found that lecturers teaching in EMI settings often experience reduced fluency 
and flexibility compared to their native-language instruction. This limitation af-
fects their ability to improvise, incorporate humour, and engage in spontaneous 
interactions with students, which can hinder classroom dynamics. The lack of 
interactions and questions in class has also been found in other studies (Dafouz 
Milne and Sánchez García 2019; Macaro 2018). 

Similarly, Helm and Guarda (2015) examined the experiences of Italian 
EMI lecturers and found that many were less concerned about their academic 
English proficiency and more apprehensive about their communicative compe-
tence in informal settings. This suggests that EMI training programmes should 
not only focus on academic language use but also incorporate communicative 
strategies that facilitate spontaneous and interactive discussions with students.  

From a pedagogical perspective, many EMI lecturers lack formal training 
in teaching strategies for multilingual and multicultural classes. As Lasagabas-
ter (2022b) notes, EMI lecturers often prioritise content delivery at the expense 
of student engagement. Richards and Pun (2022) argue that EMI courses should 
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adopt student-centred approaches to foster deeper learning, moving away from 
top-down knowledge transmission. 

The role of student language proficiency in EMI classrooms is another 
key factor because limited English proficiency among students can impede en-
gagement and comprehension in EMI courses (Richards and Pun 2022). While 
EMI is often promoted as a means to enhance students’ English skills (Dearden 
2015; O’Dowd 2018), traditional lecture structures and reduced interaction may 
limit linguistic development opportunities. Addressing this requires pedagogical 
strategies that encourage student participation, integrate formative assessment, 
and provide linguistic scaffolding to support comprehension. 

8.4 EMI lecturer training programmes and institutional support 

While language proficiency has long been regarded as a crucial element for de-
livering effective EMI lectures (Macaro 2020), recent studies (such as Aguilar-
Pérez and Arnó-Macià 2020) demonstrate that effective lecturing is grounded in 
communication strategies and teaching presence that transcend the language of 
delivery. This underlines the necessity of EMI training programmes that address 
not only English proficiency but also teaching effectiveness and student engage-
ment. There is growing recognition that lecturers also need training in commu-
nication strategies, pedagogical methodologies, and technology integration to 
succeed in multilingual and multicultural classrooms (Morell and Volchenkova 
2021; Sánchez-Pérez 2020).  

EMI lecturer training has gained prominence as institutions aim to equip 
instructors with the necessary linguistic, methodological, and intercultural com-
petencies. Studies have been conducted on professional training experiences that 
can improve the integration of language elements and content delivery in EMI 
contexts, such as those described in the book edited by Sánchez-Pérez (2020). In 
fact, as Fortanet-Gómez (2020) notes, effective EMI implementation requires 
not only language training but also the development of pedagogical strategies 
that prepare lecturers for future, increasingly diverse international classrooms. 
Training programmes must be both research-informed and context-sensitive, 
aligning with institutional internationalisation goals while supporting lecturers’ 
evolving professional identities (Aguilar-Pérez and Arnó-Macià 2020). Moreo-
ver, Valcke and Båge (2020) argue that successful EMI requires moving beyond 
traditional disciplinary silos to build collaborative Continuing Professional De-
velopment (CPD) models for both lecturers and educational developers. This 
collaborative, systems-based approach reinforces the role of Language Centres 
as key facilitators in training design and implementation. 

At the European level, several programmes have been implemented to 
prepare university lecturers for EMI (Costa 2015). The various forms of EMI 
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training held in different universities highlight the increasing institutional recog-
nition of the need for structured teacher training programmes and provide in-
sight into the pedagogical approaches employed across different higher educa-
tion institutions (Morell and Volchenkova 2021; O’Dowd 2018). Several inter-
national organisations and university networks have developed EMI lecturer 
training courses to address these needs. For instance, the Transnational Align-
ment of English Competences for University Lecturers (TAEC) Project has been 
instrumental in promoting EMI training alignment across European institu-
tions (TAEC 2019). The TAEC Erasmus+ project developed a common frame-
work for EMI quality assurance and support, aiding partners in adapting local 
EMI training and certification instruments for language assessment for trans-
national use (2019).  

Additionally, the EQUiiP – Educational Quality at Universities for Inclu-
sive International Programmes – project (2020), an Erasmus+ initiative, pro-
vides modules for educational developers and university lecturers to cultivate 
inclusive and intercultural learning environments. The EQUiiP project 
(Sánchez-García and Dafouz, 2020) offers a strong model for how internation-
ally oriented educational developers can facilitate inclusive EMI environments 
through reflective training programmes that prioritise quality in teaching and 
learning. Language Centres, operating in a similar capacity, can act as institu-
tional anchors for promoting pedagogical innovation and intercultural aware-
ness. In the United Kingdom, the «Academic Teaching Excellence course» and 
the «Certificate in EMI Skills» offered by the British Council and Cambridge 
English (discontinued in 2023), respectively, have targeted support for language 
and pedagogy. These training programmes highlight the commitment to en-
hancing EMI teaching quality and emphasise the importance of standardising 
EMI lecturer competencies to ensure consistency in instructional quality across 
different European and British universities. 

A recent systematic review of EMI teacher training provision (Deroey 
2023) identified common themes across various programmes, including peda-
gogical training, communication strategies, and EMI awareness. Her compre-
hensive survey of 25 initiatives for the training of EMI lecturers across 18 
countries provides valuable insights into effective training practices. The study 
identifies four core components common to successful programmes: language 
proficiency, pedagogical skills, communication strategies, and EMI aware-
ness. Notably, Deroey observes a shift from earlier findings (e.g., Jiménez-
Muñoz 2020; O’Dowd 2018) that highlighted a neglect of pedagogical train-
ing, indicating a growing recognition of its importance. The study also shows 
the benefits of integrating EMI training into broader CPD programmes, fos-
tering collaborations among language and didactic experts, EMI profession-
als, and disciplinary content experts.  
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Despite these advancements, there is still a gap between institutional pol-
icy goals and the actual methodological and linguistic support provided to lec-
turers (Lasagabaster 2022a, p. 23). This gap reinforces the need for comprehen-
sive, research-informed EMI training initiatives that cater to the evolving de-
mands of international higher education in different contexts (Aguilar-Pérez 
and Arnó-Macià 2020), and the need for in-service training models that are re-
sponsive to the realities of EMI classrooms and grounded in reflective practices. 
Through the provision of tailored training programmes, institutions can ensure 
that their EMI offerings are not only policy-compliant but also pedagogically 
sound and responsive to both educators’ and students’ needs. 

8.5 Previous research on EMI students’ perceptions and learning experiences 

Over the past decade, research has increasingly turned to the experiences and 
perceptions of students as a key factor in evaluating the effectiveness of English-
Medium Instruction (EMI) in higher education. Surveys and mixed-methods 
studies have offered valuable insights into how students experience language 
challenges, intercultural communication, classroom dynamics, and their own 
learning development in EMI environments. 

Research shows significant variation in how EMI is experienced across 
different institutional and cultural contexts, reflecting disparities in pedagogical 
practices, language support, and student engagement (Dearden 2015; Macaro 
et al. 2018). For instance, Macaro et al. (2018) conducted a systematic review 
highlighting that students often struggle with understanding content delivered 
in English, especially when instructors lack fluency or rely heavily on lecture-
based formats. A similar issue was identified by Ament and Pérez-Vidal (2015) 
in a Spanish university context, where limited classroom interactivity and the 
absence of corrective feedback were found to diminish students’ opportunities 
for linguistic development. 

Further studies (e.g., Dafouz Milne and Sánchez García 2019; Lasagabas-
ter 2022a) have shown that students value clear instructions, active engagement, 
and culturally responsive teaching practices—elements that are often missing in 
EMI environments. Language proficiency remains a decisive factor in shaping 
student outcomes; in particular, formal and technical vocabulary may be prob-
lematic. Evans and Morrison (2011), for instance, found that Hong Kong stu-
dents experienced difficulties with discipline-specific terminology and academic 
discourse, which placed additional cognitive demands on their learning process. 
These findings suggest «the importance of language provision in the form of 
discipline-specific classes aimed to meet the specific needs of students in specific 
programmes» (Galloway and Rose 2021, p. 35).  

Another study, which was conducted in the 2022-2023 academic year, ex-
amined the experiences of international students enrolled in English-Medium 
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Instruction (EMI) courses at two universities: Taichung University in Taiwan 
and the University of Verona in Italy (Hartle et al. 2024). The study findings 
revealed that cultural factors influenced how students valued their contributions 
within group activities, underscoring the need for EMI lecturers to cultivate in-
clusive classroom practices. Moreover, learners’ responses to our questionnaire 
revealed that their EMI experience was hindered by linguistic and organisa-
tional factors, limiting their ability to interact as expected. The direct impact 
this had on the level of transcultural interactions and collaboration in class was 
clearly expressed by the Taiwanese participants of the study who, despite dis-
playing motivation and interest in the subject, were more focused on the com-
prehension of the content rather than socialising and working in groups, thus 
possibly undermining the inclusiveness of the EMI learning ecology (Hartle et 
al. 2024). 

Although initiatives to accommodate the demands of EMI students have 
grown in recent years, many universities still do not employ structured mecha-
nisms to systematically collect student feedback in EMI settings. This lack un-
derlines the value of incorporating tools such as self-assessment checklists and 
formative assessment methods that are easy to implement and adapt to local 
contexts. It also suggests the importance of structured support from Language 
Centres to guide lecturers in designing and delivering EMI courses and the ne-
cessity of adopting several strategies to enhance the classroom ecology in EMI 
settings. In this respect, Language Centres are well-positioned to offer the sup-
port needed to address the linguistic, communicative, and technological chal-
lenges associated with EMI, because they are the institutional hubs where lan-
guage and educational tools can be created and disseminated, ensuring that 
EMI courses meet students’ needs and experiences. 

8.6 EMI curriculum pedagogy: practical steps and support from Language 
Centres 

 The evolving landscape of English-Medium Instruction (EMI) necessitates a 
shift from traditional language support roles towards more integrative and fa-
cilitative approaches, also on the part of the teaching staff in university Lan-
guage Centres. Traditionally, one of the tasks of university language experts has 
been to curate repositories of linguistic and methodological resources for auton-
omous access by students and faculty (Stickler 2022). However, the role of lan-
guage instructors has evolved from resource providers to facilitators who guide 
learners in selecting and exploring appropriate educational tools tailored to spe-
cific learning contexts, such as EMI environments. As Stickler (2022, pp. 31-32) 
notes, this ‘pedagogy of exploration’ requires instructors to help learners iden-
tify tools that best suit their individual needs. Building on insights from both 
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literature and institutional practice, it becomes increasingly evident that foster-
ing inclusive and effective EMI environments requires a multi-dimensional, stra-
tegically coordinated approach. Language Centres, as institutional actors posi-
tioned between academic departments and university strategy, are uniquely 
equipped to support this process. They can offer targeted interventions, enhance 
pedagogical awareness, and provide tools that align with the communicative, 
cognitive, and intercultural demands of EMI. 

This section presents practical recommendations derived from both pre-
vious research and initiatives developed within our Language Centre, reflecting 
on the dynamic interconnections and outlining specific steps that can enhance 
curriculum design, teaching practice, and student engagement in EMI settings. 
The findings of our previous study were the starting point to identify three main 
elements to consider when seeking to understand how university Language Cen-
tres can support both teachers and learners in creating transcultural learning 
ecologies: 

 
1. Teachers’ communicative effectiveness: Students reported that clear and en-

gaging communication from lecturers significantly enhanced their under-
standing of course content and positively shaped their overall learning ex-
perience. 

2. Students’ self-improvement and learning effectiveness: Students valued 
opportunities for self-assessment and the use of tools that helped them 
monitor their progress. Encouraging student reflection and engagement 
can increase confidence and motivation, particularly in culturally diverse 
classrooms. 

3. Transcultural interactions in the classroom: Inclusive classrooms that en-
courage interactions among students from different cultural back-
grounds were associated with more dynamic and engaging learning envi-
ronments.  

 
These results emphasise the necessity for Language Centres to adopt a compre-
hensive approach by providing targeted training for lecturers to develop inclu-
sive classroom practices, implement self-assessment tools to encourage student 
reflection, and integrate technology to enhance content delivery. For instance, 
the 2019 pilot mentoring programme at the University of Verona demonstrated 
the efficacy of blended learning approaches in combining face-to-face interac-
tion with digital tools to create flexible and accessible learning environments 
(Hartle 2020).  

One of the specific aspects to which attention needs to be drawn is that 
of teacher discourse. The reason is two-fold: on the one hand, in teacher talk, 
students have to face complex discourses both from a conceptual (disciplinary) 
and a linguistic (foreign language) perspective; on the other hand, it is essential 
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to raise awareness, especially amongst the content specialists, of how teacher 
discourse can be used pedagogically to support students in their learning pro-
cess (Dafouz Milne and Sánchez García 2019, p. 2). Moreover, maximising 
classroom management in an EMI setting can enhance critical reflection and 
support the implementation of EMI classes. In our previous study (Hartle et 
al. 2024), students’ perception of participation and interaction in the class 
seemed to confirm that lecturers who lack effective teaching skills and multi-
modal strategies may cause passive learning among students. Studies confirm 
that interaction should play a key role in the EMI classroom (Lasagabaster 
2022a; Macaro 2018) as well as in other learning contexts, since learning is 
viewed not only as an individual cognitive learning process but also as a social 
one, and learning occurs during the interactions that take place between indi-
viduals. Thus, it is important that teachers promote student participation and 
foster negotiations of meaning in the classroom so that learners are provided 
with opportunities to develop their cognitive ability, improve their linguistic 
skills and boost their learning process (Dafouz Milne and Sánchez García 
2019, p. 5). 

These elements are strongly supported by broader research in the field 
of intercultural competence, which highlights the centrality of inclusive peda-
gogy and student engagement (Baker 2015, 2022), where diverse perspectives 
are valued and encouraged. According to student feedback, classroom prac-
tices that emphasise peer support, group discussions, and valuing individual 
contributions can help overcome linguistic barriers and foster intercultural 
growth. To ensure that negotiation of meaning occurs, the creation of inter-
cultural learning ecologies (Baker 2022) is another essential aspect which 
should be developed for both novice and experienced EMI lecturers. For in-
structors new to EMI, gaining familiarity with its underlying framework and 
methodology is crucial to fostering student engagement and inclusivity. At the 
same time, more experienced EMI lecturers can benefit from continuous pro-
fessional development that provides further insights into evolving best prac-
tices.  

Our findings (Hartle et al. 2024) seem to indicate that successful learning 
ecologies are founded on the principles of inclusivity, leveraging both intercul-
tural and individual diversity. This objective can be achieved through the im-
plementation of strategies that encourage class participation and enhance stu-
dents’ motivation. For example, learner-centred methodologies, such as 
flipped classrooms, blended learning models, and collaborative group work, 
can be adopted to accommodate different learning styles and encourage active 
participation (Hartle 2020). Supported by educational technologies, such 
practices allow lecturers to personalise tasks, monitor progress effectively, and 
foster ongoing student reflection and self-assessment (Tao 2025). Through 
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strategic support, reflective practices, and the promotion of intercultural com-
petencies, Language Centres can act as catalysts for the creation of truly in-
clusive EMI learning environments—ones that empower both lecturers and 
students. Ultimately, effective communication within and beyond the class-
room fosters a more dynamic and responsive learning environment (Biggs et 
al. 2022). 

8.7 EMI lecturer preliminary self-assessment checklist 

Self-awareness plays a crucial role in effective EMI instruction, particularly for 
lecturers teaching in a non-native language. Farrell (2015) highlights the im-
portance of reflective teaching practices, suggesting that self-assessment can 
provide a structured way for instructors to evaluate their pedagogical effective-
ness and linguistic competence. For instance, Farrell’s framework for reflecting 
on practice (2020, p. 279) emphasises the importance of systematic reflection in 
improving teaching practices. Applied to EMI contexts, these approaches sug-
gest that lecturers benefit from regularly examining how language use, cultural 
responsiveness, and teaching strategies interact to shape students’ learning ex-
periences. In this vein, streamlined self-assessment tools—drawing inspiration 
from comprehensive frameworks like the TAEC Erasmus+ project (2019) and 
Rubio-Alcalá and Mallorquín’s (2020) grid of CLIL teachers’ competences—
can offer scalable and practical means for lecturers to reflect on and enhance 
their teaching practices. By distilling complex competency models into concise 
checklists, educators can more readily engage in self-evaluation and identify ar-
eas for professional growth. 

The tool developed in this study (cf. Table 8.1) draws upon principles of 
established reflective frameworks and directly addresses key challenges identi-
fied in our previous research (Hartle et al. 2024; Hartle 2020). The preliminary 
self-assessment checklist proposed in this study serves two primary functions. 
Firstly, it actively engages instructors in identifying their strengths and areas 
for development across key domains, including language proficiency, class-
room management, and integration of technology, thus fostering greater self-
awareness. Secondly, it provides valuable insights into the intersection of lin-
guistic competence and instructional effectiveness, both of which are critical 
for creating inclusive and dynamic EMI learning environments. Its use also 
aligns with broader trends in formative assessment and reflective professional 
development.  
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Table 8.1 EMI lecturer preliminary self-assessment checklist 

EMI lecturer preliminary self-assessment checklist 

Linguistic competence 
Yes, I can 
do this 
confidently. 

No, 
not 
yet. 

Un-
sure / 
Can’t 
say. 

I feel confident explaining complex concepts in English.    

I use the language effectively when giving instructions 
for group work or other activities.  

   

I feel confident when using the language to interact with 
students. 

      

I adapt my language to accommodate students with var-
ying proficiency levels. 

   

Pedagogical Strategies and Intercultural Awareness 
Yes, I can 
do this 
confidently. 

No, 
not 
yet. 

Un-
sure / 
Can’t 
say. 

I use a variety of methods to encourage student interac-
tion. 

   

I value and build upon students’ contributions during 
class. 

   

I acknowledge and integrate students’ diverse cultural 
backgrounds. 

   

I address communication barriers that may arise in mul-
ticultural settings. 

   

 Classroom management 
Yes, I can 
do this 
confidently. 

No, 
not 
yet. 

Un-
sure / 
Can’t 
say. 

I manage time effectively to allow for discussion and re-
flection. 

      

I regularly invite student feedback and adapt my teach-
ing accordingly. 

   

I use appropriate assessment methods to evaluate stu-
dents’ understanding.  

      

 Technology skills 
Yes, I can 
do this 
confidently. 

No, 
not 
yet. 

Un-
sure / 
Can’t 
say. 

I incorporate visual aids or technology to support stu-
dent comprehension. 

      

I use specific IT tools to monitor student performance 
and participation. 
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This checklist is designed to help EMI lecturers reflect on their current teaching 
practices, linguistic proficiency, and classroom strategies. It can be used at the 
beginning of EMI training programmes to identify areas of strength and areas 
for development, thereby informing personalised professional support. Admin-
istering the checklist at an early stage in EMI professional development pro-
grammes enables Language Centres to gather baseline data, provide tailored 
support and guidance, and assist EMI instructors in selecting appropriate re-
sources and tools to maximise teaching effectiveness.  

Encouraging lecturers to engage with structured self-assessment tools can 
help develop deeper self-awareness and continuous professional growth, 
thereby enhancing overall instructional quality. This is particularly relevant for 
the creation of inclusive learning ecologies, where formative assessment mecha-
nisms—including those enhanced by AI technologies—can play a critical role. 
The integration of AI-driven formative assessment technologies allows lecturers 
to monitor student progress in real time, adapt teaching strategies, and imple-
ment data-informed instructional decisions (Tao 2025). These technologies sup-
port the same goals as traditional self-assessment frameworks: fostering greater 
responsiveness, inclusivity, and targeted pedagogical intervention. Effective as-
sessment should evaluate both linguistic proficiency and content comprehen-
sion, as inadequate language skills can impact both instructors’ ability to deliver 
content and students’ engagement. AI-powered platforms, such as adaptive 
learning platforms and intelligent tutoring systems, provide highly customisable 
resources, allowing lecturers to create personalised learning tasks while system-
atically collecting feedback to refine their instructional approaches (Tao 2025). 
When coupled with human-led reflective practices, such technologies can signif-
icantly enhance EMI course effectiveness. By systematically linking reflective 
practice with both formative assessment and technological innovation, Lan-
guage Centres can contribute to building more inclusive, learner-centred, and 
effective EMI environments that better meet the needs of increasingly diverse 
academic communities. 

8.8 Supporting students’ self-awareness and learning development 

Alongside lecturers’ communicative effectiveness, students’ perception of their 
own improvement and learning development is another key aspect to consider, 
monitor and support. When designing an EMI course, it is important to con-
sider how students assess their progress, and which tools can be set up to assist 
them in overcoming language barriers, while engaging with the content of the 
course. Incorporating reflective mechanisms into the learning process not only 
values students’ personal contributions but also provides ongoing feedback that 
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lecturers can use to adjust instructional practices and classroom dynamics. Stu-
dents might want to assess their improvement by answering questions on their 
command of the language and their engagement in group work.  

As our previous study suggested (Hartle et al. 2024), students who felt 
more confident in their use of English were more likely to be actively engaged 
in class activities, highlighting language proficiency as a barrier influencing par-
ticipation and interactions in transcultural classrooms. Notably, students en-
rolled in degree courses where languages are commonly used (e.g., Foreign lan-
guages, Linguistics, and Journalism) were more likely to view EMI classrooms 
as inclusive learning spaces. One of the findings from our previous study shows 
that, according to students’ perceptions, a successful EMI lecture experience is 
the result of encouraged interactions, which can be achieved so as to provide a 
more inclusive and fruitful learning ecology for both lecturers and students (Sie-
mens 2007). 

These findings align with broader research on learner engagement and so-
cial learning ecologies. Siemens’ (2007) connectivist theory of learning under-
scores the importance of interaction and collaboration as central to knowledge 
construction, suggesting that learning environments which promote peer dia-
logue and networked participation are more likely to foster inclusive, dynamic 
learning experiences. Similarly, Deardorff (2006) emphasises that intercultural 
competence development is intricately linked to opportunities for meaningful 
interaction, reflection, and feedback in diverse settings. 

In order to systematically support students’ reflective processes within 
EMI courses, we propose a second checklist (cf. Table 8.2), designed for Lan-
guage Centres to implement and customise according to specific institutional 
contexts, so as to diversify curricula and foster inclusive learning. This tool 
focuses on capturing students’ perceptions of the effectiveness of the EMI 
course they are attending, their self-assessment of language improvement, and 
their evaluation of the support provided throughout the course. For this rea-
son, administering the student checklist during the course, rather than at the 
end, offers a formative evaluation mechanism that enables lecturers and Lan-
guage Centres to monitor the effectiveness of practices initiated in the prelim-
inary stages of course design. One key area addressed by the checklist is stu-
dents’ perception of transcultural interactions (cf. Baker 2022), which can play 
a significant role in shaping their overall EMI experience and contribute to the 
development of inclusive EMI learning environments that are responsive and 
participatory. 
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Table 8.2 Checklist for students’ feedback 

Checklist for students’ feedback 

Language Confidence Yes  No  Can’t say 

I understand the main points of lectures in English.    

I feel comfortable expressing my ideas in English dur-
ing class. 

      

I can interact with my teacher and classmates without 
fear of making language mistakes. 

      

I am confident in using English for academic reading 
and writing tasks. 

   

Learning support and technology use Yes No  Can’t say 

I know how to access academic resources and ask for 
help when needed. 

      

I feel that the learning materials provided are accessi-
ble and user-friendly. 

      

I use tools (e.g., glossaries, recordings) to support my 
autonomous learning. 

      

I can use technology responsibly to enhance my un-
derstanding of course content. 

      

Transcultural interactions  Yes  No  Can’t say  

I feel that my personal contributions are valued and 
encouraged.  

      

I feel included and respected during class discus-
sions. 

   

I actively engage with peers from diverse cultural 
backgrounds during collaborative tasks. 

      

I enjoy collaborating with peers from different cultural 
backgrounds. 

      

 
This student-focused checklist is designed to support learners in reflecting on 
their language development, classroom engagement, and intercultural experi-
ences throughout the course. The checklist prompts learners to assess their con-
fidence in using English, their participation in group work, and their comfort in 
interacting with peers from different linguistic and cultural backgrounds. In 
turn, this reflective process empowers students to take greater ownership of their 
learning and enhances transparency between students and instructors. Aggre-
gated responses may also help identify shared challenges or overlooked needs, 
offering valuable insights for instructors aiming to adjust course delivery. When 
used systematically, it becomes possible to embed student reflection into the de-
sign and delivery of EMI courses, which can enhance language development and 
transcultural awareness and help Language Centres and instructors shift from 
teacher-centred to learner-centred pedagogy. 
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8.9 EMI teaching techniques: final considerations 

Recent studies across diverse institutional contexts (Fortanet-Gómez 2020; 
Sánchez-García and Dafouz 2020) have consistently emphasised the need for 
teacher development programmes that are research-informed, competence-
based, and context-responsive. These initiatives often focus on professional de-
velopment strategies that address both language proficiency and pedagogical 
preparation. Deroey (2023) further underscores the necessity of tailoring train-
ing to personal and contextual needs, cautioning against a one-size-fits-all ap-
proach. She advocates for needs assessments through surveys, consultations, 
teaching observations, and peer mentoring to ensure relevance and effective-
ness. Additionally, the study highlights the importance of addressing affective 
factors such as lecturers’ self-image, confidence, and sense of self-efficacy, rec-
ommending the creation of safe training environments that avoid remedial con-
notations. To evaluate the impact of training, Deroey (2023) suggests incorpo-
rating real-life teaching practices and establishing rigorous assessment criteria, 
which could facilitate EMI accreditation and certification processes. Finally, the 
study calls for flexible, modular training approaches and institutional incentives 
to motivate lecturer participation and engagement. 

 The reflective tools proposed in this study contribute to that goal by 
offering practical reference points for Language Centres to support EMI lec-
turers in navigating linguistic, pedagogical, and intercultural complexity. Con-
sidering the pedagogical insights provided so far, some teaching strategies are 
proposed that EMI experts could introduce in their training course activities. 
For instance, to make communication more effective, lecturers could develop 
classroom management techniques that enable them to clearly define expecta-
tions, give instructions and deal with transcultural interactions. This can be 
achieved by using accommodation strategies (Jenkins 2010), explaining com-
plex jargon (Woodward-Kron 2008), and through subject-specific glossaries 
for technical terms, which allow students to fully comprehend the content be-
ing conveyed and engage in productive exchanges with their classmates (cf. 
Biggs et al. 2022).  

Encouraging group activities and providing language scaffolds can sup-
port student engagement across proficiency levels. For instance, assigning mul-
tilingual study groups or peer support sessions could boost confidence and fos-
ter interaction. Additionally, creating glossaries for technical terms and offering 
targeted feedback may alleviate language anxiety, particularly for students of 
non-linguistic subjects, who are less used to reflecting on their language compe-
tencies. Finally, integrating cultural exchange activities as a core component of 
EMI courses can help students appreciate and leverage diversity in classroom 
interactions, fostering an inclusive environment conducive to both academic 
success and meaningful transcultural experiences. 
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Students’ personal contributions should be valued and stimulated with 
the overall aim of delivering content in a structured manner. To this end, EMI 
lecturers might want to consider implementing scaffolding strategies to boost 
class participation by explaining hands-on to their students how a task is in-
tended to be carried out and have them execute it in smaller groups and, only 
at the end, ask them to perform it individually (cf. Rubio-Alcalá and Mal-
lorquín 2020). Indeed, our previous findings suggest that implementing peer 
support sessions might boost their confidence and foster cooperation (Hartle 
et al. 2024).  

Interactive assignments which involve the use of technology and visual 
aids might help to outline the work and guide students throughout the activity. 
Lecturers can design, organise and monitor progress by relying on presentation 
tools to deliver content through visuals and organisation tools to upload 
handouts and materials. They might also promote a more inquisitive approach 
to the subject content thanks to their linguistic support. Also, making materials 
and handouts available beforehand – in a blended learning environment – offers 
opportunities for interactions and great accessibility which, in turn, can favour 
a more inclusive learning setting where students and teachers are motivated to 
share knowledge, targeting both academic success and meaningful interpersonal 
experiences (Hartle, 2020). For example, in flipped classrooms, students can ac-
quire knowledge before the class and use classroom time to implement the con-
tent-related skills needed to support teacher and peer interaction (Baig and 
Yadegaridehkordi, 2023).  

Moreover, as learning environments extend beyond physical classrooms 
to embrace more inclusive and dynamic scenarios, the role of technology in de-
signing and implementing EMI curricula becomes increasingly critical. Inclusive 
learning settings can be achieved by promoting personalised learning pathways, 
which, in turn, might be fuelled by a mindful integration of technology. Drawing 
on our experience mentoring professors in the University of Verona’s interna-
tionalisation programme in 2018, we found that equipping lecturers with the 
expertise to implement AI tools is a strategic priority, as it has also been empha-
sised in a recent document of the European Commission (2022). Given the fast-
paced nature of Artificial Intelligence and the contingent need for EMI lecturers 
to fully comprehend its applications, future research should broaden to include 
the study of AI-driven developments in EMI. To design and deliver successful 
EMI curricula that take into consideration students’ understanding of content 
and participation in classroom activities, it is essential to address their specific 
needs through personalised instruction. Learning analytics, for instance, uses 
individualised data to tailor instruction to each learner’s needs, preferences, and 
abilities (Tao 2025). This aligns with the findings of our study, which emphasises 
the importance of fostering inclusive learning environments through high levels 
of communication and personalised learning settings (Hartle et al. 2024).  
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8.10 Conclusion and future directions 

In conclusion, this paper has explored the challenges lecturers face when teach-
ing their courses within the ongoing internationalisation process of universities, 
with particular reference to the role that Language Centres might undertake to 
support them. It has proposed a series of practices, i.e. self-assessment tools, 
which can be implemented to build on lecturers’ self-awareness to foster pro-
ductive EMI environments grounded in transcultural interactions and effective 
communication.  

The findings of our previous study served as the starting point to outline 
three main trends to be considered before formulating support strategies: teach-
ers’ communicative effectiveness, students’ self-improvement and learning effec-
tiveness, and transcultural interactions in the classroom. Based on the literature, 
our previous research findings and through practical experiences, it appears that 
EMI initiatives can be best supported when all three areas are addressed.  

Language Centres can work at different levels and stages to ensure lectur-
ers are familiarised with the unique learning ecology which inspires the concept 
of internationalisation of universities, whilst providing structured learning 
spaces and practical tools for designing engaging lectures. A viable approach 
for Language Centres is to support teachers in addressing potential shortcom-
ings in their EMI courses by administering self-assessment tools early in their 
training, to help identify strengths and challenges across a range of variables: 
their command of the language, their familiarity with educational technologies, 
and their ability to foster student interactions and value personal contributions. 
For the students, the checklist provides support in reflecting on their learning 
experiences in EMI courses. It encourages awareness of linguistic development, 
participation, and intercultural engagement. Its results can guide adjustments 
to teaching strategies and learning support mid-course.  

In this scenario, the choice of tailor-made self-assessment tools must tar-
get both content and language competencies to be effective, as not only the lack 
of language proficiency, but also of teaching methodology, may hinder teachers’ 
content delivery on one end and learners’ understanding on the other. In fact, 
both our findings and research in the field of EMI suggest the importance for 
lecturers, especially those using a vehicular language to teach their academic 
subjects, to implement specific strategies (Richards and Pun 2022) and to in-
crease research on EMI (Lasagabaster 2022a), which can be used to gather rel-
evant information to be processed with the support of Language Centres. The 
tools proposed in this study aim to address the need to integrate EMI instruc-
tors’ teaching skills with the support of specialised language trainers who can 
help lecturers build critical self-awareness and develop their competencies 
(Dafouz 2021). 
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Future research should explore the practical applications of these tools 
within EMI training programmes, identifying optimal moments for their admin-
istration and assessing their impact on both lecturers and students. Action re-
search initiatives could investigate how self-assessment and feedback mecha-
nisms influence teaching practices, engagement levels, and overall course effec-
tiveness. The integration of these tools at the beginning of an EMI course, for 
instance, could provide valuable data on lecturers’ preparedness and inform tai-
lored support strategies throughout the academic term. 

As universities continue to expand their EMI offerings, the role of Lan-
guage Centres in providing structured, tailor-made language support will be-
come increasingly significant. By combining evidence-based pedagogical strate-
gies with the thoughtful integration of technological tools, universities can de-
sign more inclusive and effective EMI frameworks that meet the diverse needs 
of students and lecturers. Further investigation into how self-assessment and 
AI-enhanced formative assessment can contribute to effective EMI pedagogy 
will be essential for advancing teaching and learning in internationalised higher 
education. 
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