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ABSTRACT

ARTICLE HISTORY

The constraints and demands on teachers and students, related to
implementing English medium instruction (EMI), mean that teachers
need to be able to reﬂect on their practice and make appropriate
adjustments. Reﬂective practice generally means that EMI teachers
subject their philosophy of practice, principles, theories and practices to
a critical analysis so that they can take more responsibility for their
actions. Reﬂective practice allows EMI teachers to act in a deliberate,
intentional manner. Reﬂective practice involves EMI teachers
systematically looking at what they do, how they do it, why they do it,
what the outcomes are in terms of student learning, and what actions
EMI teachers will take as a result of knowing all of this information. Thus
experience combined with systematic reﬂection can lead to professional
growth so that we can become more eﬀective language teachers. In this
paper I discuss what reﬂective practice is and how it can be
accomplished by EMI teachers.
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1. Introduction
Within bilingual education practices, the most common approaches are content and language integrated learning, or CLIL, and English Medium Instruction, or EMI, with the CLIL approach focused
mainly in primary and secondary education sectors, and the EMI approach preferred for the tertiary
level sector. Within tertiary level education EMI is said to be a growing global phenomenon, and it is
contextually situated with origins in the European ideal of plurilingual competence for EU citizens
(Dearden 2015). Dearden (2015, 4) deﬁnes EMI as: ‘The use of the English language to teach academic
subjects in countries or jurisdictions where the ﬁrst language (L1) of the majority of the population is
not English’.
While the recent trend is towards a global expansion of EMI courses at university level, pushed
mostly by policy makers in a top-down manner in order to attract more foreign students and
improve university rankings (Lasagabaster 2018), major concerns still exist among EMI teachers
about how eﬀective implementation of EMI courses. For example, some EMI instructors insist that
teaching English is not part of their job; as one EMI teacher in Sweden put it: ‘I don’t teach language
I teach physics’ (Airey 2012, 74). In addition, some other EMI teachers wonder about whether they
should use English exclusively during lessons or with a mixture of their L1 (Dearden 2015). The
result of this confusion is that some EMI teachers feel stressed and insecure leaving some teachers
feeling ‘disempowered’ (Doiz and Lasagabaster 2018, 672) as they attempt to implement EMI basically in a ‘trial and error’ fashion. All this lack of clarity regarding the implementation of EMI is
further compounded by the fact that many higher education institutions do not oﬀer courses
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either at pre-service or in-service levels aimed at assisting EMI teachers how to implement eﬀective
courses (Lasagabaster 2018). Thus a gap exists between the top-down pressure to incorporate EMI
programs and the bottom-up EMI teacher implementation of these programs without any real institutional support or clear pedagogical guidelines to follow.
One method of assisting EMI teachers to overcome the stress of implementing EMI is to encourage
them to engage in reﬂective practice so that they can overcome some of their insecurities associated
with its implementation. As Lasagabaster and Pagèze (2017, 309) have pointed out, ‘the constraints
and demands on teachers and students, related to implementing EMI, mean that teachers need to be
able to reﬂect on their practice and make appropriate adjustments’. Although reﬂective practice,
deﬁned in this paper as ‘active, persistent, and careful consideration of any belief or supposed
form of knowledge in the light of the grounds that support it’ (Dewey 1933, 16), is now considered
a mark of professional competence in many of the professions including the ﬁeld of teaching English
to speakers of other languages (Farrell 2015), it has not being utilized within the EMI community.
The focus of this paper is a bottom-up approach to professional development through reﬂective
practice for EMI teachers and how EMI teachers can utilize reﬂective practice as a tool to identify best
classroom practices in higher education settings. The approach taken to reﬂective practice in this
paper is holistic in that reﬂection is not only focused on practice but also the EMI teacher who is
doing that practice. As Lasagabaster and Pagèze (2017, 310) have observed:
The beneﬁts of this holistic approach go beyond primary considerations of quality in teaching and learning, as
continuing professional development also becomes important for developing more locally-determined,
bottom-up approaches to internationalization within higher education which support educational innovation.

The paper begins with a discussion of what holistic reﬂective practice is, and outlines a framework for
reﬂecting on practice for EMI teachers as well as the various tools that can be used when implementing this framework.

2. Reﬂective practice
Reﬂective practice generally means that EMI teachers subject their philosophy, principles, theories
and practices to a critical analysis so that they can take more responsibility for their actions (Farrell
2015). Reﬂection is a key competency for teachers as it allows them to analyze and adapt their teaching to EMI students in speciﬁc social, cultural and political contexts. Reﬂective practice, as Freeman
(2016, 208) maintains, oﬀers a way into the less ‘accessible aspects of teacher’s work’ such as their
philosophy, principles and theories. Thus, engaging in reﬂective practice can help EMI teachers to
unravel these tacitly held, hidden dimensions of practice (philosophy, principles and theory) and
comparing them to their classroom practices (Farrell 2015).
Over the past 30 years since the resurgence of reﬂective practice in the ﬁeld of general education
in particular, many diﬀerent approaches have been proposed as to how teachers can reﬂect (Farrell
2018a). What many of these approaches have in common is that they view reﬂective practice in a
retrospective role by suggesting that teachers examine problems in their teaching while they are
teaching (reﬂection-in-action), or after their lessons (reﬂection-on-action) (Dewey 1933; Schön
1983). Although these approaches can be helpful while initiating reﬂection, they are also limiting
because this emphasis on ‘post-mortem reﬂection’ (Freeman 2016, 217) separates the teacher
from the act of teaching to focus on ﬁxing some perceived deﬁcit in practice. EMI teachers
however, should be encouraged to think about themselves and their teaching that includes activation of their feelings and emotions, or a more holistic approach to reﬂection, so that they can
also develop their inner resources to meet future challenges in the profession.
Within English language teaching, Farrell (2015) has recently developed such a holistic approach
to reﬂective practice that recognizes the inner lives of teachers or the spiritual, moral and emotional
aspects of reﬂective practice. Implementing such a holistic approach to teacher reﬂection results in
more integrated EMI teachers; teachers who are more self-aware so that they can interpret, shape and
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reshape their practice, and thus provide more opportunities for their students to learn. Farrell (2015)
calls this holistic approach to reﬂective practice the framework for reﬂecting on practice.

2.1. Framework for reﬂecting on practice
The framework for reﬂecting on practice has ﬁve diﬀerent stages (or levels) of reﬂection: philosophy;
principles; theory; practice; and beyond practice as outlined in Figure 1 below.
The ﬁrst stage of the framework, philosophy, explores the ‘teacher-as-person’; because the teacher
is at the center of the act of teaching; it matters ‘who’ the teacher is, and a teacher’s self-understanding is crucial to understanding the scholarship of teaching. EMI teachers can capture knowledge
about the ‘who’ of the teacher through the lens of autobiographical sketches or by telling their
story. By telling their stories teachers can make better sense of seemingly random experiences
because they hold the insider knowledge, especially personal intuitive knowledge, expertise and
experience that has shaped their identity as EMI teachers (Farrell 2018b). Doiz and Lasagabaster
(2018, 674) for example, maintain that the very participation in ‘the EMI experience can contribute
to their identity formation’ because as they note, ‘the EMI experience provides them with a practice
that shapes their multilingual identity, while at the same time their international identity is evidently
promoted’.
Principles, the second stage of the framework, include reﬂections on EMI teachers’ beliefs about
EMI teaching and learning. Teacher beliefs, deﬁned as ‘unconsciously held assumptions about students, classrooms, and the academic material to be taught’ (Kagan 1992, 65), are developed over
an EMI teacher’s career and inﬂuence their instructional decisions; thus, it is important for EMI teachers to become aware of these beliefs by articulating them through reﬂection (Xu and Chuaychoowong 2017). When EMI teachers are given a chance to articulate their beliefs about teaching and
learning, and reﬂect on the source of these beliefs, they can then begin to (re)evaluate their appropriateness related to their particular context (Farrell and Bennis 2013; Farrell and Ives 2015).
However, it is not easy for EMI teachers (or any teacher) to verbalize their underlying beliefs
and so the use of metaphor analysis can be useful to help teacher externalize these beliefs
(Nagamine 2012). Metaphors can be expressed orally (see below) or in writing (see below) and
can also be as simple as answering the question: ‘An EMI teacher is____?’ When EMI teachers’
beliefs have been articulated through the use of metaphor, teachers should monitor their
actual classroom practices to see if their beliefs are reﬂected in their classroom practices. The
purpose of examining EMI teacher beliefs and classroom practices is not to look at or for ‘best
practices’; rather, the idea is to see what is so EMI teachers can become more conﬁdent
knowing that what they believe about EMI teaching and learning is reﬂected in their classroom
practices (see section below on practice).

Philosophy

Beyond
Practice

Practice

Principles

Theory

Figure 1. Framework for reﬂecting on practice (adapted from Farrell 2015).
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Theory, the third stage of the framework, explores and examines the diﬀerent choices a teacher
makes about particular skills taught (or they think should be taught) or, in other words, how to put
their theories into practice. As Stern (1983, 27) commented some time ago about language teachers:
No language teacher—however strenuously he (sic) may deny his (sic) interest in theory—can teach a language
without a theory of language teaching, even if it is only implicit in value judgements, decisions, and actions, or in
the organizational pattern within which he operates.

Reﬂecting on theory is also especially important for EMI teachers because it can lead to growing
awareness of the learning needs of their students rather than their own needs to teach content,
and thus they can consider different approaches to planning for EMI teaching. For example, if a
teacher thinks that his or her theory of teaching EMI is all about teaching correct grammar rules
and later reﬂects that this theory actually originated from his or her own experiences as a student
learning a foreign language, then we can say that this is a subjective theory because it is not
based on any empirical testing within an EMI context. Such reﬂection can lead to a process of reframing theory as the EMI teacher begins to look at how he or she treats grammar in his or her future EMI
teaching even if EMI teachers do not consider themselves as teachers of language. When EMI teachers reﬂect on their lesson planning in detail, they begin to realize as Sowa (2009, 1030) has
noted, that they ‘have a repertoire of strategies to help meet the needs of all their students, all
the time’. Such reﬂections can be conducted through dialogue (see below), writing (see below),
and action research (see below) or through a combination of all of these.
Practice, the fourth stage of the framework, encourages EMI teachers to reﬂect on their actual
classroom practices. Of course, these classroom practices are not performed in isolation and many
of the decisions a teacher makes during a lesson and the actions he or she performs or what
the teacher gets his or her students to do in a lesson are informed and inﬂuenced by his or her philosophy, principles and theory (previous stages) before he or she enters the room or as a result of a
previous lesson. EMI teachers can reﬂect on their practice while they are teaching a lesson (reﬂectionin-action), and after they teach a lesson (reﬂection-on-action) (Dewey 1933; Schön 1983). When teachers engage in reﬂection-in-action they attempt to consciously stand back while they are teaching
as they monitor and adjust to various circumstances that are happening within the lesson. When teachers engage in reﬂection-on-action they are examining what happened in a lesson after the event
has taken place and this is a more delayed type of reﬂection than the former.
Reﬂecting on practice starts with an analysis of observable actions an EMI teacher performs in a
classroom while teaching a lesson and includes what he or she says and does and how the students
react (or do not react) during the lesson. However, it is diﬃcult for teachers to know exactly what they
do or have done in a lesson so they will need to have some retrievable data available to examine such
as an audio and/or video tape of a lesson and/or they can ask peers to help them observe their
lessons and provide feedback (see classroom observations below). Such retrievable data can
inform EMI teachers about what is actually happening in their lessons rather than what they think
is happening so that they can examine the eﬃcacy of their teaching (Xu and Chuaychoowong
2017). EMI teachers can also conduct action research projects on their practices (see below).
The ﬁfth stage of the framework, called beyond practice, involves EMI teachers taking a critical
stance to their practices beyond the classroom as they explore and examine the moral, political
and social issues related to their work. Reﬂections beyond practice can assist EMI teachers in becoming more aware of the many diﬀerent agendas and interests that can (and do) shape how EMI teachers approach their overall practice. One such critical issue as yet unresolved that needs to be
critically reﬂected on in EMI instruction is the role of the EMI teacher related to the academic
subject they are teaching and the language (English) they are teaching it through (Dearden 2015).
Should EMI teachers be for example, asked or required to improve their students’ knowledge of
the academic subject and English or just the academic subject? Indeed, Dearden (2015, 29) posed
an interesting question related to this uneasy relationship: ‘If subject teachers do not consider it
their job to improve the students’ English, whose job is it?’ As EMI programs expand worldwide,
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policy makers and EMI teachers will need to critically reﬂect on the role of these EMI programs as well
as the role(s) of EMI teachers in these programs.

2.2. Navigating the framework
It is important also to note that the framework presented above can be navigated in three diﬀerent
ways: theory-into – practice, practice-into-theory or a single stage application. For example, EMI teachers can take a deductive approach to reﬂecting on practice by moving from theory-into-practice or
from stage/level 1, philosophy through the diﬀerent stages to stage/level 5, beyond practice. Perhaps
novice EMI teachers who do not have much classroom experiences would beneﬁt most from taking
such an approach because they can ﬁrst work on their overall philosophical approach to teaching EMI
and then work their way through the diﬀerent stages of principles, theory, practice and then move
beyond practice. More experienced EMI teachers with more classroom EMI teaching experience may
feel more comfortable beginning their reﬂections at the practice/classroom level and then work their
way back to reﬂect on their theory, principles and philosophy and critically reﬂect on their practice.
Regardless of how EMI teachers want to navigate the framework, when they do reﬂect they have an
array of reﬂective tools available to them that can facilitate their reﬂections at each stage of the framework. These tools will be discussed in detail in the next section.

2.3. Reﬂective tools
As noted above, when EMI teachers engage in reﬂective practice they have various tools available to
help facilitate these reﬂections. As Lasagabaster and Pagèze (2017, 308) note, ‘if given the tools, disciplinary teachers are willing and able to explicitly manage and organize classroom communication
to support EMI learning’. These tools include dialogue, writing, classroom observations, action
research, narratives, and team-teaching.

2.3.1. Dialogue
EMI teachers can come together either physically or virtually and engage in reﬂective discussions at
each level of the framework. Mann and Walsh (2017) note the importance of such dialogue as a
crucial factor for encouraging reﬂection as is allows for more clariﬁcation, questioning and enhanced
understanding among the discussants. In such discussions, EMI teachers can collaboratively and systematically reﬂect on their practice with other teachers in a supportive environment. EMI teachers can
come together in voluntary support groups, and/or online chat groups as they explore various issues
that impact their practice (Farrell 2014, 2015). As Ahmadi, Samad, and Noordin (2013, 1766) have
observed, ‘engagement in group discussions let them [teachers] voice their professional identity
more freely, which helped them feel a sense of community while they were engaged in group discussions’. Indeed, Hung and Yeh (2013, 163) have maintained that such group discussions can be
very important for experienced EMI teachers’ professional development; they continue:
Even the teachers with many years of teaching experience still needed stimulus and support to promote their
continuous learning. With facilitation for developing their practical knowledge in collaborative learning activities,
they could easily extend their professional knowledge, take initiative in their own implementation, and evolve
their own ongoing inquiry.

Farrell (2011b) for example, examined the reﬂective discussions of experienced language teachers
in a teacher development group as they reﬂected on their professional role identity as ESL teachers in
Canada. Farrell (2011a) noted sixteen main professional role identities that emerged from the group
discussions, further placed into three main cluster roles: Teacher as Manager, Teacher as ‘Acculturator’
and Teacher as Professional. Teacher as Manager was identiﬁed as a role where the teacher is the person
attempting to manage what happens within the classroom. This was further divided into sub-identities
of teacher as vendor, teacher as entertainer, teacher as communication controller, teacher as juggler,
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teacher as motivator, teacher as presenter, and teacher as arbitrator. Teacher as ‘Acculturator’, a term
coined for the study, was for teacher roles outside the classroom where they help language students
in many diﬀerent ways to become accustomed to the local culture. The most frequently occurring subidentities in this cluster were of teacher as socializer and teacher as social worker. Teacher as Professional
role was identiﬁed for language teachers who are really dedicated to their work. The most frequently
occurring sub-identities in this cluster were teacher as collaborator, and teacher as learner. Farrell
(2011a) observed that such critical reﬂections in the group allowed the language teachers take
action on the need for more negotiation of their roles within their teaching context.

2.3.2. Writing
For the purposes of reﬂection, writing has its own built-in reﬂective mechanism; the process entails
that EMI teachers must stop to think and organize their thoughts before writing (either with a pen or
computer) and then decide on what to write (Farrell 2013a). When their writing becomes visible they
can thus ‘see’ (literally) their thoughts and then begin their reﬂections for self-understanding. For EMI
teachers, such reﬂective writing can include written accounts of their philosophy, principles, theory
and their teaching as well as any critical reﬂections they may have (Farrell 2013a).
There are diﬀerent modes of writing for reﬂection some of which include journals, and online writing
in blogs, chats and forums. EMI teachers can either write for themselves, or they can share their written
reﬂections with other colleagues and it really all depends on why they write. When they write for themselves, EMI teachers can include their personal thoughts and feelings as well as facts about their practice. They can read these for later reﬂection with the idea that they can look for patterns over time on
the contents of their writing. When they reﬂect on the patterns they notice in their journal writing, they
can become more aware of issues of interest in their practice. Teachers can also write in online formats
such as blogs, chats and forums. Such online formats are easy to use (does not require understanding of
HTML or web scripting), interactive and can be continuously updated.
EMI teachers also must consider diﬀerent types of reﬂective levels of writing they can engage in
(Hatton and Smith 1995). Hatton and Smith (1995, 85) identiﬁed three types of writing. (1) Descriptive
writing reports events that occurred. There is no attempt to provide reasons or justiﬁcations for the
events. (2) Dialogic reﬂection demonstrates a ‘stepping back’ from the events/actions leading to a
diﬀerent level of mulling about discourse with one’s self through the exploration of possible
reasons, e.g. I became aware that a number of students did not respond to written text materials.
(3) Critical reﬂection (also see beyond practice in the framework above) demonstrates a level of
awareness that classroom actions and events are explained by multiple perspectives. It involves
giving reasons for decisions or events, which take into account the broader historical, social and/
or political contexts. Overall reﬂection through writing can help EMI teachers become more aware
of their beliefs and practices about language learning and teaching. Genc (2010, 407) pointed out
the positive results for ESL teachers using reﬂective journals:
Reﬂective journals guided them to criticize, build knowledge about teaching a language, and gain the autonomy
to make more conscious and informed decisions about their classrooms. These decisions were based on their
explorations and reﬂections on teaching in their classes, which represent the bottom-up view of teaching.

Farrell (2013b) for example, explored how journal writing can facilitate critical reﬂection of an
experienced ESL teacher in Canada as she reﬂected on her philosophy, principles, theory, and practice and beyond practice. As Farrell (2013b, 470) noted, such a mode of reﬂection enabled the teacher
to enhance her personal and professional growth and development as it allowed her to not only
identify issues important to her, but also to move beyond them. According to Farrell (2013b), such
heightened awareness resulted in a change of her perception of self as an ESL professional as she
gained more conﬁdence in her practice. The experienced teacher stated that the act of writing
forced her to ‘slow down, observe and reﬂect’ and although initially hesitant, about the writing
process, she said that she ‘came to enjoy it’ (Farrell 2013b, 470). Thus, by writing regularly in a
journal, or online formats, EMI teachers will be able to identify and address issues critical to their

INTERNATIONAL JOURNAL OF BILINGUAL EDUCATION AND BILINGUALISM

283

practice within their teaching contexts, and as a result provide more learning opportunities for their
students.

2.3.3. Classroom observations
EMI teachers can systematically reﬂect on their practice through classroom observations of what they
do while they teach or after they teach (see also practice above). These can be conducted either alone,
with a facilitator, supervisor, mentor, and/or with peers. When EMI teachers engage in classroom observations to reﬂect on their teaching they can compare what they say they do (their stated beliefs) with
what they actually do (their classroom practices) and examine if these tend to convergence or diverge;
there should be a certain amount of tension beliefs and practices but not too much (Freeman 2016).
EMI Teachers have a variety of ways of collecting data about their teaching while engaged in classroom observations such as the use of category instruments and/or audio and video recordings of
lessons (Farrell 2011b). For example, Farrell (2011b) reported on a short series of classroom observations where a facilitator used a focused category instrument called a Seating Chart Observation
Record (SCORE) to collect evidence about an ESL teacher’s classroom practices. As a result, the
SCORE instrument allowed the ESL teacher to see the communication ﬂows in her classroom
lessons and thus examine if there was convergence or divergence between her stated beliefs and
her actual classroom practices. In addition, Eröz-Tuğa (2012) examined how self-reﬂection through
discussion of video-recorded teaching sessions can lead to the development of a critical perspective
into classroom practices. Eröz-Tuğa (2012) reported that as a result of examining the video recordings, the ESL teachers became more aware of their own strengths and weaknesses of their practice
as well as improved ability to provide insightful and constructive comments.
Farrell (2018b) reported on four ESL teachers teaching beliefs and practices of their use of waittime or how long they wait after asking a question in class. Before being observed with the use of
a facilitator/observer, video recordings and their transcriptions, all four ESL teachers felt that an
appropriately long teacher wait-time (each teacher suggested it be longer than 5 s) was important
in order for students to process the question and formulate a response. Although for each teacher
the wait-time varied slightly, however, it was approximately 1 s on average before the teacher
spoke after asking the question in each class observation. Thus the use of an observer, video recordings and transcriptions allowed these teachers to note the diﬀerences between their perceived waittime before they were observed teaching and their observed wait-time while they were teaching
(Farrell 2018b). Thus, when EMI teachers engage in classroom observations using a variety of
sources such as audio and/or video recording of their teaching, they can develop increased awareness regarding their teaching and their students’ learning.

2.3.4. Action research
Action research is another reﬂective tool which EMI teachers can use to reﬂect on their practice
(Farrell 2015). As Wallace (1991, 56–57) notes, action research can have a ‘speciﬁc and immediate
outcome which can be directly related to practice in the teacher’s own context’ and is ‘an extension
of the normal reﬂective practice of many teachers, but it is slightly more rigorous and might conceivably lead to more eﬀective outcomes’. Engaging in action research generally involves teachers
entering a cycle of planning, acting, observing and reﬂecting on a problem in order to improve practice (Farrell 2018b). After deciding the focus of the topic of interest for action research, EMI teachers
can start reading some background literature on the topic. EMI teachers next plan and decide on a
strategy to collect data now that the problem has been identiﬁed. Once the data has been collected,
EMI teachers then analyze and reﬂect on it and make a data-driven decision to take some action. The
ﬁnal steps in the cycle of action research for EMI teachers is they decide on some type of action,
monitor the eﬀects of that action and if necessary, redeﬁne their original problem in light of their
ﬁndings. Through such a process that includes planning, observing, analyzing, acting, and reviewing,
EMI teachers can learn a great deal about the nature of their classroom teaching and learning as well
as acquire useful classroom investigation skills.
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Sowa (2009) for example, encouraged ESL teachers to conduct action research projects in order to
help them learn more about their linguistically diverse students. Sowa (2009) reported that the action
research projects had helped them gain a better understanding of their students, and as a result led
them to become more aware of how and what they were teaching so that they could make signiﬁcant changes to their instruction. In particular, Sowa (2009, 1031) remarked that for these teachers,
‘conducting action research projects helped [them] to start reﬂecting more critically about their practice particularly with respect to strategies they teach in the classroom to help all students learn’. Thus,
when EMI teachers engage in action research projects, they can become agents of change while
improving their practice.

2.3.5. Narratives
EMI Teachers can reﬂect on their philosophy by telling the story of their experience or their narrative
accounts of their life as an EMI teacher. As Taggart and Wilson (1998, 164) maintain, teacher autobiographical sketches oﬀer insight ‘into the past to uncover preconceived theories about teaching and
learning’. Teacher narratives reveal important events identiﬁed by EMI teachers and when articulated,
diﬀerent events can be linked, patterns observed and coherency developed between these events. In
such a manner meaning is made by narrative analysis.
Barkhuizen (2010) reported on what he called ‘small stories-in-interaction’ to help one ESL teacher
answer the question ‘Who am I?’ As a result, he noted that the teacher could use the story to dissect
her forming identity as a teacher. As Barkhuizen (2010, 296) noted:
through making sense of her own claims about identity in the small story, as articulated in my analysis, she is now
able to re-story her experiences of becoming a language teacher; and with each re-storying continue repositioning and reimagining her own teacher identity.

Lim (2011) also noted that when language teachers reﬂected on their own personal histories they
were able to consider their professional identity in more depth, and especially its origin, formation
and development. In particular, Lim (2011) encouraged ESL teachers to explore their identity in
terms of a language teacher’s ability, or desirable qualities of a ‘good’ English language teacher in
a Korean context. As a result, Lim (2011, 979) discovered that such reﬂection in terms of perceived
teaching ability was closely connected to the teachers’ overall insecurity about their English language
proﬁciency level. Indeed, EMI teachers may have similar insecurities related to their ability to deliver
their lessons through English and so by telling and reﬂecting on their stories, EMI teachers can get a
better overall understanding of their practice.
Such teacher narratives serve to bring meaning to EMI teachers’ experiences and as such oﬀers
teachers more evidence of who they are, where they came from and who they want to be professionally (Farrell 2015). Thus EMI teachers can use their narratives of events to bridge the theory/practice
gap that often exists in practice as interpretations are made from the story.

2.3.6. Team teaching
Team teaching is whereby two or more teachers cooperate as equals as they take responsibility for
planning, teaching and evaluating a class a series of classes or a whole course (Farrell 2015).
For EMI programs, Lasagabaster (2018, 401) deﬁnes team teaching as collaboration between a
content lecturer and a language lecturer ‘in which the abilities of the team members complement
each other to improve the learning results so that the whole is greater than the sum of its parts’.
Typically in such a collaboration the ‘team’ share responsibility for planning a class and/or course,
then teaching the class/course, completing follow-up work (i.e. evaluations/assessments), and
making various decisions and outcomes.
Indeed, as Lasagabaster (2018, 403) notes, ‘one of the key aspects of team teaching lies in the clear
deﬁnition of the roles to be played by each of the members of the team’. For EMI teachers, the most
eﬀective team teaching model, according to Lasagabaster (2018), is where the content teacher
assumes the leader role and the language lecturer assumes a more secondary role and focuses
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more on linguistic issues when they arise in lessons. Such an arrangement will also involve elements
of classroom observation to help improve the team-teaching collaboration.
For EMI teachers, engaging in such team teaching collaborations is an ideal way paving the way
for language and content integration (Lasagabaster 2018). Team teaching is also ideal for promoting
collegiality, and alleviating any feelings of isolation especially when it has been noted that there is a
lack of resources, a lack of clear guidelines for teaching EMI including the use of whether English
alone should be used or whether a mixture of English and L1 might permitted or advised
(Dearden 2015). Team teaching also enhances teaching techniques as EMI teachers try out
diﬀerent activities in a supportive environment. Most of all, team teaching collaborations promote
reﬂection for both EMI teachers and their students (Farrell 2015). However, as Lasagabaster (2018)
also notes, team teaching can be somewhat diﬃcult to establish and can also be hampered with
issues related to funding because typically two teachers are together in one classroom. Thus care
must be taken when entering into team teaching arrangements as they will require consensus
and planning and careful consideration of cultural backgrounds of the participants that includes
such variables as the composition of the teams.

3. Conclusion
Although reﬂective practice has become recognized as one of the deﬁning features of professional
competence in many professions including the education profession in general, it has not yet
being embraced by EMI policy makers nor has it impacted the professional development of EMI teachers in ways that it can (Lasagabaster and Pagèze 2017). Indeed in a recent special issue of the international review of applied linguistics in language teaching (IRAL) in 2014 on ‘English-medium
education in the global society’, although most of the articles, as McKay (2014, 228) pointed out, provided ‘valuable insights into the reasons for the establishment of English-medium programs in a
variety of countries, as well as detailed analyses of the implementation and success of these programs’, none focused on EMI teacher professional development nor how they can pursue reﬂective
practice. In this paper, I have attempted to address this void by outlining and discussing how EMI
teachers can pursue professional development through reﬂective practice and I have discussed
various reﬂective tools EMI teachers can use to facilitate their reﬂections so that they closely
examine their classroom practices. As Lasagabaster and Pagèze (2017, 307) have remarked, professional development for EMI has to provide teachers with the tools for clearly identiﬁed EMI classroom practice’. Given the rapid expansion of EMI globally and the ever changing roles of EMI teachers
(Dearden 2015; Doiz and Lasagabaster 2018), it becomes even more crucial for EMI teachers to
engage in reﬂective practice so that they can continue to develop the resourcefulness and resilience
to face inevitable future challenges and changes in English-medium instruction. I am hoping as a
result of this paper that EMI teachers will further develop their teaching so that they provide more
opportunities for their students to learn.
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