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Foreword

English has become the most important and widespread language of instruction
across the higher education landscape, as universities push to internationalise and to
compete in the global higher education market through facilitating student and staff
mobility. Since the turn of the millennium, there has been exponential growth in
English-medium academic instruction in non-Anglophone settings, where more and
more universities now offer degree programmes taught wholly or partly in English
for home, international and exchange students or where universities from
Anglophone countries have set up transnational overseas campuses operating
entirely in English. At the same time, universities in Anglophone countries seek to
attract increasing numbers of international students from a variety of linguistic and
cultural backgrounds who clearly need to possess the competencies to cope with
academic and daily life in English. Understandably, the ubiquitous presence of
English across higher education today gives rise to much critical debate pertaining
to issues such as entry requirements, assessment, standards, varieties, academic lit-
eracies, resources and support where students’ English language skills are con-
cerned (for detailed discussion, see Murray 2016).

Whatever the complex outcomes of such debate across the internationalised
higher education landscape, university teachers (whether we teach academic con-
tent, English skills or both) face a fundamental pedagogical and ethical concern.
This concern is to nurture our own students’ capacities to engage effectively with
their academic and professional discipline areas through English and their capaci-
ties to continue developing their skills and knowledge (including English skills and
knowledge) in response to changing needs and circumstances in the future. In other
words, we have a pedagogical responsibility not simply to teach content or language
or to make academic content linguistically accessible but more importantly to stim-
ulate the attitude of mind, ways of thinking and ‘will and skill’ (McCombs and
Marzano 1990) needed for students to be able to take meaningful charge of their
own learning now and into their future personal and professional lives. These are the
core pedagogical concerns under focus in this volume, framed in terms of four
essential competencies of critical thinking, creativity, autonomy and motivation.
What is perhaps striking about these competencies is that they clearly have relevance
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beyond English-medium academic instruction, or rather they have relevance for
students in all categories, regardless of whether English is an additionally acquired
language for them or not. These are essential competencies for effective personal
engagement in academic studies in all contexts. This means that, if students who
have acquired English as an additional language are enabled to develop these essen-
tial and transferable competencies, they will be cognitively and motivationally
advantaged (rather than linguistically disadvantaged) in the quality of their learning
and academic engagement in English-medium university settings.

Viewed in this light, the theoretical and pedagogical insights contained in this
collection have potentially significant implications for our practice as teachers in
English-medium universities and, through us, for the quality of learning that all our
students experience and achieve.

Sources Cited

McCombs, B., & Marzano, R. J. (1990). Putting the self in self-regulated learning: The self as
agent in integrating will and skill. Educational Psychologist, 25, 51-69.

Murray, N. (2016). Standards of English in higher education: Issues, challenges and strategies.
Cambridge: Cambridge University Press.

University of Warwick Ema Ushioda
Coventry, UK
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Abstract This introductory chapter states the motivation underlying the present
volume, describes its goals and structure, and examines the challenges posed by the
Bologna Process with regard to the encouragement of lifelong competencies in
English-medium instruction within the European Higher Education Area. In addi-
tion, the editors justify their choice of critical thinking, creativity, learner autonomy
and motivation as essential competencies, highlight their interconnection, and
explain the educational premises that bind the collection together, which is intended
to inform and inspire not only European lecturers, but also university teachers all
over the world. Finally, the implications of fostering lifelong competencies in
English as a second language or lingua franca are discussed. These include, along
with linguistic proficiency, mastering the genres and discourses of the discipline and
their associated stylistic conventions and rhetorical variants, as well as method-
ological changes for ensuring interactive learning and making language more salient
that when teaching in the first language. Lastly, a closing reflection on pedagogical
options and dilemmas is provided.
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launched their Recommendation for key lifelong learning competences* in 2000, yet
many university teachers have been at a loss as to zow to promote such key compe-
tencies in the classroom. This change in paradigm, furthered through the ongoing
implementation of the Bologna Declaration (1999) in most European countries, has
come at a time when the pressure to teach in English to encourage student mobility
and raise the prestige of our institutions has also placed increasing demands on
university teachers. The challenge is thus often a double one: we need to update our
teaching methodology, and we need to do this in English. It is therefore important
to gain a deeper understanding of what teaching competencies means, while also
integrating this into the perspective of English-medium instruction (hereafter EMI)?
in higher education. If we start by examining the European Recommendation, one
of the first things that might strike us is the flexible, cross-disciplinary and transfer-
able nature of those competencies, and also certain areas of overlap that mainly
concern creativity, critical thinking, motivation and autonomy. This amalgam of
‘knowledge, skills and attitudes appropriate to the context’ (European Parliament
and the Council 2006) is essential to achieving personal fulfillment and develop-
ment, social inclusion, active citizenship and employability.

The European Reference Framework proposed by the European Union (European
Parliament and the Council 2006) speaks of the ability to interpret concepts,
thoughts, opinions, feelings and intercultural nuances when referring to the compe-
tencies needed to communicate in the mother tongue and in a foreign language, of
problem-solving as a basic aspect of the mathematical, scientific and technological
competencies, and of a critical use of information in the exercise of digital prowess.
It also mentions being able to motivate oneself and regulate one’s own learning
process to become a proficient learner, the creative transmission of ideas, experi-
ences and emotions to become culturally aware and articulate, and the need for
creativity, innovation and risk-taking to acquire a sense of initiative and entrepre-
neurship. In sum, the four competencies dealt with in this volume provide the foun-
dations for the ‘education for the future’ enunciated by Delors et al. (1996): learning
to know, to do, to live together and with others, to be, and to learn. Within this
framework, we aim to gather and disseminate concrete and visible lines of peda-
gogical action to stimulate creativity, critical thinking, autonomy and motivation in
higher education, going one step beyond the general guidelines provided by
renowned educational scholars such as Bain (2006), Cowan (2006) or Hattie (2012).

A second reason for publishing this collection is that we do not want to confine
our scope to Europe but rather turn our gaze to the experiences, knowledge and
proposals of colleagues from other continents. Although most of our authors are

2The European Reference Framework (European Parliament and the Council 2006) defines in its
Annex eight key competences to be pursued throughout life in order to keep learning over one’s
lifetime: communication in the mother tongue, communication in foreign languages, mathematical
competence and basic competences in science and technology, digital competence, social and civic
competences, sense of initiative and entrepreneurship, cultural awareness and expression, and
learning-to-learn, which underpins all the others.

3For a more detailed definition of this concept, namely of its CBL and CLIL patterns, see footnotes
3 and 4 in this introduction.
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applied linguists who investigate language and education or teach English for aca-
demic or specific professional purposes (fields known as EAP and ESP), we think
that their expertise may also inspire content instructors, encourage reflection on
classroom practices and open up fresh avenues for research. This volume is intended
to clarify and refine notions, expose false myths, update readers with recent advances
in the state-of-the-art, and share classroom strategies, suggestions, tools and find-
ings related to each of the four competencies addressed, which have traditionally
either been taken for granted (i.e. taught or learnt intuitively) or tackled separately,
theoretically and under a monocultural perspective.

1 The Spirit of this Initiative and its Contributions

To integrate theory and practice we have organized the work into four sections, each
devoted to one of the four competencies. Each section has an introductory chapter
that explains concepts accessibly and synthetically with operational definitions,
summarizes the state of the art and indicates current sites of debate. This is followed
by three or four ‘practitioner chapters’ written by teachers and scholars from differ-
ent cultures and higher education contexts, which provide guidance, effective pro-
cedures or cutting-edge research for English-medium university teaching. Our point
of departure brings together a series of premises: the conception of teaching and
learning as holistic, dialogic, supportive, collaborative and inherently creative pro-
cesses (Hattie 2012; DeZutter 2011), which are learner- and community-centred
and have to be negotiated between teachers and students and reflected upon (Cowan
2006) by both collectivities so as to take action. Like Bain (2006), we believe that
knowledge is not received or transmitted one-way but co-constructed, and following
Feynman (2000) and Hattie (2012), we hold that, in addition to being evaluators and
facilitators, we teachers are activators of change who can increase activity and trans-
form habits of thought and mental attitudes.

Pursuing this objective, we should foster collaborative environments and diverse
learning experiences, devise task structures rather than tell, and flee the hackneyed
metaphors of ‘the sage on the stage’ and ‘teaching as performance’, according to
which students are assigned the passive role of ‘audience’ and not of ‘fellow ensem-
ble’ in what Sawyer (2004) terms the ‘classroom choreography’. Another assump-
tion we adopt is that there are multiple ways of knowing (i.e. verbal, visual and
multimedia channels), interacting (i.e. stories, sample cases, conflict or problem
solving, deep reasoning, etc.), and practising (i.e. opportunities that can be more or
less framed or spontaneous). Furthermore, we understand the essential competen-
cies studied here as dynamic and relative, because they vary with disciplines, con-
texts, learning media (see for example Hafner et al. this volume) and are perceived
differently through the teachers’ or the students’ lenses (see Cremin, this volume).
All in all, the philosophy running through this chapter compilation is that teaching
and learning may be improvisational as well as structured, and along these lines we
endorse and try to elaborate on Sawyer’s (2004, 2011) thesis that what makes good
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teachers great is ‘disciplined improvisation’, and illustrate our attempt with a range
of initiatives, empirical findings and teaching instances.

A last premise is that none of the competencies occurs in a vacuum: as we per-
ceived in the European Council’s recommendation, and have also learnt from a
number of researchers, they are intertwined and feed into one another in a circular
relationship. Motivation, for one, is a component of creativity (Sternberg and Lubart
1995), which requires a favourable environment with obstacles to surmount, and a
threshold level of analytical ability to recognize challenges and evaluate the feasi-
bility, applicability and efficacy of solutions (Renzulli 1986). In turn, thinking cre-
atively does motivate learners (Amabile 1997), while it also requires autonomy and
a willingness to reject conformity and stand up independently for one’s unconven-
tional ideas (Simonton 2003). Likewise, by means of critical thinking we create a
mental map of reality (Leicester 2010), which can help us gain autonomy and con-
sequently motivation: originality and imagination are traits of critical thinking
(Leicester 2010; Moore 2011), which involves envisaging alternatives and imagin-
ing or predicting what situations might be like. Conversely, creativity cannot exist
without the active intervention of the ‘triarchic mind’ (Sternberg 1988) — that is, the
analytical, synthetic and practical processing elements of intelligence that enable us
to obtain information, make decisions and adapt to the world. In fact, many a scholar
has emphasized the link between creativity and critical thinking in educational
models and frameworks: as early as the 1950s, Guilford (1956) theorized that cre-
ativity comprises reasoning in general, problem finding and solving, evaluation, and
other factors such as fluency (the ability to spark a large number of ideas), flexibility
(the ability to make connections between unrelated concepts), originality (the abil-
ity to make unique contributions), and categorization (the ability to group ideas
together or separate them). Fredericks (2005) adds to this list the concept of ‘elabo-
ration’, whereby we are able to manipulate an idea and work on it until it is well
formed. Recently, it has been argued (Sawyer 2011) that creativity does not end
with the fully formed idea but must include its implementation as well. Creative or
divergent thinking, it seems, is a subset of critical thinking (Halpern 2010) and actu-
ally much literature on critical thought includes chapters on thinking creatively.
Innovative approaches today, therefore, involve their joint introduction in curricula
(Fairweather and Cramond 2010) and explicit instruction, because nowadays “stu-
dents need permission and directions to be creative” (Halpern 2010, p. 391) and
creativity is simultaneously a ‘habit’ of the mind and ‘a matter of ability’ (Sternberg
2010, p. 412). This intersection of creative and critical thinking, called by Craft
(2010, p. 295) ‘possibility thinking’, is a space of conjecture shared by teachers and
students, and embraces question-posing, exploration, connection-making, imagina-
tion, evaluation, risk-taking, and critical reflection. We wanted the contents of this
volume to evolve precisely from this intersection, with critical thinking as the gov-
erning competency that alerts us to the need to be creative and autonomous and
motivate ourselves, evaluates our plans and performances as creative, autonomous,
motivating or critical, and is in itself a critical act that may motivate and confer
autonomy. Hence, it is introduced first.

Whereas a great deal of critical thinking syllabi and materials are focused on
questioning, reflection and rational argumentation (i.e. the distinction between
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types of arguments and the detection, through reflective scepticism, of argumenta-
tive fallacies, biased reasoning, hidden agendas and implicit assumptions), few aim
at self-reflectivity and stance-taking — that is to say, at meta-reflection or ‘thinking
about thinking’, decision-making and the construction of one’s own point of view,
judgement and the extrapolation of elements and aspects to other texts and contexts.
Arguments appear to be the ultimate purpose of critical thinking, when in fact they
should be just one more ‘means of inquiry’ (Weston 2009, p. xi). In our first section,
Tim Moore’s overview clearly delimits the multiplicity of abilities encompassed by
critical thinking and makes the case for a ‘transdisciplinary pedagogy’ to seek criti-
cal thinking connections across disciplines. This approach, already outlined in his
2011 monograph Critical thinking and language, is intermediate between the gen-
eralist and the discourse-based specifist visions taught so far. Moore urges us to see
critical thinking commonalities as part of a ‘larger whole’ or bigger picture that
brings together different strands of knowledge, and notes the multifarious nature of
the concept (there is no unitary definition), its variability, and the importance of
background knowledge. Further, he distinguishes between teaching the competency
in pre-tertiary and concurrent EAP contexts, the latter more suited for disciplinary
task-based methodologies, and profiles three chief foci: skills, ethics, and evaluative
language.

The three practitioner chapters following combine the skills and language-of-
evaluation outlooks and are embedded in disciplinary instruction, particularly in
science popularizations, business and technology, and foreign language acquisition,
although they could be easily adaptable to generalist teaching and learning alike.
The contributions by Ruth Breeze and David Rear facilitate strategy maps for ques-
tioning reflection. Breeze’s procedure serves to hone students’ intercultural aware-
ness, and with it their concept of an audience, through careful and sensitive writing
(i.e. reorganizing and reformulating local information according to the needs of a
broader readership) and establishes routines to question the validity of strategies via
peer feedback. Similarly, Rear’s six-step training for debate builds on interpretation
and analysis, evaluation, inference, explanation and self-regulation, through which
students appraise the strengths and weaknesses in their performances. This six-step
roadmap not only provides a taxonomy of skills to explicitly help students know
what critical thinking entails, but also underscores the language skills inherent in
each of them, so often underestimated in discussions by non-native students, as an
integral part of critical thought. The section concludes precisely with the reverse
approach: a linguistic orientation that unfolds several thinking skills to interpret and
appropriately choose certain lexicogrammatical items - indexicals. Francis
Cornish’s concern is to improve the metadiscursive awareness of non-native speak-
ers of English and assist them in decoding and encoding indexical references (i.e.
deixis, anadeixis and anaphora). With this target in mind he provides a set of stan-
dard guidelines for non-literary genres, grounded in the distinction between ‘text’,
‘context’ and ‘discourse’ and pivoting around the discernment of a text’s rhetorical
superstructure, discourse structure and topic chains. His model departs from previ-
ous textualist views and regards discourse — inevitably rooted in context — as the
central factor for making meaning, above textual coherence or cohesion. This valu-
able study expands the horizons of critical thinking as it suggests fascinating
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research into multiculturality (the lower or higher tolerance of indexical ambiguity
displayed by a given language or register, be it a sociolect, technolect, dialect or
jargon) and issues of misinterpretation, manipulation and social control due to
indexical fuzziness.

In his opening chapter to the next section, dedicated to creativity, Alan Maley
introduces this competency by examining its features, providing strategies to
encourage it, and suggesting untapped areas and feeder fields worthy of exploration.
He additionally underlines the impact of creativity in class management, motiva-
tion, the use of space and time, and learning outside the classroom, and points to
changes in content perspective, classroom habits, teaching style and pace, and the
re-exploration of traditional practices as potential sites of creative action. In her
practitioner chapter, Teresa Cremin highlights the difference between ‘teaching cre-
atively’ and ‘teaching for creativity’, two closely related undertakings that are not
always coincident, although fostering creativity tends to be accomplished creatively.
She reminds us of the major types of creativity (historical, every-day, personal and
professional), stresses the importance of knowledge, and contrasts the students’
views on creativity with those of lecturers, replacing the ‘sage on the stage’ and
‘guide on the side’ images of teaching by a ‘meddlers in the middle’ attitude. The
next three chapters turn to digital technologies and a variety of tasks to enhance
creative learning: Christoph A. Hafner, Lindsay Miller and Connie Kwai Fun Ng
apply scientific documentary-making to an ESP course at a university in Hong Kong
and spur students’ creativity to arouse in them sensitivity to audience and meta-
reflection through the use of two distinct genres and channels: the multimodal video
and the written report, whose respective affordances demand different degrees of
creativity according to the learners’ perceptions. Lastly, the corpus-based empirical
research conducted by Marija Milojkovic and Bill Louw at the University of
Belgrade closes the section. It probes lexico-grammatical collocational creativity
drawing on the philosophical principles of the Vienna Circle to scrutinize the per-
formance of native and non-native English-speaking students, and identifies three
mechanisms of deviation from the native norm, namely the existence of prospec-
tion, the frequency of reference lexical collocates and semantic prosody.

The concept of learner autonomy has been central to debates on higher education
since the 1960s, but has gathered momentum in the last 10 years. As the European
Recommendation emphasizes, since universities aim to prepare learners for life,
they should equip students to take control of their own lifelong learning process. To
do this, universities need to foster not only academic and intellectual competencies,
but also personal and interpersonal skills. The section on autonomy sets out the
theoretical background as it relates to English-medium higher education, and pro-
vides stimulating examples of how this objective can be operationalized. Starting
from the specific field of language learning, David Little’s introductory chapter
traces how the interest in promoting learner autonomy dates back to influential work
by Holec in the 1970s and 1980s (Holec 1981). Holec argued that if learners them-
selves were able to determine the content of language learning and set their own
goals, their learning would be at once more meaningful and more effective. However,
the ability to take charge of one’s own learning is not innate, but must be fostered by
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the educational system by restructuring our students’ experience so that they gradu-
ally take greater responsibility for their own progress. At the same time, other
visions of autonomy were developing that presented very different dynamics.
Famously, Dam’s work with teenage students showed how the teacher plays an
important role in guiding students and managing the learning environment, and also
underlined the vital role of interaction with other learners (Dam 1995). Little argues
that the principles at work in autonomous language learning at different levels can
be successfully applied to English medium instruction, providing such programmes
are redesigned to take account of the role of language and the needs of learners.

The practical chapters in this section amply demonstrate the different ways in
which university EMI programmes can promote learner autonomy in language
learning. The first three practical chapters look in detail at specific projects designed
to foster autonomy, one based on class projects, the others on distance learning
platforms. Miriam Symon’s chapter documents how carefully structured group
projects can be used to promote language and tranversal skills in different subject
areas. Teachers must organize these projects carefully to ensure that appropriate
guidance and support are available, but should then act as facilitators, allowing stu-
dents to take control of their own work. The role of the teacher in accompanying
students is fundamental in helping them to develop their own learning approaches.
She concludes that control needs to be transferred to students, but that the learning
experience will be shaped by an ongoing process of negotiation. Teachers, too, need
to monitor their own actions and reconsider the strategies that they use. In her chap-
ter, Elisabet Arné considers learner autonomy in the context of distance learning,
centring her attention on how students manage their tasks in such settings, what
strategies they use, and to what extent they reflect on their language learning pro-
cess. She notes that students take an active role in steering and monitoring activities,
and that collaboration appears to play an important role in developing autonomy in
this setting. Students not only deploy a wide range of strategies to carry out the
tasks, but they also create a sense of community at a distance, and reflect on their
own learning. The chapter by Kenneth Ong and Sujata S. Kathpalia focuses on the
way learners interact in order to learn in online settings. Their empirical study of
online knowledge construction in multi-party quasi-synchronous chat illustrates
how argumentation influences floor management, and sheds light on four interre-
lated dimensions of collaborative learning: participation, argumentation, and the
epistemic and social dimensions. They propose ways in which students can be
helped to manage the ‘floor’ in online discussion, to ensure optimal autonomous
learning experiences.

The last two chapters in this section explore the introduction of a more autono-
mous learning paradigm in traditional university contexts in Algeria and Spain, and
look at the way teachers and students respond to this change. In her study based on
interviews with Algerian university teachers, Faiza Bensemmane explains the vari-
ous issues that arise as teachers attempt to change the paradigm, not least the ques-
tion of student expectations concerning the authoritative role of the teacher, and the
need for reflexive practice and peer support. To meet these challenges, she suggests
that teachers themselves should try to develop greater autonomy: an autonomous
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teacher has the capacity to transform the reality in which she or he lives, rather than
reproducing the system he or she has inherited. The teachers she interviewed
appeared to be engaging in the co-construction of new understandings of the teach-
ing and learning processes, and thereby building a greater shared awareness of the
need to promote autonomy. Finally, in a transitional chapter between this section
and the next, bridging the notions and practices of autonomy and motivation, Ruth
Wilkinson describes a project intended to help learners take greater responsibility
for their own learning. The measures she introduces include: self-assessment and
goal-setting, choice of learning materials, peer-review of written and oral work,
peer instruction, and the use of a learning-to-learn portfolio, as well as periodic,
structured reflections. She finds that the choice of learning materials proves to be
fundamental in transforming student motivation. Other aspects, such as self-
assessment, goal-setting, and reflection, are a cause of anxiety in some students, and
often require teacher support in the initial stages. She concludes that in the long
term, small moves in the direction of fostering greater autonomy will help students
build a stronger sense of agency and a more positive self-image.

The last section in this volume explores the crucial issue as to how motivation
can be enhanced and maintained in English-medium learning situations. Motivation—
defined as the energising force which drives an individual to engage in an action, put
effort into this action and maintain this effort (Dérnyei 1998) — has been amply
researched, but still presents considerable challenges to practitioners at all levels of
education. Lindy Woodrow’s introduction provides a concise overview of motiva-
tion theory in the context of language learning, from early work by Gardner in the
1950s, through self-directed and process models, to the current panorama domi-
nated by researchers such as Dornyei (Dornyei 1998; Dérnyei and Ushioda 2009;
Dérnyei et al. 2015). Development in this area can be understood as a move from a
linear view of motivation to a more complex understanding of interrelated learning
and contextual variables. Current trends take a situated approach to research into
motivation, encompassing the educational, cultural and social dimensions of lan-
guage learning and use. On the one hand, we are now aware of the power of imagi-
nation in projecting possible selves. On the other, we have seen that motivation,
rather than being a constant, is often better understood as a confluence of factors
which can spur learners on to high achievement for a specific period of time. This
leads to an increasing realisation of the importance of the ‘Directed Motivational
Current’ (DMC), defined as “a potent motivational surge that emerges from the
alignment of a number of personal, temporal and contextual factors/parameters,
creating momentum to pursue an individually defined future goal/vision that is per-
sonally significant and emotionally satisfying”, which “captures the contingent,
limited, yet powerful nature of motivation in the real world, and provides a tool for
understanding how to harness this force” (Dérnyei et al. 2014, p. 103). Such
‘currents’ need to be harnessed to engage students in effective and meaningful
learning processes in the short and medium term.

The four practical chapters in this section deal with different aspects of motiva-
tion in our target context. Fukada, Murphey, Falout and Fukuda draw on Dynamic
Systems Theory (Ellis and Larsen-Freeman 2009) to look at the development of
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student motivation over 3 years, in what they term ‘present communities of imagin-
ing’. They thus explore how L2 learners’ motivations are co-constructed socially,
while they also develop on an individual (mental) level. By investigating student moti-
vation and looping self-information back to the students themselves, these researchers
helped to create healthier ‘Socially Intelligent Dynamic Systems’ within the class-
room and student group. In their view, this reflexive procedure stimulated positive
growth in their students’ mind-time frames of English-learning motivation. It thus
helped not only to generate a more positive attitude within the classroom, but also to
project more powerful imagined future selves that spurred greater confidence and
more focused learning. In her chapter on the crucial role of authenticity in motivation,
Christine Jernigan looks at various aspects of authenticity in English medium higher
education, centring on the role of the teacher, the type of material used, and the links
forged with the world beyond the classroom. First, teachers need to build authentic
relationships with those they teach. In her view, if students perceive that their teacher
is not giving of him/herself, they are not as willing to give of themselves. Constructive
teaching builds on a genuine relationship between teacher and learners. Second, the
materials used should also reflect authenticity, though in quite a different way. The
challenges that arise when using realia in the classroom are well known, but should
not be insurmountable. Finally, the links between real-world language use and class-
room activities have to be reinforced, since the use of genuine materials and tasks
based on real-world situations is one of the most powerful motivating factors.

The final two chapters, one by Amos Paran, Fiona Hyland and Clare Bentall, and
the other by Linda Weinberg, both address the practical study of motivation, but in
very different contexts. One crucial aspect of the university teacher’s role is the
supervision of student work, particularly theses and dissertations. Paran, Hyland
and Bentall use interviews with course leaders at the University of London to inves-
tigate the way students are helped to identify, conduct and write up their research
project. Support for students was ensured through a variety of different affordances,
including the provision of taught courses on research methodology, the establish-
ment of clear time frames for different stages in the research and writing process,
the use of online platforms, and the creation of learning communities. However,
these writers stress the role of the supervisor-researcher relationship in providing
support to maintain motivation over what may be a long period of time. Supervisors
were found to have a key role in specific areas such as conceptualising the research,
focusing a broader initial idea, and designing a feasible project — areas where stu-
dent motivation is liable to flag when appropriate guidance is not available. Paran
et al. emphasize the importance of providing both academic and pastoral support,
the role of the student’s own peer community, and the need for concrete time frames.
Their multidimensional model of thesis supervision also assigns a key role to the
course leader in ensuring that structure, timing and support are appropriate to main-
tain student motivation at this decisive period in their education. Finally, in another
empirically-based study, Linda Weinberg looks at learner motivation and self-
confidence over a 4-year period in the context of a blended learning course. Although
the course challenged learner expectations in various ways, most students managed
to adapt, gradually acquiring greater independence as time passed. Their motivation
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was mainly instrumental, but there was some evidence that the ‘ideal L2 self’
(Dérnyei 2005) acted as a motivating factor. Various features of the online environ-
ment contributed positively to learner motivation and enhanced students’ ability to
work more autonomously, which boosted their sense of self-efficacy and increased
their motivation. The setting and monitoring of goals, in particular, encouraged
learners to acquire a greater degree of self-determination, which ultimately enhances
learner motivation (Ushioda 2003).

2 Fostering Essential Competencies in University EMI
Contexts: What Does It Really Mean?

The increasing numbers of courses taught through English in higher education
across Europe fall into a variety of patterns. Some, such as content-based learning
(CBL),* or content and language integrated learning (CLIL),> have a joint focus on
learning the language and studying a particular content area. The vast majority,
however, are conceptualized by their institutions as simply English Medium
Instruction, that is, imparting an area of disciplinary knowledge or a particular
series of skills through the medium of English. Arguably, even in these situations,
where the language of instruction is felt to be purely instrumental, lecturers have to
rethink their teaching methodology in order to meet the challenges of twenty-first
century higher education in contexts where English is a second language or lingua
franca. Lecturing in a second language entails acquiring proficiency in a series of
complex discursive practices that may discourage content teachers. And for the stu-
dents, it means a double cognitive challenge: that of mastering new concepts and
practices, but also that of learning the terminology of their field, its characteristic
genres and discourses, in what may be for them their second or third language. In
other words, students are supposed to assimilate the stylistic and discursive conven-
tions of their target professional community (e.g. the mitigation of scientific claims
when disseminating their own research, the expression of steps in a line of mathe-
matical reasoning, etc.) and the text types or rhetorical variants it uses. But who is
to teach all this? It has been traditionally assumed, in areas with a shared L1, that
students learn these skills and competencies by themselves, often once they are
already in the professional arena, and that it is not the content teachers’ job to teach
linguistic or communicative issues. Studies such as that of Airey (2012), about
Physics lecturers in Sweden, show that this attitude (i.e. ‘I don’t teach language”)
predominates in more than one university sector. A number of well-known CLIL

*CBL teaching is defined as teaching content in language lessons. Content is used by the teacher
as a motivational backdrop to help students acquire language (Dale and Tanner 2012, pp. 4-5).

5 According to Coyle et al. (2000), p. 1), CLIL is a dual-focus educational approach used for the
learning and teaching of both content and language, which are interwoven. Depending on the
teaching/learning goal, each may receive more or less emphasis.
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specialists,® in contrast, advocate making language and genres salient while teach-
ing content, because every teacher, consciously or not, offers students a linguistic
model, which must be as correct as possible, be it of the mother tongue or of any
other language. Basturkmen and Shackleford (2015), in particular, posit the need
for content teachers to pay special attention to ‘language-related episodes’ during
the class, to provide corrective feedback including language issues, or highlight
rhetorical sequences and social conventions that affect students’ written and spoken
expression. Teaching transversal competencies like the four studied in this book
may also underlie some of these episodes, whatever the discipline, since the feed-
back provided needs to take account, say, of the thinking skills or motivational
issues that may have a bearing on the students’ written work or class participation.

The understanding that language is instrumental to learning, and that contents
and competencies should be our priority, should in no sense distract us from the
reality that proficiency in English will often be the main factor that conditions our
students’ employability when they graduate. In most sectors, it is obvious that an
intermediate (B1) or basic conversational competence in general English does not
suffice. Of course, students need to be able to communicate on everyday topics, but
as they progress through their degree course they need increasingly to acquire pro-
fessional competence in English at a higher level (C1). Ideally, they will be able to
use different registers: one more ‘casual’, with which we greet, ask, interrupt, apol-
ogize, give orders, thank, criticize, ask for permission and opinion, propose, tell an
anecdote, agree or disagree, etc., and another more ‘formal’ to deduce, explain,
define, summarize, argue, classify, etc. (Cummins 1996). In some sense, the content
teachers in EMI situations are responsible for fostering their students’ acquisition of
the latter: they themselves use the more formal, technical language for transmitting
content. However, we would argue that content lecturers in EMI should go beyond
this, actively promoting students’ language skills and helping to socialize students
into the discourses of their target profession.

Finally, we might also think about the EMI teachers’ own language skills, and
how their competences in English will impinge on the quality of their classroom
performance. There is already a large body of research on teachers’ language in
EMI situations which clearly shows that good communication skills and a princi-
pled approach to teaching are more important than, say, native-like pronunciation.
Clarity is an indisputable must in every kind of teaching and — importantly — does
not depend only on the teacher’s command of the language of instruction, his/her
articulation, amenity, or natural tendency to digression, but on a series of
organizational measures as well. Undoubtedly, in the EMI class clarity is achieved
through careful pronunciation, strategic use of repetition, a more abundant and sig-
nificant use of pauses, trans-cultural similes and examples, and more visuals to rein-
force learning (Allison and Tauroza 1995; Crawford Camiciottoli 2005; Morell
2004), but it also results from thorough planning. If we pay special attention to

°Some of them are Lyster and Ranta (1997), Dafouz and Nifiez (2009), Airey (2012), Smit and
Dafouz (2012), Ball and Lindsay (2013), Hiittner and Smit (2014), Arn6 Macid and Manché Barés
(2015), and Basturkmen and Shackleford (2015).



12 C.S. Guinda and R. Breeze

designing lessons, to each session’s openings and closures, to marking distinctively
the transitions between sections and ideas and any topic shift, and to giving enough
examples and clarifications when we teach in our L1, we should pay all the more
attention to these aspects in EMI. The discursive monopoly of the conventional
‘chalk-and-talk’ teacher (Mason 1994) is now being displaced to the students, who
come to share with him/her the role of expert (at least temporarily), evaluator, con-
troller, and facilitator. They may obtain information and tools from diverse sources,
distribute them and present them to others, give peer feedback, and lead discussions.
So EMLI, in essence, calls for diligent syllabus and lesson planning, for a democrati-
zation of tasks and speaking turns to encourage participation and relieve teachers of
all the discursive weight (Fortanet 2004; Morell 2007; Musumeci 1996; Nikula
2005). It also requires extreme care in delivering contents clearly, where necessary
by applying linguistic adjustments to the audience’s culture and linguistic profi-
ciency by means of metadiscourse, significant silence use, visuals, frequent exem-
plifications and summaries.

Teaching essential competencies in EMI contexts must logically incorporate all
of these communicative measures and concurrently should bring to fruition the con-
cept of learning we supported at the beginning of this introduction: a process that is
holistic, dialogic, community-centred, and creative. The contributors to this volume
have shown us that creativity may emanate from teachers and students alike and
materialize in the type of contents selected and in the criteria for selecting them, in
the use of a certain situation, that is, of space and time, in manipulating genres and
transferring knowledge from one genre and medium to another (Ogborn et al. 1996,
pp. 14-15), in using tools from specific fields (e.g. linguistic corpora), or in playing
with language, exploring lexico-syntactic collocations and their communicative
effects. Our authors have also informed us about how we can cultivate a sense of
community, through which we will boost motivation and deal more successfully
with group work and class projects. In connection with this communal feeling, the
combination of students’ interdependence and teacher guidance is pivotal to the
learners’ autonomy and empowers them to have a stronger say in the setting of their
learning goals, the choice of the materials they want to work with, and the evalua-
tion and assessment of their own learning. Along the 19 chapters of this book we
have uncovered the prominent and complementary roles of planning, imagination
and authenticity in this fascinating process, underpinned by critical thinking.
Helping develop analytical abilities and staying critical enables both teachers and
students to discern reliable information and adjust it to any audience’s capabilities
and sensitivities, build effective arguments, evaluate, and finally make decisions.

3 Moving Forward

The challenges lying ahead for future initiatives are indeed numerous and complex.
Some of them have even triggered heated debate in diverse educational circles.
Weighing up our teaching circumstances, we must position ourselves along a



