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Abstract
The past few years have witnessed an emergent growth of both academic and practical works on English
medium instruction (EMI) teachers’ professional development. This paper presents a critical analysis of 30
empirical studies on EMI teacher development in a wide range of higher educational settings from
2018 to 2022. Through a systematic process of paper selection and review, we have identified three general
routes to EMI teacher development, namely: (1) formal training activities; (2) opportunities for teacher
collaboration; and (3) self-initiated practices. For each route, we presented a critical appraisal of their
design and implementation, as well as reported gains and challenges. Meanwhile, we also conducted a
critical analysis of the methodological issues pertaining to the selected papers. Overall, we argue that
EMI teacher development in higher education is largely construed as a hybrid, contested, and transforma-
tive enterprise featured by EMI teachers’ constant boundary-crossing at different levels to seek profes-
sional growth in linguistic, pedagogical, cultural, and psychological domains. During this process, EMI
teachers may encounter conflicted dispositions, power asymmetries, and individual contradictions.
Such a process thus requires EMI teachers to rethink, reexamine, and reflect critically on their accustomed
preconceptions and practices, in order to facilitate transformation and achieve sustainability in the long
run. The review also presents implications for EMI teachers, teacher educators, policymakers, and
researchers on effectively facilitating EMI teacher development in higher education.

1. Introduction

The past few decades have witnessed an emergent trend in which the English language has become
institutionally established as the medium of instruction (i.e., EMI) at a university level in many
non-English-speaking countries and regions (Dearden, 2014). However, the promotion of EMI in higher
education is found to be a cognitively complex and affectively contested endeavor (e.g., Dang et al., 2023;
De Costa et al., 2022; Hillman et al., 2023), where many university staff are pushed to take up EMI with-
out adequate training and social support. In 2018, Macaro et al. (2018) published a seminal review article
on EMI in Language Teaching, drawing a comprehensive picture of how EMI is envisioned, designed,
and enacted in the classroom, curriculum, and policy levels in higher education settings across the
globe. One critical and promising research direction, pinpointed by the review, is the strengthening of
EMI teacher education, with a view to enhancing EMI teachers’ pedagogical competence, facilitating
classroom innovations and curriculum reforms, and ultimately engendering effective practices to support
students’ academic study and personal growth in specific disciplines (also see Yuan, 2020, 2023a).

In response to the call for more research on EMI teachers’ professional development made by many
EMI scholars (e.g., Macaro et al., 2018), there has been an emergence of a wide range of initiatives and
programs dedicated to preparing and developing competent EMI teachers (e.g., Bradford et al., 2024;

© The Author(s), 2025. Published by Cambridge University Press. This is an Open Access article, distributed under the terms of the Creative
Commons Attribution licence (http://creativecommons.org/licenses/by/4.0/), which permits unrestricted re-use, distribution and reproduction,
provided the original article is properly cited.

Language Teaching (2025), 1–32
doi:10.1017/S0261444824000351

https://doi.org/10.1017/S0261444824000351 Published online by Cambridge University Press

https://orcid.org/0000-0003-2153-5015
https://orcid.org/0000-0002-6603-6423
https://orcid.org/0000-0003-0389-1163
mailto:ericruiyuan@um.edu.mo
http://creativecommons.org/licenses/by/4.0/
http://creativecommons.org/licenses/by/4.0/
https://doi.org/10.1017/S0261444824000351


Dang et al., 2023; Lasagabaster, 2022; O’Dowd, 2018; Sánchez-Pérez, 2020). To date, however, a survey
of the EMI literature has revealed no systematic review of current empirical evidence on this significant
topic in applied linguistics and higher education. The present critical review1 thus attempts to fill the
gap by systematically and critically examining the existing studies on EMI teacher development from
2018 to 2022. As scholars have made valuable attempts to look into how EMI teachers learn and
develop in various forms (e.g., via formal training programs, collaborative projects, and individual
reflections) during this five-year period, such literature constitutes the basis of the present review.

The significance of the review rests on the following aspects. First, based on a thorough analysis of
the major themes in current empirical studies, our review sheds light on how different routes of EMI
teacher education are designed and operationalized in a wide range of educational settings, and pro-
vides insights into the complexities surrounding EMI teachers’ professional learning and the mediat-
ing factors that shape such learning at personal and contextual levels. Second, by presenting a
comprehensive picture of EMI teacher development in higher education, our review can potentially
be of value to EMI teacher educators by providing them with practical suggestions on how to take
situated and effective action to help EMI teachers navigate their professional development in specific
disciplinary and institutional contexts. For university management and policy/curriculum makers, the
review also offers a better understanding of EMI policy ramifications, as well as generates suggestions
for the design, implementation, and reform of EMI teacher development programs. Third, by conduct-
ing a methodological review and critique, the paper affords a critical analysis of the research trends and
methods in the field and, subsequently, points out meaningful directions for future research on EMI
teacher education.

2. EMI teacher development in higher education

Teacher development is conceptualized as a socially mediated process that involves continuous inter-
actions between individual teachers and their sociocultural contexts, as the former seek to refine exist-
ing knowledge and construct new understandings within and across multiple sites (Borko, 2004;
Knight et al., 2006). Therefore, rather than constituting a linear process, teacher development takes
place across temporal, spatial, and social boundaries in communities operating in accordance with dif-
ferently nuanced discourses, histories, and cultural resources. For instance, teachers participating in
training programs are frequently provided with the latest theoretical understandings and innovative
teaching strategies to be applied in their instructional settings (Freeman, 2002; Peercy & Troyan,
2017). They may also collaborate with their colleagues or university-based teacher educators through
action research, leading to a shared repertoire of resources, practices, and insights aimed at addressing
practical problems and promoting student learning (Yuan, 2020). Effective teacher development thus
depends on creating customized opportunities and ongoing support for teachers to engage in hybrid
practices that allow knowledge exchange, social engagements, and emotional guidance. Overall,
teacher development is often acknowledged as a fluid, participatory activity situated within intersecting
contexts that are both enabled and constrained by the structural conditions of various communities
over time (De Costa & Uştuk, 2023).

EMI teachers are generally referred to as those who teach content-area courses (rather than the
English language itself) through English in higher education (Yuan, 2023b). With the rapid increase
of EMI programs in higher education contexts, the literature has reported a wide range of linguistic,
sociocultural, pedagogical, and professional challenges for EMI teachers, particularly those who are
non-native English speakers working in English-as-a-foreign language (EFL) contexts. We next briefly
outline the common challenges faced by EMI teachers, in order to highlight the necessity of EMI
teacher development.

First, EMI instructors often find teaching in EMI classes linguistically challenging, and many feel
unprepared to teach in their second/foreign language (Hillman et al., 2023). Specifically, lecturers’ lan-
guage competence is regarded as one of the main obstacles to the successful implementation of EMI
programs, as it is often connected to the proficiency level needed to teach discipline-specific academic
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content in a foreign language (Guarda & Helm, 2017). The perceived low English competence of EMI
teachers is likely to hinder their ability to employ appropriate discourse-specific language usage at lex-
ical, syntactic, semantic, and other related levels that align with the academic conventions of a particu-
lar discipline (Richards & Pun, 2022). This limitation can further impede their ability to either cover
the content in sufficient depth or help their students apply the acquired knowledge in academic tasks
in EMI classrooms. Moreover, since academic disciplines contain various language features and dis-
course practices (Lasagabaster, 2018), even instructors with high levels of general English proficiency
may not be able to use appropriate instructional language or discipline-specific language to explain
complex concepts (Metzger, 2015).

Second, the linguistic challenges reported above are further complicated by social and cultural fac-
tors. For example, as one of the major objectives of EMI implementation is to attract international
students, EMI classes are often populated by students who have diverse experiences and mixed abilities
from different academic traditions (De Costa et al., 2021; Yuan, 2023b). Teaching in such a context
therefore requires not only English proficiency and subject-specific expertise but also a heightened
awareness of cultural differences that students bring to the learning process. For instance,
Gundermann (2014) pointed out that rather than being “culture-free” (p. 266), EMI instruction is
often conflated with cultural diversity that requires EMI teachers to be equipped with intercultural sen-
sitivity and communicative strategies, especially in heterogeneous classrooms where different cultures
may potentially distort communication. Such intercultural demands thus make teaching in an EMI
context even more challenging.

The third challenge faced by EMI teachers relates to pedagogy. For instance, one of the frequently
reported challenges in EMI teaching is delivering disciplinary content with appropriate academic lan-
guage (Goodman, 2014; Hu & Lei, 2014). Such a challenging classroom expectation requires teachers
to possess adequate pedagogical awareness and skills in language and content integration (Wang &
Yuan, 2023). Although much variation is to be found depending on the context, EMI teaching is
often undertaken by content teachers with high English language proficiency (Richards & Pun,
2023). Some teachers may hold the misconception that EMI teaching is simply a matter of translating
their previous teaching approaches and strategies in non-EMI contexts into English versions.
Nevertheless, such direct borrowing without integrating language and content may lead to the tea-
chers’ under-preparation in delivering EMI courses and a reduction in the quality of teaching
(Dang et al., 2023; Kim et al., 2018). A viable approach for EMI teachers, under such circumstances,
is to constantly infuse the acquisition of content with an awareness of disciplinary language, and
experiment with a variety of learning activities in their specific fields to maximize their students’ learn-
ing outcomes in both language and content (Yuan, 2020). This requires EMI teachers to engage in
continuous classroom innovations and professional development initiatives to update their peda-
gogical knowledge.

The fourth dimension of reported challenges concerns EMI teachers’ professional status, which is
frequently interwoven with the aforementioned difficulties. One problem seems to be the lack of con-
fidence, motivation, and self-efficacy among teachers. Tsui (2018) reported that many teachers felt that
they either lacked English proficiency to deliver EMI instruction or lacked self-efficacy in using English
in their discipline instruction. Such a lack of confidence may cause a sense of vulnerability and inse-
curities in the teachers’ self-perceptions (Doiz & Lasagabaster, 2018), which can have negative reper-
cussions on their teaching. Additionally, some EMI teachers may also be concerned about the conflict
between their professional identity as experts in their discipline (i.e., the authoritative figure) and their
perceived lack of proficiency in a foreign language (i.e., English) (Kim et al., 2018). Such identity ten-
sions can result in emotional dissonance and social barriers between them and their students (Yuan,
2020).

To address such challenges, systematic and sustained support needs to be in place to help EMI tea-
chers enhance their teaching quality. As Macaro et al. (2019) proposed, it is particularly important to
offer “more substantial training to ensure homogeneity and quality of EMI provision in tertiary edu-
cation and set the pathways for professional development and a more global future” (p. 116).
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Presently, extensive research has been conducted exploring institutional practices, EMI teachers’ atti-
tudes, their learning process and gains, their assessment needs, and the overall effectiveness of EMI
teacher development programs across a wide range of educational settings that span countries such
as China (e.g., Chen & Peng, 2019), Italy (e.g., Long et al., 2019), South Korea (e.g., Bradford et al.,
2024), Spain (e.g., Morell et al., 2022a), Denmark (e.g., Dimova & Kling, 2022), and others (see
Dang et al., 2023; Sánchez-Pérez, 2020). Special issues have also been published (e.g., Ruiz-Madrid
& Fortanet-Gómez, 2022) to support EMI teacher development in the field of language and content
integration. Along more practical lines, a growing number of language specialists, teacher educators,
and institutions have also attempted to design and implement EMI teacher development programs
with the purpose of improving EMI teachers’ overall competence and ultimately facilitating the con-
tinuing development of EMI programs. Such EMI teacher education initiatives have taken various
forms (e.g., training courses, short-term workshops, or collaborative partnerships), and have focused
on different dimensions of EMI instruction and teacher development. For example, some training
courses have relatively fixed content, such as the Cambridge Certificate on EMI Skills and the EMI
Oxford Course (Martinez & Fernandes, 2020). By contrast, other courses have conducted needs ana-
lyses to cater to and customize their content according to the specific needs of their lecturers and stu-
dents (e.g., learning disciplinary terminologies, pedagogical approaches, and interaction strategies).
Overall, there have been national and even international efforts to standardize EMI teacher develop-
ment with a view, for instance, to define EMI teacher competencies and the issue of accreditation
(Macaro et al., 2019). However, local educational contexts often prove to be more complicated than
expected and thus require linguistic, social, and cultural details that merit attention during the process
of EMI teacher development.

The recent progress reported above has motivated us to conduct the present review that synthesizes,
analyzes, and critiques the current state of research and practices in EMI teacher development.
Additionally, given the scant attention dedicated to EMI teacher development until recently, it is
equally important to draw readers’ attention to different methodological approaches adopted so far
and map out future directions in terms of research topics and methodologies. This critical review is
guided by three research questions:

1. What are the routes to EMI teacher development in higher education?
2. For each route, what are the reported gains and challenges for EMI teacher development?
3. What are the research methodologies used by the selected studies, and what are their strengths

and limitations?

3. Research methods

3.1 Paper selection

Informed by the three research questions, we discussed and established a set of selection criteria for the
proposed review. First, we decided that the topic of the literature search would be “EMI teacher devel-
opment in higher education”. Therefore, studies focusing on EMI students, EMI instructional strat-
egies, or those conducted outside higher educational settings were considered irrelevant and thus
excluded. Second, the type of literature that we analyzed was confined to peer-reviewed journal articles
because they generally undergo a rigorous review process, and thus represent a relatively high standard
of inquiry. Consequently, other types of literature such as theses and dissertations, book chapters, and
conference proceedings were excluded from our review. Third, the time window of the search was set
in 2018–2022 (including articles of advanced online publication) to track the rapid growth of research
literature in EMI teacher development following Macaro et al.’s (2018) seminal review paper.

Using several keywords such as “English medium instruction”, “EMI”, “teacher education”,
“teacher development”, and “instructor”2, the research team searched for relevant articles in seven
databases (i.e., Web of Science, Google Scholar, Scopus, JSTOR, ERIC, ProQuest, and the first author’s
university library). These seven databases were chosen based on a combination of the reference of
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similar published review articles (e.g., Macaro et al., 2018; Yuan et al., 2022) and the research team’s
access to resources. Figure 1 depicts the process of article search and screening. As the flow chart
shows, the first round of keyword searches yielded a total of 2,000 entries of relevant articles for pos-
sible inclusion. Then, two rounds of screening (first round abstract screening and the second full-text
screening) conducted by the review team subsequently excluded 1,970 irrelevant articles, resulting in
30 journal articles that met the search criteria described earlier. Specifically, the first round of screen-
ing excluded duplicated articles, articles published outside the time window, and works published
other than peer-reviewed journal articles. The second round of screening narrowed down the scope
and focused more on the content relevance of the articles (e.g., empirical studies, higher education
contexts, and concrete evidence of teacher development). In total, the screening process yielded 30
relevant journal articles that fell within the scope of our review, thereby creating a manageable data-
base that can provide meaningful themes in accordance with our research objectives.

To ensure the reliability and trustworthiness of the review, we followed the guidelines and features
of systematic reviewing proposed by established EMI researchers (Gough et al., 2012; Macaro et al.,
2012). First, given that “a systematic review is always carried out by more than one reviewer”
(Macaro et al., 2012, p. 3), we formed a research team comprised of two educational linguistic experts

Figure 1. The literature search and screening process
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and one doctoral student in applied linguistics. The team members engaged in constant discussions
during the screening process to refine our selection of articles as well as the inclusion criteria and even-
tually decided on the final set of articles for the review. Our goal was to reduce reviewer bias as much
as possible. Second, a transparent procedure – from search strategy to review protocol – was discussed
and agreed upon by our team. Synthesis and appraisal of the shortlisted articles were conducted based
on the empirical evidence presented by the articles. Third, the literature search and screening went
through an exhaustive and reliable process by employing different search strategies in multiple data-
bases. For example, to achieve analytic saturation, the research team formed several search syntaxes
targeting different databases. Specifically, possible synonyms (e.g., teacher, instructor, lecturer, practi-
tioner, and educator) were included in the syntax to avoid the omission of relevant articles.

3.2 Paper analysis

The 30 studies extracted were conducted in different educational settings, including Spain (n = 10), China
(n = 7), Italy (n = 3), South Korea and Japan (n = 33), France (n = 1), Sudan (n = 1), the Netherlands
(n = 1), Denmark (n = 1), Croatia (n = 1), Finland (n = 1), and Russia (n = 1) (see Table 1). Overall, the
selected studies were mainly conducted in European and Asian contexts. Such a geographic distribution
of EMI teacher development studies reflects the contemporary higher education reality that Europe
and Asia are considered relatively mature and rapidly growing contexts for EMI (Shao & Rose, 2024).
At the same time, however, the absence of studies from Latin America strongly suggests that, moving
forward, more research attention should be directed to the Latin American context.

With respect to data analysis, the contents of each paper were treated together as raw data for crit-
ical review. The first two authors carefully scanned and reviewed the studies, extracting and synthesiz-
ing the major issues and themes reported in them. They cross-checked and compared their findings in
order to generate the major themes of the critical review. Meanwhile, the third author served as an
advisor, providing professional suggestions, and engaging in ongoing discussions with the first two
authors to enhance the validity and trustworthiness of the analysis.

Specifically, to answer the first research question, the abstract, introduction, and context reported in
each paper were read, examined, and compared to generate the major routes to EMI teacher develop-
ment in higher education. For instance, an author assertion such as “This study examines the impact of
interdisciplinary teacher collaboration on English-medium instruction (EMI) teachers’ professional
development in higher education” (Lu, 2022, p. 642) led to a categorization of this paper into “teacher
collaboration”. This stage of analysis yielded three major routes, namely, formal training, teacher col-
laboration, and self-initiated practice.

To address the second research question, the findings reported in each study were closely examined
and categorized to identify the reported gains and challenges of EMI teacher development.
For instance, the statement “… by becoming more aware of I-R-F sequences the lecturer was able
to more constructively facilitate class interactions…” (Ismailov, 2024, p. 3231) was coded as an
example of “improved classroom interactions”, which led to the theme of “pedagogical improvements”
together with comparable codes. Similarly, in the results section of Margić and Vodopija-Krstanović’s
(2018) study, the authors reported that “[s]ome of the weaker teachers mentioned that the programme
had led them to question their ability to teach in English” (p. 36). This statement was extracted and
coded as “teachers’ self-doubt”, and further categorized into the theme of “the risk of increased nega-
tive emotions” as one reported challenge.

Regarding the third research question (i.e., research methodologies used by the selected studies and
their strengths and limitations), the authors identified the research contexts, participants, and research
design, and evaluated the data collection and analytic methods. All the identified information was fur-
ther compared, contrasted, and synthesized to illustrate the main patterns of methodological concerns
behind EMI teacher development. After addressing the three research questions, the research team
engaged in a reflective discussion, along with the immersion of relevant literature, to provide insights
into the implications and future directions of EMI teacher development.
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3.3 Limitations

Admittedly, the method of paper selection reported above may contain several limitations. First, the
relatively small number of studies reviewed (n = 30) excluded other relevant research works including
unpublished theses and dissertations, book chapters, and the literature published outside the time win-
dow of 2018–2022. Second, although the review included several works published in bilingual journals
(e.g., Revista Alicantina de Estudios Ingleses), our research resources did not allow for a comprehensive
review of the large number of research papers published in languages other than English (e.g., Chinese
journals), and thus these studies were excluded during the selection process. Those excluded works are
nevertheless valuable to the field and should be addressed in future review studies.

Table 1. Contexts of the selected papers

Author(s) & year Context

Alhassan et al. (2022) Sudan

Borsetto and Bier (2021) Italy

Borsetto (2022) Italy

Bradford et al. (2024)4 South Korea & Japan

Cao and Yuan (2020) Mainland China

Carrió-Pastor (2022) Spain

Chen and Peng (2019) Mainland China

Dafouz (2018) Spain

Dafouz (2021) Spain

Gustafsson (2020) The Netherlands

Ismailov (2024)4 Japan

Lauridsen and Lauridsen (2018) Denmark

Long et al. (2019) Italy

Lu (2022) Taiwan China

Macaro and Tian (2023)4 Mainland China

Maíz-Arévalo and Orduna-Nocito (2021) Spain

Margić and Vodopija-Krstanović (2018) Croatia

Morell (2020) Spain

Morell et al. (2022a) Spain

Morell et al. (2022b) Spain

Park et al. (2022) South Korea

Ploettner (2019a) Spain

Ploettner (2019b) Spain

Qin et al. (2023)4 Mainland China

Reynolds (2019) France

Rubio-Cuenca and Perea-Barberá (2021) Spain

Tsui (2018) Taiwan China

Tuomainen (2018) Finland

Volchenkova and Kravtsova (2021) Russia

Xu and Zhang (2022) Mainland China
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4. Findings

In this section, we present the synthesis and critical analysis of the 30 studies in the database in order
to address our three research questions. We first present an overview of the three routes to EMI teacher
development. For each route, we demonstrate a detailed illustration of the implementation of each
study (e.g., project, duration, design, structure, and participants). Next, we describe major themes
derived from the reported gains and challenges of each study. We then provide a methodological
review with reference to the data collection and analysis methods of the selected studies.

4.1 An overview

The review identified three pathways for EMI teachers’ professional development: formal training
initiatives (n = 21), opportunities for teacher collaboration (n = 7), and self-driven practices (n = 2).
Formal training initiatives represented the primary route to development through various forms,
including institutional projects, structured workshops, short-term seminars, and longer-term interven-
tions. Despite the diversity in terms of format and duration (see Table 2 for detailed information),
these initiatives commonly entailed a predetermined curriculum carefully planned by universities at
different levels. For example, Borsetto and Bier (2021) reported on a university project in Italy offering
credited interactive courses on lecturing in English attended by over 200 faculty across seven years.
Chen and Peng (2019) outlined a consecutive set of five-day intensive modules in mainland China
concentrating on EMI conceptualization, language modification, instructional strategies, and
microteaching.

Collaboration, which emerged as another promising route to EMI teacher development, was
mediated through peer observations, course co-planning, and knowledge exchange. Lu (2022),
for example, examined interdisciplinary cooperation (e.g., geometry, biology, and business) at a
Taiwanese university where six content teachers jointly planned and taught an EMI course titled
“Science is Everywhere”. Another example illustrated in Xu and Zhang’s (2022) study depicted the
collaboration between an engineering teacher and an English teacher, where they engaged in a
process of co-planning, co-teaching, and co-reflection. These two forms of collaboration provided
opportunities for both EMI teachers and language teachers to benefit from shared experiences and
expertise.

Meanwhile, teacher self-driven practices, in the form of practitioner inquiry, featured as a means
for individual EMI teachers to internally synthesize, reflect on, and make changes to their EMI teach-
ing practices. This strand of practitioner inquiry involves a systematic, ethical, and context-sensitive
process during which language teachers investigate diversified aspects of teaching and learning
based on empirical evidence (Burns, 2009; Farrell, 2017). For instance, Cao and Yuan (2020) theorized
their experience of conducting action research on an EMI course during which the instructor itera-
tively clarified misunderstandings and identified improvements for the course.

Based on the identified routes, a continuum can be visualized as shown in Figure 2. Overall, these
routes portrayed EMI teacher development as a multi-dimensional process promoted through diverse
forms at different levels. Formal training initiatives represented top-down organizational investments
as they were typically sponsored and implemented by educational institutions (e.g., university language
centers). On the personal end of the spectrum lies a series of self-initiated activities, such as action
research and personal reflections. These self-driven practices offered contextualized and customized
experiences for EMI teachers to adjust and augment their EMI teaching in response to the situated
needs. Yet, an eclectic route – teacher collaboration – can be either implemented by institutions as
a teacher training initiative (e.g., Gustafsson, 2020) or initiated by individual teachers. For instance,
the six content teachers and four language teachers in Lu’s (2022) study voluntarily decided to design
an interdisciplinary EMI course after a period of conversations via social media. This route centered
on fostering interactive learning communities where EMI teachers collectively planned, designed,
implemented, and evaluated authentic teaching scenarios. Generally, the studies demonstrated efforts
to support EMI teacher development by accommodating variations in needs, resources, and contexts.

8 Kailun Wang et al.

https://doi.org/10.1017/S0261444824000351 Published online by Cambridge University Press

https://doi.org/10.1017/S0261444824000351


4.2 Route 1: Formal training initiatives

Formal training initiatives accounted for the majority of studies included in the database (n = 21).
Table 2 illustrates detailed information on the training initiatives entailed in each study, including
the project, the duration, the participants, the objective of the training, and the structure and content
of the training initiative. It is important to note that all of these training programs were conducted and
implemented in their respective countries. While some programs involved international collaboration
through online courses and activities, the teachers did not travel to another country to attend these
programs or to participate in these research projects.

As shown in Table 2, the training projects varied considerably in their duration, from five days to
five years. Although short-term courses allow for flexible schedules and focused topics, they risk a “hit
and run” approach with little room for follow-up feedback, depth of learning, and sustained growth
(Borko, 2004). Contrarily, multi-year programs may offer tailored-to-fit and ongoing support for
EMI teachers to experiment with new approaches and strategies, while also demanding a stronger
commitment on the part of EMI teachers. The participants of these training initiatives also showed
diversity, ranging from lecturers within a single department to large numbers of EMI instructors
across faculties and universities. Most of the participants were EMI instructors only, with one excep-
tion – Dafouz (2021) – who described a university-level project where multiple levels of staff (e.g.,
deans, vice deans, heads of departments, administrative staff, and lecturers) participated actively in
the EMI curriculum development by sharing their own perspectives and experiences of international-
ization. Overall, local or small-scale projects seemed better placed to address specific needs, while their
counterparts at the institutional level might catalyze shared reflection and interdisciplinary discussions
with impacts on a larger community.

Most projects seemed to share the common goal of raising teachers’ awareness of internationaliza-
tion, meeting the instructional needs of EMI teachers, and better preparing them for EMI teaching.
However, there were also more specific objectives identified, such as improving English language pro-
ficiency (Volchenkova & Kravtsova, 2021), general teaching ability (Park et al., 2022), and intercultural
and communicative competence (Maíz-Arévalo & Orduna-Nocito, 2021), and developing language
identity (Reynolds, 2019).

Guided by varied objectives, the identified projects encompassed a shared component of expert-led
seminars and workshops with topics covering the linguistic, instructional, and digital aspects of EMI
teaching. Several studies (e.g., Borsetto & Bier, 2021; Ismailov, 2024) reported a blended learning form,
combining both online sessions and face-to-face consultations for EMI teacher participants.
Meanwhile, most projects offered practical opportunities such as presentations, mini-lessons, and
micro-teaching, which allowed participating EMI teachers to apply new knowledge and practice skills
acquired in the course in a timely manner, receive constructive feedback in a low-stakes environment,
and engage in continuous reflection on their own instructional practices. For instance, in the study
conducted by Tsui (2018), attendees at the end of the program needed to design a lesson with
their fellow trainees as their audience. Their micro-teaching would also be evaluated and commented
on by a language specialist in terms of the course delivery. Additionally, peer observation and collab-
oration stood out as prominent activities in some projects (e.g., Morell et al., 2022b) that sought to
create a sense of community, foster collegial feedback, and build trusting relationships.

In terms of structure and implementation, we further identified several effective practices to offer
tailored-to-fit support and sustain long-term development for EMI teachers. For instance, Lauridsen
and Lauridsen (2018) reported the only mandatory project (i.e., requiring all EMI lecturers in the
department to participate) in our corpus of 30 articles. Their study examined a collaborative initiative
that involved observing authentic classroom teaching of individual EMI teachers. Also notably differ-
ent from the other projects was the program reported in Tsui’s (2018) study, which required the EMI
teachers to conduct a performance presentation three months after their participation. This study not
only examined how EMI teachers integrated new ideas into their own classes but also provided sug-
gestions for the improvement of programs. Additionally, four studies (Borsetto & Bier, 2021; Dafouz,
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Table 2. Formal training initiatives for EMI teacher development

Project Duration Participant5 Objective Structure and/or content

Borsetto and Bier
(2021)

The Academic Lecturing
Project

2016–2019 EMI lecturers at Ca’
Foscari University of
Venice

To raise awareness of EMI
teaching skills and to
support teachers’ transition
into EMI

8 weekly video lessons online about
EMI teaching; face-to-face workshops
and a help desk

Borsetto (2022) Koinè project 2015–2018 Not Specified (N/S) To support staff’s use of
English in academia

A help desk to offer language
consultancy; monthly seminars on
EMI topics

Bradford et al. (2024) Comprehensive and
science/engineering
universities

N/S EMI teachers in
Korea and Japan

N/S A one-way special lecture or
workshop; small group consultation

Carrió-Pastor (2022) An online qualification
course

2017–2020 EMI teachers at
Universitat
Politècnica de
València

To prepare teachers to
deliver content subjects in
English

One specific subject that focuses on
the training of pragmatics:
“Pragmatic discursive aspects of
language”

Chen and Peng (2019) A short-term intensive
training program

5 days Local EMI teachers in
a Chinese university

To help EMI teachers
address challenges of
language and instruction

A 4-module course that includes EMI
concepts, classroom language,
instructional strategies, and
microteaching

Dafouz (2018) INTER-COM Since 2015 In-service academic
staff engaged in EMI

To help teachers deliver EMI
courses, and raise
intercultural and
disciplinary awareness

A 20-hour course of oral interactional
strategies, online scaffolding
resources, and reflective practice

Dafouz (2021) The Strategic Action
Plan for TPD

2016–2019 Lectures and staff of
Universidad
Complutense de
Madrid

To support lectures’
academic and professional
skills in English (English for
Academic Purposes, EAP)

3 yearly courses about EAP writing,
conference presentations, and
communication strategies in teaching

Ismailov (2024) 2 short-term courses 56 clock
hours

EMI lecturers in
Japan

To develop lecturers’
interaction competencies in
EMI classrooms

A 1-week course of 5 online modules;
a 4-week course, with modules on
interactive lecturing

Lauridsen and
Lauridsen (2018)

A mandatory
professional
development program
at the departmental
level

2014–2015 34 EMI lecturers in a
Danish university

To support teaching in the
international classroom

A semester-long classroom
observation; a 2-day seminar; a
half-day workshop
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Long et al. (2019) 3 annually offered EMI
teacher education
courses

2011–2016 EMI teachers at
University of Modena
and Reggio Emilia

To assist lecturers
confronted with challenges
in EMI teaching

15 sessions for linguistic features of
lecture; a follow-up methodological
course; language improvement
course

Maíz-Arévalo and
Orduna-Nocito (2021)

A short-term course 1 week 21 Spanish lecturers To develop teachers’
intercultural communicative
competence

4 modules that include linguistic
skills, interactive practices, academic
literacies, and interculturality. Each
module involves 4 hours of
face-to-face training

Margić and
Vodopija-Krstanović
(2018)

LD (language
development) for EMI

1.5 months 3 groups of 20
teachers

To improve university
teachers’ capacity,
motivation, and
self-confidence

2 modules on productive skills:
“Speaking Competences for EMI” and
“Writing Competences for EMI”

Morell (2020) A short-term workshop 20 hours
every year

220 academics from
diverse disciplines

To raise teachers’ awareness
of multimodality and
interaction

Topics of communication and
interactive teaching; mini-lecturing

Morell et al. (2022a) EMI Prof-teaching
workshops

N/S Lecturers from 7
faculties at the
University of Alicante

To meet EMI teachers’
communicative and
pedagogical needs

3 modules, one named
“EMI-Reflections, Awareness and
Practice”; mini-lecturing

Morell et al. (2022b) EMI Prof-teaching
workshops

20 hours
every year

Lecturers with a B2+
English level

To meet the needs of
lecturers using or intending
to use EMI

A 3-module program with a digital,
linguistic, and pedagogical focus
respectively; micro-teaching; peer
observation

Park et al. (2022) Multiple projects N/S New faculty
members

To enhance the faculty’s
general teaching ability

General teaching workshops on
teaching methodology and
technology tools; seminars

Reynolds (2019) A 1-week workshop July 2017 Lecturers in material
science

To foster new declarations
of language identity for EMI
purposes

5 half-day program with lectures,
presentations, and mini-lessons,
addressing topics about English and
bilingualism

Rubio-Cuenca and
Perea-Barberá (2021)

The Monitoring 2018–2022 Lecturers delivering
foreign language as a
medium of
instruction

To provide institutional
support and recognition of
workload reduction

Training courses and workshops;
work seminars; consultations;
meetings with coordinators

Tsui (2018) A 5-day, 40-hour
program

Summer,
2014

39 EMI teachers in
Taiwan

N/S Coursework in language and
pedagogy; micro-teaching; a
performance presentation

(Continued )
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Table 2. (Continued)

Project Duration Participant5 Objective Structure and/or content

Tuomainen (2018) “Support for teaching in
English”

Spring,
2016

Teaching staff of
health sciences

To address EMI-related
concerns, practice EAPs, and
improve EMI instruction

6 2-hour joint meetings with EMI
topics discussions, pronunciation
practice, and written activities

Volchenkova and
Kravtsova (2021)

Multiple projects in
Russia (e.g., “Lingva”)

2017–2020 113 university
instructors

To raise the English
language proficiency of
teachers

A research-driven approach; EMI
textbooks; a stand-alone language
course
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2021; Lauridsen & Lauridsen, 2018; Long et al., 2019) specified a sustainable approach to development
with continuous evaluation, modification, and evolution of the training programs. Through gathering
comments and monitoring teachers’ performance, these programs tried to add new content (e.g., a
student-centered approach in EMI teaching), and renovate the delivery form (e.g., the shift from
blended learning to online-only form). Such measures catered the courses to local and individual
requirements and ensured the relevance of the training to the teachers.

Overall, the analysis of Route 1 indicates that formal EMI teacher training demands multi-
dimensional and flexible approaches that integrate language, pedagogy, and intercultural dimensions
of learning and teaching. During this process, institutions like universities and departments often play
a key role in empowering EMI teachers by providing sufficient recognition, support resources, and
professional incentives for their continuous development. Meanwhile, institutions also shoulder the
key responsibility of facilitating the design and refinement of training initiatives that also double as
research-informed practices (e.g., collecting teachers’ comments, needs, and evaluations through ques-
tionnaires and interviews both pre- and post-training), as these institutions seek to evaluate whether
these training initiatives meet the emerging needs of their teaching staff. We next demonstrate the
findings of the second research question (i.e., the gains and challenges reported in these formal train-
ing activities).

4.2.1 Gains
The studies reported several major types of gains from participating in EMI teacher development pro-
grams. One of the common gains was an improvement in language skills and awareness. Many EMI
teachers reflected that the programs helped improve their language awareness and ability to teach in
English, especially regarding vocabulary, grammar, and pronunciation in their disciplinary field. For
example, participating teachers reported perceived gains including improved grammatical accuracy
and pronunciation of academic words (Margić & Vodopija-Krstanović, 2018), increased language pro-
ficiency in delivering a lecture or an oral presentation (Tuomainen, 2018), increased lexical knowledge
in materials development (Borsetto, 2022), adjusted teacher language in response to the specific learn-
ing situations (Ismailov, 2024), and the reinforced role of language facilitators in EMI classrooms
(Rubio-Cuenca & Perea-Barberá, 2021).

In addition to the linguistic dimension, the EMI teachers also gained pedagogical knowledge and
strategies to be applied in their EMI teaching performance. Participating in carefully designed semi-
nars, in particular, helped teachers facilitate class interactions and student engagement, master peda-
gogical skills (such as summarizing, emphasizing, and eliciting), design learning activities more
naturally, and examine their EMI teaching from alternative perspectives. For instance, EMI teachers
appreciated useful suggestions on how to effectively use digital tools in their classrooms (Borsetto
& Bier, 2021), while other teachers demonstrated a diversified use of scaffolding activities such as pic-
ture prompts, project work, and pre-teaching vocabulary (Volchenkova & Kravtsova, 2021). Notably,
Lauridsen and Lauridsen (2018) found that after the training, their EMI teacher participants

Figure 2. The routes of EMI teacher development
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incorporated interactive strategies such as summarizing and eliciting questions into their teaching to
make the courses more dialogic and student-centered.

Another important gain concerned EMI teachers’ psychological changes, such as an increased sense
of self-efficacy and confidence. Teachers frequently reported feeling more prepared, empowered, and
self-assured in their capability to teach as EMI practitioners after acquiring useful knowledge, prac-
ticing teaching in a safe environment, and receiving individualized feedback from those training initia-
tives. Several studies (e.g., Reynolds, 2019; Tsui, 2018) narrated cases of EMI teachers who were once
hesitant about their language deficiencies and English competence but subsequently regained profes-
sional confidence by accepting their own limitations. Teachers also developed empathy toward learners
through understanding the challenges involved in EMI learning (Borsetto & Bier, 2021; Maíz-Arévalo
& Orduna-Nocito, 2021), participating in micro-teaching simulations (Tsui, 2018), and differentiating
between learning English and learning content through English (Chen & Peng, 2019). Overall, as the
EMI teachers advanced in the training process, they developed a more positive self-image as EMI prac-
titioners and felt more prepared to implement EMI teaching in their future careers.

Other reported gains are equally important, though not as frequently mentioned as the ones stated
above. For example, teachers developed a stronger sense of community and received emotional sup-
port from bonding with peers and exchanging experiences (e.g., Chen & Peng, 2019; Long et al.,
2019). They also appreciated the transferability of the course content that could be applied in other
instructional settings (Morell et al., 2022b). Some teachers valued the physical environment (e.g.,
attending courses in a large room overlooking a garden) and the logistic aspects (e.g., a half-day format
that did not eat up their entire workday) of the course (Reynolds, 2019).

4.2.2 Challenges
While positive gains can be achieved through formal training, several challenges also emerged from
the research. The most prominent one is the difficulty of a differentiated and customized design to
accommodate EMI teachers’ varied needs in specific contexts. Some studies (e.g., Margić &
Vodopija-Krstanović, 2018; Tuomainen, 2018) pointed out that mixed-level classes, without tailoring
to different English proficiency levels, made it difficult for all teachers to learn optimally and even cre-
ated discomfort among participants. Similar contradictory needs stemming from individual disposi-
tions were frequently observed. For example, some clinical instructors preferred hands-on
knowledge that could be directly applied in their teaching practices, while other lecturers with docto-
rates were used to engaging in more broad discussions on pedagogical considerations and educational
philosophies (Tuomainen, 2018). Of the three EMI instructors interviewed in Long et al.’s (2019)
research, one participant suggested adding discipline-specific meetings with a focus on the specialized
discourses, whereas the other two participants expressed the need for concrete language development
opportunities on a regular basis. Similarly, some EMI teachers pointed out the inefficiency of micro-
teaching activities as they were drastically different from authentic classroom settings (Chen & Peng,
2019), and expressed the need for training that focused on pronunciation and prosody instead of gen-
eral topics of EMI teaching (Morell et al., 2022b). This suggests that a one-size-fits-all approach to EMI
teacher development may not be adequate and effective.

Similar challenges were witnessed in the design and implementation of the training initiatives. The
lack of institutional commitment and support constrained program effectiveness and sustainability.
Dafouz (2021), for example, stated how unpredictable management changes could interrupt the stra-
tegic planning of professional development programs, which underscores the importance of embed-
ding training initiatives within wider institutional strategies.

As for teachers, no obvious change was found in some teachers’ pedagogical practices after the
training. For example, they were still unaware of the importance of using meta-discourse devices in
teaching (Carrió-Pastor, 2022) or the role of non-verbal communicative acts (Maíz-Arévalo &
Orduna-Nocito, 2021). This issue can be attributed to teachers’ low motivation and reluctance to
change due to deep-rooted beliefs formed over prolonged practice. For instance, Dafouz (2021)
observed reluctance to change their pedagogy because some EMI teachers in Spain believed the
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role of Spanish might be threatened. Such affective barriers call for culturally sensitive design and psy-
chological support. Even for those projects that reported positive changes, it is unknown whether such
effects would be sustained over teachers’ long-term practice. Crucially, Ismailov (2024) cautioned that
the training may not easily be translated into a seamless application in the classroom, despite the cre-
ation of a well-organized design of the program. Therefore, a longer period of classes and follow-up
modules to internalize the materials need to be provided, as suggested in Margić and
Vodopija-Krstanović’s (2018) study in order to generate multiple touchpoints for incremental change
to take place.

The risk of increased negative emotions posed another major drawback. In Maíz-Arévalo and
Orduna-Nocito (2021), the percentage of teachers who admitted fear and anxiety in intercultural
exchanges rose from 5% to 72% after the training; the jump in fear and anxiety could potentially
be attributed to EMI teachers’ increased awareness of the complexities of classroom teaching. Other
studies also reported that the program led to teachers’ self-doubt about their ability to implement
EMI teaching (Margić & Vodopija-Krstanović, 2018), as illustrated by the reservation of a weaker
attendee who lamented “how much [s/he lacked] to teach in English” (p. 36). Similarly, some teachers
reflected that the training was limited in usefulness, since it pushed them to be compared with more
capable peers, thereby leading to their reduced confidence and motivation (Reynolds, 2019).

To summarize, EMI training programs, while helping alleviate pressing needs, might fall short in
terms of a holistic, contextualized, and systematic design, thus undermining the transformative poten-
tial of formal training initiatives. Furthermore, the training seemed to be stuck on knowledge incul-
cation without heightened attention to profound issues such as EMI teachers’ identity construction
and emotional well-being. For institutions where no such teacher development programs exist yet,
the potential benefits for both EMI teachers and students should be communicated to the institutional
administration to initiate the first step toward pedagogical enhancement and professional develop-
ment. Meanwhile, for institutions that already have similar teacher development projects, future
enhancements could consider a curriculum designed after a needs analysis of the target EMI teachers,
prolonged support networks, embedded assessment strategies, as well as a widened lens to incorporate
socio-emotional elements into EMI teachers’ professional practice and growth. Despite the challenges
(e.g., a lack of resources and difficulties in coordination) of a tailored and customized curriculum for
EMI teachers, this should be a direction that the collaborative efforts of relevant stakeholders should
aspire toward.

4.3 Route 2: Teacher collaboration

In this section, we explore the second identified route to EMI teacher development – teacher collab-
oration (n = 7). Table 3 details the project, duration, participants, objective, and procedure of EMI
teacher collaboration. In contrast with formal training initiatives, EMI teacher collaboration seems
to be undertaken through relatively longer-term partnerships (e.g., over the duration of one semester).
The participant profile suggests that collaboration often occurred between EMI teachers and language
specialists who sought to promote expertise exchange and mutual learning. Collaboration, however, is
a far more complex endeavor than often envisaged. This reality is reflected in the work conducted by a
collaborative team in Gustafsson’s (2020) study. Importantly, collaboration often involves cooperative
efforts from a slew of key educational partners, including EMI teachers, applied linguists,
and educational specialists in the content area (i.e., medical education). Such productive cooperation
is rarely seen in other EMI teacher collaboration studies, however.

With a shared objective of empowering EMI teachers to teach content subjects more effectively
through an additional language, these collaborative initiatives were designed to support EMI teachers
in preparing lessons, applying theories in practice, or developing linguistically-informed pedagogy.
During this process, although language teachers/specialists appeared to be more “authoritative” in giv-
ing linguistic and pedagogical guidance, they were constantly assigned an inferior role as “a sup-
porter”, which was detrimental to constructing a mutually beneficial and equal relationship. This
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Table 3. Teacher collaboration for EMI teacher development

Project Duration Participant Objective Procedure

Alhassan
et al. (2022)

An MBA program in
Sudan

N/S 10 business subject
teachers and EAP
teachers

To suggest ways to develop
and sustain collaboration
between EMI and EAP
teachers

N/S

Gustafsson
(2020)

A pilot teacher training
initiative at the
University Medical
Centre Groningen

Approximately 3
years

EMI medical teachers
and specialists in
medical education and
applied linguistics

To capture the linguistic
needs of local EMI medical
teachers

The teachers were grouped
according to their specific EMI
instructional context and needs

Lu (2022) A self-initiated
collaboration via social
media

1 semester 6 content teachers and 4
language teacher
consultants

To apply understanding of
EMI theories into practice

The teachers collaboratively
designed, developed, and
implemented an interdisciplinary
EMI course (“Science is
Everywhere”)

Macaro and
Tian (2023)

A collaborative research
project

1 semester 2 EMI teachers and 1
language specialist

To facilitate EMI teacher
development through a
collaborative research
model

The language specialist observed
and analyzed EMI teachers’ courses

Ploettner
(2019a)

A planned EMITD
process at a Catalan
university

10 sessions over 2
months

1 content specialist and
1 language specialist

To support the preparation
of EMI sessions
To develop EMI teachers’
teaching expertise

Face-to-face meetings, course
observations, and feedback

Ploettner
(2019b)

A development
partnership for EMI
(DP-EMI)

10 face-to-face
sessions between
Oct–Dec 2013

1–2 content specialists
and 1 language
specialist

To support the content
specialist’s teaching in an
EMI setting

Joint lesson planning, rehearsals,
and discussions

Xu and Zhang
(2022)

Team teaching 10 months 1 engineering teacher
and 1 English teacher

To offer language
instruction support to the
EMI teacher

Course observations, co-planning
EMI lectures, and co-teaching EMI
class
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situation was ameliorated in Macaro and Tian’s (2023) study, in which a model of equal-status collab-
orative research was proposed to benefit both sides.

The procedure of collaboration can be divided into two broad categories. Some studies mentioned a
deep-involvement approach including co-planning, co-developing, and co-teaching of courses
between EMI teachers and language specialists (e.g., Lu, 2022), while others reported an assistance
approach where language teachers observed, analyzed, and gave feedback to the courses delivered
by EMI teachers (e.g., Ploettner, 2019a). The former approach may allow for more opportunities to
discuss interactively, deal with instructional challenges collaboratively, and apply expert guidance in
authentic settings.

To summarize, these studies present EMI teacher collaboration as a promising yet eclectic avenue
for continuing professional development. It can be either implemented by institutions as a teacher
training initiative (e.g., Gustafsson, 2020) or proposed by individual teachers based on their own
needs and situations. Therefore, conceptualizing EMI teacher development as a collaborative process
may nurture an understanding of effective support for the growing population of EMI practitioners,
and help them navigate linguistic and disciplinary frontiers simultaneously. We highlight both gains
and challenges reported in the identified studies of Route 2 – teacher collaboration – next.

4.3.1 Gains
The first gain that emerged across multiple studies was the development of self-awareness of linguistic
issues among EMI teachers through collaboration, which prompted teachers to reflect on their gram-
matical errors (Macaro & Tian, 2023), balance the use of first and second languages in teaching (Xu &
Zhang, 2022), and modify their instructional language use in practice. Gustafsson (2020) exemplified
how mapping linguistic functions helped EMI medical teachers employ specific strategies for different
lecture types. For example, through awareness-raising discussions, EMI teachers were able to achieve a
clearer communicative purpose by replacing formulations that might lead to misunderstandings (e.g.,
“What do you have in your head?”). Similarly, Lu (2022) also illustrated how collaboration made tea-
chers conscious of adjusting instructional language for learner comprehension. To define the struc-
tural elements “pier” and “abutment”, the EMI instructor preemptively provided visual and
linguistic scaffolding to clarify the unfamiliar lexicon, which was part of the language teaching strat-
egies provided by the language teachers. This responsive approach (i.e., integrating a pictorial
representation with simplified definitions) illustrated the EMI teacher’s cognizance of leveraging mul-
tiple modalities to translate subject-specific linguistic features into more accessible forms through
working closely with language specialists, thereby facilitating bridge-building between new disciplinary
concepts and students’ prior knowledge base.

The collaboration also broadened EMI teachers’ pedagogical repertoire by moving beyond sole con-
tent delivery (Ploettner, 2019b). Lu (2022) reported changes in content teachers in terms of more
student-centered lesson planning, more creative integration of language and content, and more new
perspectives in employing teaching strategies through their collaborative engagements. For instance,
by collaboratively designing cross-disciplinary lessons utilizing real-world narratives and embedded
language exercises, the EMI teachers transformed static content delivery into active language-rich
engagement capitalizing on students’ diverse experiences. Xu and Zhang (2022) also noted EMI tea-
chers’ changes from insensitivity to students’ learning difficulties in EMI to increased provision of lan-
guage scaffolding (e.g., made deliberate efforts to organize classroom activities for students to practice
oral and written skills), after several months of co-planning and co-teaching with an English teacher.
During this collaborative process, the EMI teacher gradually accepted his responsibility of attending to
students’ language issues and reconstructed his identity as a language facilitator (but not a language
teacher).

Collaboration seemed to foster community and emotional support. Working within a team struc-
ture cultivated a constructive mentoring environment where the teachers could elevate one another’s
satisfaction and guidance through peer coaching on teaching methods, language-related activities, and
communicative strategies (Lu, 2022). It is frequently reported that collaboration fostered a supportive
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peer community that boosted self-efficacy and positive attitudes regarding EMI instruction. For
instance, teachers in Gustafsson’s (2020) study recalled how briefing sessions and on-demand support
aided EMI medical teachers in building a supportive community of practice where they could address
shared pedagogical challenges and seek suggestions for promoting intercultural communication.

4.3.2 Challenges
While collaboration yields promising benefits, its success may vary given individual teacher disposi-
tions. For example, Macaro and Tian (2023) found one teacher less receptive than another due to indi-
vidual dispositions, exemplified by a low engagement in the collaborative process, a teacher-dominant
lecturing style, and the persistent belief that language teaching fell outside her perceived responsibil-
ities. This suggests the need to differentiate support with respect to EMI teachers’ individual disposi-
tions to optimize impact for all practitioners transitioning to become competent EMI teachers. A
second constraint concerns the unequal distribution of roles and authority in collaborative partner-
ships. Ploettner (2019a) observed the language specialist claiming more epistemic authority over
the collaborative process by controlling the interactive discourse and the interpretation of the official
documents, therefore undermining intended interdisciplinarity. Contextual demands and administra-
tive issues comprised a third challenge. Heavy teaching loads, busy schedules, and lack of time were
regularly cited as preventing collaboration (Alhassan et al., 2022). EMI teachers in Alhassan et al.’s
(2022) study attributed a lack of regular communication to the absence of administrative organization,
and suggested a more systematic way of collaboration with external guidance.

To conclude, while collaboration yields professional gains in both cognitive and social domains, its
implementation requires thoughtful consideration of individual variables and contextual constraints to
maximize its effectiveness. For instance, disparities in expertise, unequal status, and unevenly distrib-
uted responsibilities have the potential to skew collaboration dynamics. Therefore, both academic and
administrative support remain vital for fruitful EMI teacher partnerships. Meanwhile, the low number
of participating teachers involved in collaboration is yet another limitation. In more than half of the
reviewed studies above, only one or two EMI teachers engaged in collaborative teaching. Therefore,
relevant stakeholders ought to invest in and employ various strategies and incentives to attract and
involve more teachers in future collaborative efforts, where a larger proportion of individuals can
benefit from this form of teacher development. Future collaborative models could also employ
more flexible, dialogic approaches sensitive to power asymmetries and educational realities, in order
to maximize the potential of EMI teacher collaboration.

4.4 Route 3: Self-driven practices

Compared with formal training initiatives and teacher collaboration, EMI teachers’ self-driven prac-
tices seemed to be overlooked, with only two practitioner inquiries (Cao & Yuan, 2020; Qin et al.,
2023) identified in our review process. Through critically examining taken-for-granted practices, prac-
titioner research, in diverse forms such as action research and self-studies, aims to empower educa-
tional practitioners to take control of changes in their own settings and address authentic problems
within the local context (Burns, 2009). Such a paradigm has the potential to facilitate critical reflection
on teachers’ situated beliefs and practices, enhance their agency, increase the authenticity and eco-
logical validity of research, and catalyze potential transformations (Farrell, 2017). Despite the potential
benefits, practitioner inquiry may require a substantial time commitment for data collection, analysis,
and knowledge sharing on top of teachers’ daily work responsibilities, while institutional or collegial
support from others might often be absent (Loughran & Hamilton, 2016). These might explain the
scarcity of research in the EMI field.

Cao and Yuan (2020) reported an action research project conducted by a teacher who specializes in
international business and teaches an EMI course (Principles and Practices of Marketing) at a Chinese
university. Presented with significant challenges in the students’ limited English proficiency, restricted
classroom participation, and hindered understanding of the disciplinary content, the authors adopted
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action research to examine and enhance teaching practice over one semester. The teacher promoted
student learning motivation and participation through strategies including permitting code-switching
and incorporating local examples, and later emphasized integrating content and language learning for
professional purposes in business.

The authors presented major gains of such EMI action research experience, including heightened
language awareness, improved pedagogical practices, and teachers’ ongoing professional development
(Cao & Yuan, 2020). First, the teacher demonstrated heightened metalinguistic awareness and an
understanding of “language as a crucial means to understand, learn and conduct business”
(p. 242), which allowed her to make pedagogical decisions catering to both content and language
issues simultaneously. Second, through action research, the teacher crafted nuanced strategies to
respond to diverse learner profiles. For example, the teacher drew on bilingual videos to explicate a
business concept and adopted a more flexible language policy in EMI classrooms in order to address
students’ cognitive and emotional needs. Third, the experience of action research also strengthened the
teacher’s belief that teaching and research are not mutually exclusive; instead, they can “go hand in
hand” (p. 242) through ongoing reflections and support from colleagues.

Another practitioner inquiry conducted by Qin et al. (2023) employed autoethnographic narratives
to explore contradictions embedded in EMI teaching in a Chinese university. Through storying and
re-storying (Craig, 2007), their autoethnography afforded a nuanced analysis of the seven contradic-
tions involved in EMI classrooms (e.g., teacher-centered versus student-centered educational beliefs,
direct instruction versus self-regulated learning, individual learning versus group-based work, etc.).
During this process, the instructor of an EMI teacher education course engaged in iterative narration
and revisitation of multiple facets of teaching, ranging from pedagogical specifics (e.g., classroom
teaching activities) to broader educational philosophy (e.g., a democratic approach). Such analytical
moves supported the teacher’s comprehension of EMI as situated within intersecting contextual, inter-
actional, and ideological spheres. While generating implications for reconciling the problematic spaces
associated with implementing EMI, the reflection process also helped to achieve a nuanced under-
standing of the dynamics and complexities involved in an EMI course and provided opportunities
for course refinement to meet the needs of students.

Taken together, the two studies (Cao & Yuan, 2020; Qin et al., 2023) demonstrate how EMI tea-
chers can gain pedagogical insights from actively reflecting on and researching their practices. The
process of problem identification, self-reflection, and pedagogical adaptation experienced by EMI tea-
chers during their self-initiated practices may have a potential transforming and empowering impact
on teachers’ pedagogical beliefs and self-positionings (Cao & Yuan, 2020; Qin et al., 2023). Yet, chal-
lenges or drawbacks were largely omitted in the selected two practitioner inquiries. First, longer-term
impact evaluations are needed to fully discover the effectiveness in an extended timeframe. For
example, although teachers’ language awareness is important for EMI teaching, it does not necessarily
develop into effective instruction. While both studies report growth, the longer-term impact beyond a
single semester or course remains unclear. Therefore, sustained reflection over time with systematic
assessments could more robustly demonstrate pedagogical as well as professional outcomes. Second,
critiques note solitary reflection has limitations, as outside perspectives can help produce more
nuanced and systematic insights (Burns, 2009). Cao and Yuan (2020) acknowledged this drawback,
highlighting the value of reflective discussions with language specialists based on concrete classroom
problems or scenarios.

4.5 Methodological considerations

In order to address the third research question, we analyzed the methodology sections of the selected
papers with attention to the research design, the sources of data, and the methods for data analysis.
The results are summarized in Table 4. The review process yielded four major types of research design.

Overall, half of the studies (n = 15; 50%) adopted a qualitative, interpretative design, with only one
study following a purely quantitative approach. Additionally, one study engaged in practitioner inquiry
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in the form of action research (Cao & Yuan, 2020), and another was an autoethnographic narrative
(Qin et al., 2023). There was also a group of studies (n = 12; 40%) that employed a mixed-method
design incorporating both qualitative and quantitative elements. For example, in Rubio-Cuenca and
Perea-Barberá’s (2021) study, the teachers were first interviewed by language assistants with respect
to their general attitudes, needs, and experiences with the training programs. Then, other types of
data, such as surveys administered to EMI students, were used to gain a quantitative understanding
of the overall effectiveness of the training programs. The mixture of both qualitative and quantitative
data may generate a more comprehensive picture of both the process and outcomes of EMI teachers’
learning in the development initiatives.

As shown in Table 4, most of the selected studies employed either qualitative or mixed-method
design to investigate cases of EMI teacher development within one specific institution or several
institutions (e.g., departments or universities). Three studies (Ismailov, 2024; Qin et al., 2023;
Reynolds, 2019) employed an ethnographic design, where the researchers immersed themselves
in the research site for an extended period to gain first-hand data on either authentic classroom
teaching or training programs. Therefore, a rich and thick description of not only the contextual
details but also the participants’ authentic experiences should be observed in order to synthesize
the affordances and constraints of the teacher development activities. There are also two corpus-
based studies (Carrió-Pastor, 2022; Morell et al., 2022a) that analyzed a relatively large number of
teachers’ (micro-)teaching episodes. Since the two studies focused on the discursive features of
EMI teachers’ instruction, the corpus approach can be useful to give a microanalysis of the lin-
guistic details and interactive behaviors at the discourse level. Of particular interest is a longitu-
dinal study conducted by Borsetto (2022) in which the researcher (an insider) collected data
through participant observation over seven months. Such a longitudinal perspective, therefore,
has the potential to illuminate unanticipated relationships or patterns by tracking the teachers’
experiences over time.

4.5.1 Data sources
Regarding data sources, the most utilized were surveys, interviews, observations, and instructional
documents. First, surveys with both closed and open-ended questions were conducted in multiple
studies to gather insights from teachers participating in training initiatives, addressing topics such
as perceived needs, experiences with professional development opportunities, and assessments of par-
ticular training courses and impacts (e.g., Dafouz, 2021; Park et al., 2022). In three studies
(Maíz-Arévalo & Orduna-Nocito, 2021; Tuomainen, 2018; Volchenkova & Kravtsova, 2021), question-
naires were administered before and after training interventions to investigate both teachers’ perceived
needs and evaluations of the teacher development activities. In general, these surveys can efficiently
gather data from a large number of participants involved in EMI teacher development activities,
thereby allowing researchers to describe patterns, enable comparisons, and support generalizability.
However, they can also risk superficiality by providing a surface-level broad understanding and redu-
cing contextual richness and complexity (Burns, 2009).

Second, semi-structured interviews were another prominent source used alone or in combination
with other tools, which can potentially generate profound and genuine insights into nuanced personal
experiences and perceptions in EMI teacher development. Interview protocols were designed to probe
into EMI teachers’ experiences of teaching, perceptions of training activities, and reflections (e.g.,
Alhassan et al., 2022; Tsui, 2018). Two studies (Macaro & Tian, 2023; Xu & Zhang, 2022) conducted
initial interviews to gather teachers’ baseline understandings, followed teacher collaboration over time
with further interviews to gain longitudinal insights, and examined reflections at the end of the team-
teaching process. In particular, Alhassan et al. (2022) mentioned using prompt cards (e.g., examples of
different levels of teacher collaboration) during interviews to elicit more nuanced, focused, and
in-depth responses from EMI teachers. Overall, while interviews can facilitate open-ended, in-depth
exploration of key issues on a more manageable scale, self-reported data can face critiques of reliability,
especially when compared with observable behaviors.
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Table 4. Methodological information of the selected studies

Design Data sources Data analysis

Alhassan et al. (2022) Qualitative Semi-structured interviews A cross-sectional qualitative
coding approach

Borsetto and Bier (2021) Mixed method A feedback questionnaire Qualitative content analysis
Frequency count

Borsetto (2022) Qualitative Participant observation
with fieldnotes

Qualitative analysis

Bradford et al. (2024) Quantitative Online survey Descriptive and statistical
analysis

Cao and Yuan (2020) Practitioner
inquiry

Weekly journals
Discussions with colleagues
Interviews with students

An inductive approach

Carrió-Pastor (2022) Mixed method 100 teaching units Discourse analysis

Chen and Peng (2019) Qualitative Interviews A qualitative, inductive
approach

Dafouz (2018) Qualitative Online questionnaire A qualitative content analysis
approach

Dafouz (2021) Mixed method Intra-university survey A mixed-method approach

Gustafsson (2020) Qualitative Audio recordings
Observation notes

Discourse analysis

Ismailov (2024) Qualitative Class recordings
Reflective notes

A qualitative content analysis
(Conversation analysis)

Lauridsen and Lauridsen
(2018)

Mixed method Online survey
Evaluation and written
feedback forms

A mixed-method approach

Long et al. (2019) Qualitative Semi-structured interviews N/S

Lu (2022) Qualitative Classroom observations
with fieldnotes
Follow-up interviews
Course materials and
artifacts

Open coding process

Macaro and Tian (2023) Mixed method Lesson audio-recordings
Audio-diaries and
interviews

Discourse analysis
Thematic analysis

Maíz-Arévalo and
Orduna-Nocito (2021)

Mixed method Questionnaire
Self-reflective report
Pre- and post-course tasks

A mixed-method approach

Margić and
Vodopija-Krstanović (2018)

Mixed method Surveys
Self-assessment forms
Classroom observation
forms

A mixed-method approach

Morell (2020) Mixed method Video streaming Discourse analysis

Morell et al. (2022a) Qualitative A corpus of 12
micro-teaching sessions

Multimodal analysis

Morell et al. (2022b) Mixed method Surveys
Course evaluations

A mixed-method approach

Park et al. (2022) Mixed method A questionnaire survey
Follow-up interviews
Policy documents and web
pages

A mixed-method approach
(T-test and one-way ANOVA)

(Continued )
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Third, observations undertaken by a third-party individual (e.g., a researcher or expert outside the
teacher development programs to assess effectiveness) proved vital in the selected studies. Frequently,
such observations were conducted by directly examining how EMI teachers’ pedagogical skills and lan-
guage use, after training or collaboration, were applied in authentic or artificial (e.g., micro-teaching)
teaching contexts. Some studies returned to classroom episodes multiple times to trace interactive pat-
terns (e.g., Ismailov, 2024), while others qualitatively reported rich descriptive snapshots gleaned from
observations (e.g., Morell, 2020). These observations allow researchers to gather different dimensions of
direct data, such as observable behaviors, pedagogical moves, teacher–student interactions, and non-
verbal communications that occurred in classroom settings. More importantly, they may help to capture
details that may not be evident through other data collection tools (e.g., interviews), and provide a richer
perspective than self-reported data alone.

Overall, the studies drew from a variety of data sources, providing well-rounded lenses for illumin-
ating the multifaceted experiences and impacts associated with EMI teacher development opportun-
ities. In addition to surveys, interviews, and observations, these studies also resorted to artifacts such as
course materials, written assignments, annual reports, evaluation forms, and policy documents, in
order to complement understandings generated from other sources. Such a triangulation of multiple
sources achieved a comprehensive outlook of the outcomes, processes, and stakeholders’ views in EMI

Table 4. (Continued)

Design Data sources Data analysis

Ploettner (2019a) Qualitative Video recordings
Relevant written
documents

Multimodal conversation
analysis

Ploettner (2019b) Qualitative Video recordings of
meetings and classroom
teaching

Content analysis
Conversation analysis

Qin et al. (2023) Practitioner
inquiry

Teacher written reflections
Student reflective essays
and course evaluations
Course materials

A three-dimensional narrative
approach

Reynolds (2019) Qualitative Self-assessment forms
Written and visual
documents
Ethnographic notes
Course evaluation forms

N/S

Rubio-Cuenca and
Perea-Barberá (2021)

Mixed method Teacher interviews
Surveys
Class observations
Annual reports of teachers

A mixed-method approach

Tsui (2018) Qualitative Semi-structured individual
interviews
Classroom observations

Thematic analysis

Tuomainen (2018) Qualitative Questionnaires (open
questions)

Qualitative content analysis

Volchenkova and
Kravtsova (2021)

Mixed method Pre- and post-course
surveys
Semi-structured interviews
Observation

A mixed-method approach

Xu and Zhang (2022) Qualitative Semi-structured interviews
Video-recorded classroom
teaching

Thematic analysis
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teacher development activities. However, not all studies incorporated a robust design. Notable gaps
included a lack of classroom observational components in survey-only studies and an over-reliance
on self-reports. Meanwhile, some studies also failed to sufficiently validate findings in different phases
(e.g., employing both pre- and post-course evaluations), sacrificing potential insights regarding EMI
teachers’ long-term development. Importantly, student perspectives tended to be underrepresented
despite being directly affected by EMI teachers’ instructional practices, with only three exceptions
(Cao & Yuan, 2020; Qin et al., 2023; Rubio-Cuenca & Perea-Barberá, 2021). Therefore, future research
can enhance reliability, trustworthiness, and complementarity by verifying understandings across
divergent data types, stakeholders, and stages of teacher development activities.

4.5.2 Data interpretation
The majority of qualitative studies engaged in inductive coding processes to derive patterns and themes
directly from their data. Across interview-based qualitative studies, guided dimensions and aspects for
coding, based on focal research aims, encompassed perceived challenges (e.g., Long et al., 2019), shifts
in self-efficacy beliefs (e.g., Chen & Peng, 2019), gains in pedagogical strategies (e.g., Lu, 2022), aware-
ness of learners (e.g., Xu & Zhang, 2022), and assessments of training initiatives (e.g., Tsui, 2018). Steps
commonly involved iterative readings of interview transcripts and observation notes to apply open
codes capturing emerging concepts, consolidate codes into overarching categories, and iteratively refine
categories through comparative analysis across the full dataset (e.g., Xu & Zhang, 2022). Such an inter-
pretive paradigm allows for a nuanced understanding of EMI teachers’ lived experiences, perceptions,
and decision-making processes during their development (De Costa et al., 2019; Dörnyei, 2007).
Meanwhile, several studies applied quantitative analysis to survey Likert items, extracting frequency
counts and mean values to statistically gauge levels of agreement (e.g., Bradford et al., 2024), or to con-
duct ANOVA analysis of variance to compare perceptions between subgroups (e.g., Park et al., 2022).
There are also studies (n = 8; 26.67%) employing a mixed-method approach to data analysis, which can
balance statistical generalizability with rich narrative understandings.

Generally, the qualitative analysis methods might involve a higher level of subjectivity in coding
and theme identification, and thus need triangulated interpretations (Dörnyei, 2007). Quantitative
analysis measures, on the other hand, rely too much on pre-determined assumptions and hypotheses,
while failing to capture the richness of situated meaning in EMI teachers’ daily practices and continu-
ing development. More triangulation of different analysis techniques is desired for a comprehensive
picture of EMI teacher development. Also, employing discourse analysis in examining teacher collab-
oration may yield a nuanced understanding of the power dynamics and roles division during the col-
laborative process.

In conclusion, well-planned pairing and cross-validation between divergent yet complementary
approaches (e.g., qualitative and quantitative methods) hold promise for a more comprehensive and
situated understanding of the complex EMI teacher development phenomenon. Consistent use of sys-
tematic data interpretation methods supports the production of contextualized understandings, and
yields evidence-based conclusions regarding effective support mechanisms for EMI teacher develop-
ment. Moving forward, enriched triangulation, which entails systematically merging surveys, inter-
views, observations, documents and potentially additional methods like stimulated recalls, could
generate more systematic, trustworthy results. Incorporating the voices of EMI students and adminis-
trators and following the teachers for an extended period can not only broaden contextual understand-
ings but also provide concrete evidence of the effectiveness and trajectories of EMI teacher
development activities. Given the paucity of practitioner research in this field, we suggest that EMI
teachers utilize action research and self-study to foster a contextualized understanding of practices
and a commitment to teaching innovations and self-transformation. For instance, they can be the
“investigator” of their own contexts (Burns, 2009, p. 2) by taking cyclical rounds of pedagogical actions
to ameliorate an identified problem in their EMI teaching. Alternatively, they can employ an autoeth-
nographic or narrative approach to investigate their own beliefs, practices, philosophies, and reflections
in the context of EMI education.
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5. Discussion

The review has identified three different routes to EMI teacher development (i.e., formal training
initiatives, teacher collaboration, and self-driven practices). In analyzing each route, we have demon-
strated the details of these teacher development opportunities (e.g., duration, participants, objectives,
structure, and procedure), followed by a critical review of their reported gains and challenges. Equal
attention has also been given to their methodological considerations in terms of design, data sources,
and methods of analysis. Our analysis shows that EMI teacher development can be characterized as a
HYBRID, CONTESTED, and TRANSFORMATIVE process in situated contexts.

EMI teacher development is a HYBRID process shaped by the joint forces of communities and sta-
keholders in higher education. As illustrated in Figure 2, a rich variety of routes was provided for EMI
teachers to engage in continuous learning. The continuum incorporates different levels of educational
domains and stakeholders involved. Some formal training projects were guided by university-level
initiatives. For instance, Rubio-Cuenca and Perea-Barberá (2021) described how the EMI in-service
training programs were paralleled by a university-level strategic plan (i.e., Program for the Support
of Foreign Language Lecturing at the University of Cádiz), with the aim of offering institutional rec-
ognition and workload reduction to EMI teachers. Other projects (e.g., Borsetto, 2022; Chen & Peng,
2019), however, were launched at the department level within a university for academic staff to cater to
local needs (e.g., to improve EMI lecturers’ English proficiency).

Meanwhile, the hybrid nature of EMI teacher development also arises from a high level of
boundary-crossing between diverse physical and conceptual spheres in the higher education context.
According to the review, EMI teacher development initiatives need to incorporate various facets of
EMI teaching. This requires not only a heightened focus on the pedagogical dimensions of EMI
but also an inclusion of broader educational topics, such as bilingualism and national/local language
policies (e.g., Reynolds, 2019), technology and multimodal communication (e.g., Morell et al., 2022b),
and internationalization and intercultural issues (e.g., Borsetto & Bier, 2021). In particular, the infor-
mal routes (teacher collaboration and self-initiated practices) entail the elements of seeking profes-
sional advice from the linguistic domain, or augmenting discipline-specific practices mediated by
the English language. In other words, given the multidisciplinary nature of their professional practice,
EMI teachers often need to cross diverse domains (more often than not their disciplinary content
group and English language group) in order to discover new instructional visions and resources,
broaden and refresh their beliefs about teaching, and develop new types of social relationships (in
the form of teacher collaboration). For example, most selected studies reported that EMI teachers,
after participating in the teacher development activities, developed a heightened awareness of lan-
guage, and subsequently modified their teaching by providing additional language scaffolding (e.g.,
Gustafsson, 2020; Macaro & Tian, 2023). In this way, EMI teachers seem to successfully integrate
“ingredients from different contexts to achieve hybrid situations” (Engeström et al., 1995, p. 319).

EMI teacher development can also be understood as a CONTESTED process involving conflicted dis-
positions, power asymmetries, and internal workplace contradictions. As a global phenomenon pre-
vailing in educational institutions worldwide, EMI also faces ideological and social critiques (De
Costa et al., 2022). For instance, scholars point out that EMI seems to promote inequalities by under-
mining local languages and cultures, unevenly distributing linguistic and social capital, and oversha-
dowing educational equity (Dearden, 2014; De Costa et al., 2021). This might cause tensions during
the implementation and long-term planning of EMI teacher development initiatives. For example,
selected studies have reported institutional policies prioritizing EMI over instruction in the local lan-
guages, despite individual teachers’ expectations of maintaining their first language in instructional
practices (e.g., Dafouz, 2021). Addressing this shortcoming may require a heightened awareness of
the issue of the “ecology-of-language paradigm” (Phillipson & Skutnabb-Kangas, 1996, p. 441) at
the policy level, which emphasizes the cultivation and preservation of local languages. Accordingly,
it is necessary to embrace the multilingual backgrounds and diversified linguistic repertoire of EMI
teachers in various teacher development initiatives and projects. Similarly, rapidly evolving EMI
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policies at the institutional level may outpace available support for the teachers, resulting in contra-
dictions between ideologies and individual aspirations, as reflected in Dafouz’s (2021) study. In
light of these observations, not only issues about pedagogy and curriculum but also national ideolo-
gies, local policies, and cultural diversities are implicitly embedded in the training courses. As Crookes
(2013) notes, “[t]eacher education programs are themselves embedded within national education sys-
tems” (p. 147), which would potentially have an impact on the implementation and effectiveness of
EMI teacher development initiatives. Navigating these tensions thus requires a more flexible, reflective
practice. One viable approach is to adopt a “glocalized” method for EMI teacher development that
unites national ideologies and institutional policies with a context-sensitive application (Dang et al.,
2023).

Moreover, EMI teachers often possess varied biographies, dispositions, and pedagogical beliefs that
may not always align with the objectives and content of EMI teacher development activities. As they
come from diverse educational and disciplinary backgrounds, with varying levels of English profi-
ciency and prior EMI teaching experience, addressing such differentiated profiles and needs poses
challenges for teacher development implementation. For example, Tuomainen (2018) reported that
even within the same discipline, clinical instructors and lecturers with doctorates preferred different
learning activities, as their content expertise may lie in either practical or theoretical fields, thus pre-
senting uneven starting points for EMI teacher training. EMI teachers’ post-training feedback demon-
strated other conflicts of needs that include discipline-specific discourses versus concrete language
improvement opportunities (Long et al., 2019); micro-teaching activities versus authentic classroom
settings (Chen & Peng, 2019); and topics on pronunciation and prosody versus general topics of
EMI (Morell et al., 2022b).

During teacher collaboration, conflicts also emerge in terms of power dynamics and division of
labor. Due to institutional policies, English language teachers are often obligated to assume the respon-
sibility of supporting EMI teachers’ development without receiving sufficient recognition, compensa-
tion, or training for this role. Positioning language teachers as “helpers” who support EMI teachers
thus leads to an asymmetrical power relationship where their professional autonomy is curtailed
and their expertise undervalued. For example, in some reviewed studies (e.g., Gustafsson, 2020;
Ploettner, 2019b), language specialists were frequently assigned the role of observing classroom teach-
ing, analyzing teacher–student interactions, and other works “behind the scenes”. Moreover, language
specialists may also claim more authority over discussions regarding the interpretation of
language-related policies and strategies (e.g., Ploettner, 2019a), which could undermine the intended
equality in collaboration. Even within a more equal collaborative model (e.g., Macaro & Tian, 2023; Xu
& Zhang, 2022), where both EMI teachers and language teachers work jointly on course preparation
and implementation, language specialists and content teachers have different roles to play due to their
different disciplinary backgrounds. More often than not, for some teaching issues such as assessment,
language specialists can only provide pedagogical recommendations related to linguistic considera-
tions, while content teachers take the lead in the assessment design and operation process. As a con-
sequence, power relations inherent in such collaborative arrangements often compel language teachers
to comply with what their EMI teacher peers set out to do. Overall, the status quo of power differen-
tials has not been effectively reconciled with unprepared language specialists for their new responsi-
bilities as collaborative partners and teacher educators (Yuan, 2023a). To offset this imbalance, the
efforts of language specialists should be equally recognized and respected.

Internal contradictions further arise within individual EMI instructors as their development
involves a process of reconciling contested emotions and entrenched personal dispositions.
Although most of the reported studies employed a voluntary or optional principle, some of the train-
ing programs encompassed a mandatory requirement to participate or a prerequisite for qualification
of EMI teaching (e.g., Lauridsen & Lauridsen, 2018). Mandated participation may potentially con-
struct certain EMI teachers as linguistically or pedagogically deficient, despite their disciplinary expert-
ise, and generate negative emotions as the teachers engage in training courses. Furthermore, our
analysis shows that despite undergoing training, EMI teachers may still experience reluctance toward
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pedagogical changes and a lack of confidence in their ability to teach academic content in English (e.g.,
Carrió-Pastor, 2022). Therefore, negative emotions such as anxiety, vulnerability, and doubts about
linguistic proficiency may linger alongside a recognition of professional benefits. Managing such con-
flicted internal dispositions thus requires EMI teachers’ ongoing cognitive reappraisal and identity
reconstruction as a long-term process. Overall, a contested view recognizes conflicting demands
and contextual dissonance, signaling EMI teacher development as dialogical sense-making rather
than linear progression (Kubanyiova & Feryok, 2015).

EMI teacher development is also a TRANSFORMATIVE process that requires critical perspective-taking
to transition from accustomed beliefs and conceptualizations to updated professional practices and
growth through innovative assimilation of experiences. Both formal and informal teacher development
routes provide EMI teachers with abundant opportunities to reflect critically on preconceptions
around language, academic disciplines, and pedagogy. For instance, one of the training modules in
Morell et al.’s (2022b) research focuses on reflections, awareness, and practice of EMI. Other develop-
ment routes also incorporate hands-on practices such as EMI course preparation and design. When
EMI teachers’ habitual ways of practicing are challenged through experiences like training workshops
or collaborative lesson planning, dissonance emerges between their prior beliefs and desired practices.
Navigating this disjuncture requires EMI teachers to reexamine former cognitions, experiment with
innovation, and negotiate ambiguous identities, all of which are steps central to perspective transform-
ation (Kubanyiova, 2012). Our analysis also revealed that EMI teachers are able to reflect critically on
their overuse of inefficient discourse among other interaction features in their previous teaching
(Macaro & Tian, 2023), and internalize linguistic knowledge to create more interactive, collaborative,
and student-centered EMI lessons (Lu, 2022). Engaging in such a process of scrutiny suggests the ini-
tial steps of pedagogical transformation. Other cases seem to demonstrate a more profound transform-
ation. For instance, embracing the new identity of a language mediator, who scaffolds EMI students’
English development in addition to delivering disciplinary knowledge, represents a transformative
shift fueled by substantial courage and openness (e.g., Xu & Zhang, 2022).

We also need to acknowledge that transformation necessitates time and patience, which leads to
sustainable issues of EMI teacher development. Our analysis shows that most EMI teacher develop-
ment activities consist of one-off workshops or seminars with potentially superficial and short-lived
impacts. Teachers may receive short-term training from different providers with no coordination or
systematic planning, leading to inconsistent messages and contradictory outcomes over time. Even
for some multi-year programs (e.g., Borsetto, 2022; Long et al., 2019), the courses or seminars were
offered on a monthly or annual basis, with different cohorts of EMI teacher participants. The lack
of ongoing support for individual EMI teachers thus poses severe challenges for them to apply new
practices, address difficulties encountered, and reinforce pedagogical and psychological changes in
the long run. The paucity of long-term mentoring also means that the continuous development of
EMI teachers in terms of competencies and classroom performance cannot be verified or traced.
Therefore, to facilitate a process of transformation, ongoing guidance, continuous evaluation, and stra-
tegic planning of teacher development opportunities are warranted.

Given the complexities involved in the EMI teacher development process, it is vital to explore this
phenomenon by employing varied and integrated research methods. Our analysis demonstrates that
the existing literature on EMI teacher development has utilized an assortment of research paradigms
but only a minor subset of studies adopted a practitioner research approach to improve EMI teachers’
practice (refer to Section 4 for details). Overall, by strategically pairing different yet complementary
approaches, existing research has fruitfully produced a generally comprehensive understanding of
EMI teacher development across different routes in multiple educational contexts worldwide.

6. Implications and directions for future research

Given the findings and discussions presented above, we provide several implications for future EMI
teacher development initiatives and research that could hopefully be beneficial to multiple
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stakeholders involved (e.g., EMI teachers, language teachers, teacher educators, policymakers, and
researchers).

First, existing research on EMI teacher development underscores the need for implementing
context-sensitive, needs-tailored, and long-term programs to support EMI teachers. Many of the
reviewed initiatives employ a one-size-fits-all approach that overlooks EMI teachers’ diverse profiles
and differentiated needs. Future programs should incorporate a more nuanced understanding of the
unique institutional culture, subject curricula, student populations, and surrounding linguistic land-
scapes to design responsive strategies aligned with the overall objective of the program (Guarda &
Helm, 2017). Such programs should also be tailored according to EMI teachers’ disciplinary back-
grounds, years of experience with EMI, language proficiency levels, and perceived difficulties in
order to scaffold teacher development at a personalized pace. This can be achieved by a thorough
investigation of the local context as well as EMI teachers’ professional needs – for example, a pre-
course needs analysis (e.g., Volchenkova & Kravtsova, 2021).

Ongoing personalized mentoring embedded within routine activities may offer sustainable devel-
opment for EMI teachers. In our review, although most of the training programs provided suggestions
for further development, only four studies specified further adjustments and modifications in accord-
ance with the comments and suggestions from participating EMI teachers. Therefore, further initia-
tives can strategically profile different cohorts of EMI teachers, conduct periodic outcome analyses,
and build networks of professional guidance, in order to enhance the relevance of curricula in line
with the evolving needs and individual repertoires of EMI teachers. Such a context-sensitive, needs-
based, sustainable approach to ongoing EMI teacher development holds promise for nurturing teacher
empowerment and facilitating teacher transformation.

Second, future efforts would benefit from cultivating teachers’ development across multiple dimen-
sions and addressing EMI teachers’ psychological needs. While current practices mostly emphasize lin-
guistic and pedagogical knowledge, expanding foci to include metacognitive, intercultural, and
emotional domains holds much potential in enhancing EMI practice (Aguilar-Pérez & Khan,
2022). Specifically, it is crucial to help EMI teachers foster a heightened awareness of their own teach-
ing, which plays a key role in monitoring their planning, instruction, and decision-making in authentic
situations (Farrell, 2017). In addition, incorporating an intercultural element in program design (e.g.,
Maíz-Arévalo & Orduna-Nocito, 2021) helps EMI teachers to better understand the role of English in
a global context and diverse student populations, therefore cultivating empathetic, inclusive learning
communities (De Costa et al., 2021). Emotional aspects of EMI development are equally salient but
frequently overlooked in the selected studies, as some teachers experienced low self-efficacy after par-
ticipation. Therefore, future initiatives can explicitly address the potential challenge of fear and anxiety
encountered during EMI teaching, and invite experienced instructors to share and discuss their coping
strategies to cultivate positive emotional capacities such as confidence and resilience.

Third, extending collaborative partnerships to a wider range of stakeholders with reciprocal rela-
tionships is central to EMI teacher development. Current literature mainly reported collaborations
between EMI instructors and language specialists, where the latter was not fully prepared to assume
the responsibility of teacher education with an unbalanced division of labor and power relationships.
Future initiatives should prioritize fostering reciprocal collaborative relationships where both sides
work closely through team planning, co-teaching, reflective discussions, and practitioner research
that allow each stakeholder’s unique strengths to complement one another. Moreover, meaningful col-
laboration also depends on overcoming the dominant discourse that views language teachers as sup-
plementary helpers rather than professional equals. For instance, language teachers can also leverage
pedagogical insights through content experts’ modeling thinking processes and in-task scaffolding.
They can also conduct collaborative action research for a richer, more well-rounded understanding
of the instructional scenario. Meanwhile, a community of practice can also be established with EMI
teachers and language specialists; other possible collaborators include institutional leaders and educa-
tional experts who can provide their perspectives in supporting EMI teachers’ classroom practice and
ongoing development. Overall, fostering collaborative yet autonomous partnerships that entail long-
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term, dialogic professional engagement can substantially improve EMI teacher development by opti-
mizing expertise from various key stakeholders.

Fourth, teacher agency and self-driven practices are crucial for sustaining the impact of teacher
development initiatives over an extended period. It is vitally important that we help EMI practitioners
foster an inquiry stance with capacities in agentive reflections, autonomous learning, and self-driven
action research. For example, EMI teachers can independently or collaboratively design, implement,
and evaluate pedagogical ameliorations and innovations tailored to their unique situated contexts.
Specifically, EMI teachers can write reflective journals, compose multimodal portfolios, and document
their instructional challenges and problems in order to facilitate self-awareness of professional growth
over time. Practitioner research is also strongly recommended with emphasis on situated challenges,
reflective thinking, and pedagogical changes valued for quality EMI education. Overall, equipping EMI
teachers with a toolkit that is responsive to ever-changing educational landscapes can empower them
to proactively take charge of their own professional development.

Moving forward, future research on EMI teacher development can benefit from more nuanced meth-
odological considerations. For instance, longitudinal explorations are urgently needed. Following EMI
teachers over an extended timeframe would allow for a richer trajectory of teacher change and trans-
formation that occurs gradually. This could help address the current limitations of one-off snapshot
investigations that often obscure the dynamic evolution of EMI teacher development initiatives, and
thus alleviate the questionable validity of the reported gains and challenges within a short period.
Additionally, cross-context comparisons may further reveal the interplay between the individual devel-
opment of EMI teachers and the wider socio-institutional environments. Current scholarly works focus
predominantly on a single case within a specific institutional setting. Therefore, comparing and contrast-
ing developmental processes and outcomes across varied workplaces, professional communities, and cul-
tural settings could offer transferable policy insights that could be applied in other higher educational
settings. Importantly, diversified voices, such as perspectives from students and policymakers, are cur-
rently underrepresented in the relevant literature, which leads to a crucial set of data being missing
regarding the impact of EMI teacher development. Future research can use questionnaires or interviews
to elicit perspectives and comments from students and policymakers, and employ classroom observa-
tions to determine whether and how pedagogical changes are internalized in EMI teachers’ routine prac-
tices. Overall, while existing studies have provided useful implications, strategically incorporating
additional methodological elements and perspectives holds the potential to generate deeper, more con-
textualized, and transferrable understandings of EMI teacher development.

7. Conclusion

Inspired by Macaro et al.’s (2018) seminal review on EMI in higher education, this review article
demonstrates a critical appraisal of the different routes of EMI teacher development as well as their
reported gains and challenges within the context of higher education. Our review indicates that mul-
tiple routes – including formal training initiatives, opportunities for teacher collaboration, and self-
initiated practices – have been offered to EMI teachers to navigate their professional growth. The rele-
vant literature reported a wide array of cognitive, social, and emotional gains through participation,
whereas challenges were also identified regarding individual factors and contextual demands at insti-
tutional and socio-cultural levels. Meanwhile, we also presented a critical review of the methodological
considerations involved in the selected studies and pointed out possible avenues for future scholarly
works. Given the findings, we argue that EMI teacher development is a hybrid, contested, and trans-
formative enterprise. Such a perspective values the collective efforts of multiple institutions and sta-
keholders across boundaries, acknowledges the internal and external contradictions that emerged
during the process, and encourages a context-sensitive, needs-tailored, and long-term approach to
support EMI teacher transformation in the long run. It is our hope that this review will generate useful
insights and implications for both EMI practitioners and teacher educators and pave the way for
researchers who are interested in contributing their expertise to this vibrant field of study.

28 Kailun Wang et al.

https://doi.org/10.1017/S0261444824000351 Published online by Cambridge University Press

https://doi.org/10.1017/S0261444824000351


Notes
1 A critical review “aims to demonstrate that the writer has extensively researched the literature and critically evaluated its
quality” and “goes beyond mere description” (Grant & Booth, 2009, p. 93). “While all review papers should critique the lit-
erature, ... a critical review ... deeply critiques the literature, and thus is a literature synthesis that extends the critique to expose
new areas of development and scholarship” (West & Martin, 2023, pp. 5–6). In our review article, we have provided a critical
appraisal of the routes, gains, challenges, and methodologies of papers exploring EMI teacher development, based on which
we have synthesized the features of EMI teacher development and pointed out directions for future research.
2 This is not an exhaustive list of keywords used for the literature search. Some synonyms, variations, and similar expressions
of these keywords (e.g., English as a medium of instruction, English medium education, English taught programs, bilingual
education, teacher training) were also used to cross-check the database and avoid missing articles.
3 Among the three studies, one study was conducted in South Korea, another in Japan, and a third in both South Korea and
Japan.
4 These articles were first published online in/before 2022 (thus included in the database) and were officially published later.
5 The “participant” here refers to the group of people who participated in the project, rather than the study per se.
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