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As Japanese universities establish English-medium instruction (EMI) programs, EFL instructors are be-
ing asked to convert their content-based instruction (CBI) English classes into subject-matter courses
taught in English for Japanese and international students. This paper presents a framework to imple-
ment this conversion based on five elements derived from the internationalization of higher educa-
tion literature: curriculum, pedagogy, interaction, content/language, and assessment. After describing
these elements we give two examples showing how the framework can be used. The original course
was an EFL CBI course about Kyoto for Japanese students, emphasizing reading and presentation
skills. This was converted using the framework first into a short-term Kyoto studies course for interna-
tional and Japanese students, and then into Business and Society in Kyoto, a course in an EMI depart-
ment. We conclude with some considerations regarding the role of EFL teachers in EMI programs.
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speaking countries is the establishment of English-medium instruction (EMI) programs,

and Japan is no exception (Brown, 2014). These programs differ from content-based
language instruction (CBI) in that their focus is on content learning. Language learning outcomes
are a secondary priority, if they are considered at all. To staff these EMI programs, universities are
hiring lecturers from overseas as well as recruiting Japanese faculty in various disciplines who are
proficient in English. Further, international faculty members, hired originally to teach EFL to Japa-
nese students, are being asked to convert their EFL CBI courses into subject-matter courses for EMI
programs.

o NE ASPECT of the internationalization of higher education institutions in non-English-

This paper provides a framework to assist EFL teachers facing this situation to convert their
CBI courses into content courses for international students. Drawing on the literature of higher
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education internationalization, the authors isolated five elements

essential for course (re)design: curriculum, pedagogy, interaction,

content/language, and assessment. We first describe these five ele-
ments and then provide two examples illustrating how the frame-
work can be used in practice.

Description of the Framework

The framework consists of a simple grid listing the five elements es-
sential for course (re)design, with spaces for considering the require-
ments or conditions under which the course must be taught, and
what action needs to be taken for each element (Figure 1). Following
is a brief explanation of each element.

Requirements/

. Action
Conditions

Element

Curriculum
Pedagogy
Interaction
Content/Language
Assessment

Figure 1. Framework for converting CBI courses for international
programs.

Curriculum

Internationalization of the curriculum is “the incorporation of an
intercultural and international dimension into the content of the
curriculum as well as the teaching and learning processes and sup-
port services of a program of study” (Leask, 2009, p. 209). The first
step in incorporating this “dimension” into one’s own course is to
learn just what your institution’s principles of curriculum interna-
tionalization are. These may be found in the university’s mission
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statement or president’s message, or in statements of the qualities
or attributes expected of students after completing their university
education. These statements may include not only generic quali-
ties such as “demonstrates knowledge of other cultures” (Green &
Schoenberg, 20006, p. 2) but also “value-laden” attributes (Haigh &
Clifford, 2010, “Values in Higher Education,” para. 1) relating to
social justice, environmental sustainability, and even understanding
“the nonuniversality of culture, religion, and values” (Olsen, Green,
& Hill, 2006, p. 87).

Pedagogy

Internationalization of the curriculum provides “opportunities for
creating a new kind of teaching and learning in universities and for
the rethinking of pedagogies” (Sancho, 2008, p. 260). Furthermore,
“the shift from L1 to EML...usually requires an adaptation of the
teaching methodology” (Cots, 2012, p. 117). The literature favors
some form of student-centered learning. For example, Leask and
Wallace (2011) argued that with international students the “large
lecture format . . . is not conducive to active learning” and recom-
mended instead “small group learning opportunities such as the
tutorial” (p. 31). As a rule, international education “involves a clash
between different learning traditions” (Tange, 2010, p. 145). How-
ever, when all of the students in the EMI program are domestic, as is
often the case in Japan, there is no “clash” and less need or incentive
to change teaching methodology.

Interaction

Most teachers would agree that “classroom diversity and interac-
tion among students from ethnically diverse backgrounds can have
a positive effect on learning outcomes” (Arkoudis & Baik, 2014, p.
52) and that “group work is vitally important in an internationalized
curriculum” (Leask, 2008, p. 21). There is even research suggesting
that multicultural groups display better performance than those
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that are culturally homogeneous (Strauss, U, & Young, 2011, p. 815).
However, facilitating peer interaction in classes with students from
a variety of cultures and language backgrounds is not easy; “merely
placing students in mixed culture groups to work on unstructured
tasks unrelated to the exploration and sharing of cultural and
national perspectives is unlikely to result in the development of
international or intercultural perspectives” (Leask, 2012, p. 70).

The desired interaction can be achieved through two actions on
the instructor’s part: direct intervention and task design. One exam-
ple of intervention would be assigning students to pairs or groups
at random and frequently reshuffling group membership; this
prevents students from forming groups based on their national/cul-
tural backgrounds. Concerning task design, Leask (2009) suggests
tasks be “structured in such a way that they cannot be successfully
completed without a meaningful exchange of cultural information,”
adding that the “activities must have meaning within the context
of the course and students should not be able to complete [them]
unless they engage with cultural others” (p. 211). With careful task
design and an interventionist pedagogy, instructors can bring out
the full potential of EMI classes.

Content/Language

The framework described in this paper is meant to be applied to
content (subject-matter) courses, not English language courses.
However, in many non-English speaking countries, EMI programs
are primarily for the home students; as Brown says (concerning Ja-
pan), “the EMI programmes’ main target seems to be domestic stu-
dents” (2014, p. 57). In such cases there is concern over the students
ability to grasp the subject matter when taught in English, and
methodologies such as Content and Language Integrated Learn-
ing (CLIL) are used (e.g., lyobe, Brown, & Coulson, 2011). Whether
or not English language instruction is part of the course syllabus
will be determined by the curriculum; it usually is not a matter for
individual teachers to decide.

>
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Even if English language instruction is not a course aim, there are
other language-related issues in EMI content courses. When the
students come from many different countries, English serves as the
lingua franca. In practice, however, the students’ English language
ability may vary widely from highly proficient to weak. Also, to
complicate matters, some students may use a dialect or variety of
English that is not readily intelligible to the others. Researchers of
English as a lingua franca (ELF) situations argue that “ELF speakers
are not considered merely learners striving to conform to native-
speaker norms but primarily users of the language, where the main
consideration is not formal correctness but functional effectiveness”
(Hiilmbauer, Bohringer, & Seidlhofer, 2008, p. 28); they com-
municate successfully among themselves by use of “cooperation,
accommodation and simplification strategies, the ability to signal
non-understanding in a face-saving way, lingua-cultural awareness
and open-mindedness towards innovative linguistic forms” (p. 33).
How successful the communication in classroom discussions or
presentations is, and what the teacher decides to do about it, are the
crucial points.

Assessment

In any content course instructors want to assess how well the
students have learned the relevant knowledge and skills covered by
the syllabus. If improvement in English skills has been a course goal,
that also must be tested. Finally, if the institution, the discipline, or
both have adopted an internationalized curriculum, how well the
students have become “internationalized” must be assessed as well.
Testing of content should be done in such a way as to eliminate any
bias caused by the students’ different varieties of English and vary-
ing levels of English proficiency; testing improvement in English
language skills must be done considering the students’ various
English levels (including “near native”) at the start of the course.
Concerning improvement in the students’ global outlook, much
work has been done on defining the constructs of “internationaliza-
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tion,” “global learning,” and so on, and how they may be tested (e.g.,
Olsen et al., 20006). Even so, given that “intercultural awareness .

.. pertains fundamentally to meaning-making” (Scarino, 2011, p.
2606), this construct does not lend itself easily to assessment, “whose
dominant paradigm lacks a discourse which acknowledges that the
meanings that an individual may believe to be invariant are, in fact,
subject to variable understanding” (p. 267). Recommended methods
for assessment include open-ended tasks, portfolios, interviews, es-
says, journals, and so on (Olsen et al., 20006; Scarino, 2011, p. 267).

Using the Framework to Redesign a Course: Two
Examples

The Original Course

The original course taught by one of the authors was a CBI course
on Kyoto studies in an EFL program at Doshisha Women’s College
(DWC). This 1-year course for 3rd-year native speakers of Japanese
provided an overview of Kyoto’s history and culture. The course
focus was on improving students’ English language skills while
learning about Kyoto. Students practiced specific English language
skills and 80% of the time was spent on pair or group work. This
course is described in detail in Pallos, Fujiwara, Carty, and Garafalo
(2008); details of the original and the two redesigned courses can be
found in Carty (in press). How the framework was used to convert
the original EFL-CBI course into one suitable for an EMI program is
shown below.

Kyoto Studies for a Japanese Studies Program

The DWC Japanese Studies Program is a 12-week EMI program of
Japanese language and culture courses for students from DWC’s
affiliated schools overseas. Kyoto Culture and History was one of
four courses offered in the Japanese Culture and Society stream.
Home students may take classes in this stream for credit; however,
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they need at least a 500 on the TOEFL paper test and must pass an
interview. As a result, approximately half of the class members were
visiting students from English-speaking countries and the other half
were Japanese native-speaker home students. Therefore, the origi-
nal CBI course had to be converted to an EMI-type course in which
content became the main focus.

Curriculum

Requirements/Conditions: DWC’s educational philosophy places a
strong emphasis on “internationalism” and “international educa-
tion” (Doshisha Women’s College, 2011). There was no direct
instruction from the administration about specific outcomes for
students’ global awareness; however, it was quite clear that a high
level of attention was given to this exchange program. From this

it was inferred that visiting students should have a challenging
academic experience while home students should be able to benefit
from the experience of taking a class with native speakers.

Action: The course was made more academically challenging for
visiting students; at the same time, it was made accessible for the
home students. Further, the assignments took advantage of the new
international dynamic by directing the students to compare their
cultural backgrounds.

Pedagogy

Requirements/Conditions: In the EMI environment the focus was no
longer on language skills practice although there were still many
questions about language and meaning. The main challenge of this
class was how to balance the needs and skills of the students, half of
whom were L2 and half L1. What percent of the class should be lec-
ture and what percent communicative, student-centered learning?

Action: The communicative-style classroom was retained although
the percentage of lecture time did increase to about 30%. The key
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point was that the L2 students would have had difficulty with more
than 10 minutes of lecturing; they could ask questions and discuss
homework assignments more comfortably in pairs or small group
work. The L1 students could also benefit from interacting with
home students in that they could ask them specific questions about
Japanese culture during small group discussions.

Interaction

Requirements/Conditions: The requirement here was to unite the L1
and L2 groups. To promote peer interaction, an environment must
be established in which the students can bond easily. As mentioned
above, an international group in and of itself is not enough to
develop a global perspective. International students and home stu-
dents do not spontaneously mix, they prefer to stay in monocultural
groups (Arkoudis & Baik, 2014). Thus, it was necessary to pair an
international student with a home student and establish a system to
rotate partners each week. In addition, activities needed to be care-
fully structured to promote intercultural skills.

Action: In the first class, the midterm poster project was introduced
and explained. Home students had to pair with visiting students,
then visit a museum in Kyoto with their partner and interview

some visitors and at least one person on the staff. They had to work
together on the poster and the presentation. This type of project
required a meaningful interaction of cultural information. The
specific strengths of each group were necessary to make this project
a success. Such task-based learning has made strong connections
among the students; student feedback on this project has been over-
whelmingly positive.

Content/Language

Requirements/Conditions: The presence of L1 speakers led to a sig-
nificant increase of content from the first version (CBI) of the Kyoto
studies course. In addition, there was also a dramatic reduction in
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English language practice activities. The main challenge here was
balancing the different levels of English between the L1 and L2
students and making sure students were able to communicate ef-
fectively with each other. The L2 students were similar in skills but
differed slightly in confidence levels.

Action: To ensure that discussions were effective, two points were
stressed in the first class and continually repeated. The home
students were reminded to ask for repetition and check that they
had understood. Visiting students were reminded to moderate their
language, especially speed and difficult idioms. They should repeat
key phrases, paraphrase, and avoid dominating the conversation.
These accommodation, cooperation, and simplification skills are
essential for effective communication. In this EMI environment, an
ELF approach to nonstandard language was adopted; as long as the
meaning was clear, no correction was offered.

Assessment

Requirements/Conditions: The challenge for assessment was that
English language proficiency varied greatly between the home and
visiting students. The solution was to use assessment activities that
promoted discussion and an active engagement with the content.
Improvement of English was not a course goal and so was not
graded.

Action: Nearly half the grade was based on answers to homework
and discussion questions. Students had three chances to find the
answers: (a) reading the text, (b) asking a partner in group discus-
sions, and (c) asking the teacher or listening to the teacher’s lecture.
This promoted a class that worked together to find answers: No
matter their level of English, students could show their involve-
ment with the material. The other half of the grade was based on a
midterm poster presentation done with a partner and a final paper.
This final paper allowed students to research one aspect of Kyoto
culture deeply.
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Kyoto Studies in an International Department

The third version of the Kyoto studies course was made for the
International Liberal Arts (ILA) Institute at Doshisha University, an
English-medium instruction institute. ILA was established to satisfy
Ministry of Education, Culture, Sports, Science, and Technology
(MEXT) guidelines to increase the number of international students
at Global 30 universities. (Global 30 was one of several Japanese
government programs that provided funds to selected universities
to promote their internationalization; Ishikawa, 2011). The course,
Kyoto Business and Society, was in the business cluster of the ILA
Institute. The students came from many countries and language
backgrounds, including Japanese. The students’ English levels were
mainly fluent, near fluent, or advanced (TOEFL iBT 80 or above).
This was an elective class and students from all years took part. The
main goal was to understand the sources and roles of some major
business elements of contemporary Kyoto society.

Curriculum

Requirements/Conditions: The instructor was told to make the class
academic. Because Doshisha was an initial member of the Global 30
universities, there was strong encouragement to prepare students
for an increasingly global world.

Action: Academic readings were assigned that covered the social and
business aspects of Kyoto. These articles focused on the economic
effects of certain events in history, such as the effect of the opening
of trade in the Meiji period on the textile industry. The classes cov-
ered companies in various fields such as technology and education.
Students were asked to explain the circumstances in their home
countries related to the week’s topic; in this way, students acquired
knowledge of the situations in a variety of countries.
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Pedagogy

Requirements/Conditions: The primary concern was to make sure the
students communicated with each other and shared ideas. The chal-
lenge for the instructor was to make full use of the mix of ethnic
and language backgrounds in the class.

Action: A lecture-style class would not optimize this precious
resource so there was a limit on lecture time and most time was
spent on discussion. Students did the readings for homework and
discussed the answers in class with classmates.

Interaction

Requirements/Conditions: The literature and personal experience
have shown that if specific activities are not created, international
and home students tend not to mix and share their backgrounds.

Action: The key was to select the right questions. For example, we
discussed textiles and their significant role in Kyoto’s history, but we
also discussed traditional dress. Students were asked if their country
had traditional clothing, and if it was flourishing or disappearing

in this global world of multinational clothing companies such as
Uniglo and the Gap. For each topic, there were questions that al-
lowed students to share their background and unique knowledge
with classmates.

Content/Language

Requirements/Conditions: This class was composed of upper inter-
mediate to native English language speakers with a great variety of
English styles and accents. The main goals were to focus on content,
take advantage of the international background of the class, and
create an environment in which a global perspective could develop
among students.

Action: In this class the focus was almost all on content. Perfor-
mance errors in English were not corrected but when there was
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a breakdown in communication, students were encouraged to
rephrase the statement or question. In their groups, speakers were
instructed to make sure they spoke clearly and listeners were asked
to check when they had a problem understanding. 1t was very
important to give immediate feedback when communication failed.
The instructor used worksheets and guidelines throughout the term
to make sure students were using these accommodation strategies.

Assessment

Requirements/Conditions: The students had different varieties as

well as various levels of English. An assessment tool was needed
that could measure their understanding of the readings, encourage
them to make connections between the readings and their lives, and
promote the sharing of ideas.

Action: The final grade was based on weekly homework questions
on the readings, a midterm presentation, and a final presentation.
Each of these required sharing information and active discussion.
For the homework questions, students were encouraged to find
answers from not only the readings but also classroom discussion.
Moreover, they were strongly encouraged to draw connections be-
tween their backgrounds and personal experiences and the assigned
texts. By thinking about, listening to, and discussing various ethnic
and cultural backgrounds, students developed a more international
outlook.

Conclusion

As EMI programs become more common in Japan, EFL instructors
increasingly are being asked to offer content courses under these
new conditions (Brown & lyobe, 2014). The framework and exam-
ples presented above will help EFL instructors to redesign their CBI
courses for Japanese students learning English into EMI courses

for Japanese and international students studying a given subject
matter. Some readers might object that the framework ignores an
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important element: the instructor’s expertise or qualifications to
teach a content course. It has been our experience in Japan that EFL
instructors who choose (or are chosen) to teach CBI courses have
some expertise in the subject, such as an undergraduate major or
minor, or perhaps extensive private study. Of course, this expertise
cannot be compared to the qualifications of a discipline specialist
with an advanced degree and publications in the field. That said,
faculty with doctorates in the disciplines often have not studied
teaching methods. Asked to teach international students in English,
they find themselves in need of training to do so (Leask & Beelen,
2009). On the other hand, EFL instructors are likely to have had
training in pedagogy and be well equipped to handle the difficult
pedagogical problems of EMI classrooms described above. In this
sense the students in EMI programs may benefit greatly from the
redesigned courses taught by EFL instructors.
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