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Abstract 
The present study explored the challenges encountered through the transition from using the mother tongue as a 
medium of instruction at schools to using English as a medium of instruction at universities. Two focus groups 
were conducted with Saudi undergraduates and faculty members from different Saudi universities. The focus 
groups investigated how participants perceive this experience, what difficulties they face and how they cope. 
Participants expressed their preference for using English as a medium of instruction in higher education to 
maximise students’ future and international opportunities. Participant students reported difficulties in lecture 
comprehension, taking notes while listening and classroom communication. Participant content lecturers 
reported difficulties related to students’ reluctance to speak in English, lack of English terminology and 
insufficient lecture comprehension. Some suggestions that have been offered to overcome these challenges 
include the following: designing adequate trainings for content lecturers on teaching their content in English; 
using Arabic-English bilingualism as medium of instruction; giving emphasis to academic literacy and 
communication skills over the use of standard English models and enhancing the collaborative work between 
English language teaching practitioners and content lecturers. 

Keywords: content and language integrated learning, coping techniques, English as a medium of instruction, 
higher education, learning and teaching difficulties 

1. Introduction 
Despite heated debates on the effects of English as a medium of instruction (EMI) on teaching–learning situation, 
recent EMI studies have concluded that students and faculty members are aware of the importance of giving a 
space for English in higher education institutions to fulfil global needs and gain access to international 
opportunities (Boateng, 2019; Ozer, 2020; Simbolon, 2021). Despite prolonged disputes on the issue of EMI, 
none has called for the use of first language (L1) as the sole medium of instruction in higher education because 
this language policy can impede students’ future career paths and studies abroad and hinder students from 
gaining knowledge from up-to-date academic English resources (Airey, 2009; Al-Asal & Smadi, 2011; Al-Bakri, 
2013; Arkin, 2013; Belhiah & Elhami, 2015; Simbolon, 2021; Suliman & Tadros, 2011; Tamtam et al., 2013; 
Thogersen & Airey, 2011). 

In recent years, in the Arab world in general and the Gulf countries—including Saudi Arabia—in particular, 
universities have begun to adopt EMI despite the controversies on language education policies aiming to 
safeguard Arabic as the language of Islam, Arabic heritage and national identity (Al-Jarf, 2008; Belhiah & 
Elhami, 2015; Ebad, 2014; Findlow, 2006; Lindsey, 2012; Randall & Samimi, 2010). In Saudi public schools, 
students are taught entirely in Arabic with some English language classes until they get to university (Ebad, 
2014). Since the early twentieth century, there has been a sudden shift into EMI in some fields, such as medicine 
and engineering, at Saudi public universities (Al-Jarf, 2008). 

The body of EMI studies in the Arab world, especially in the Gulf, is not rich enough to provide a 
comprehensive understanding of EMI related issues (Al-Bakri, 2013; Ismail, 2011). Limited EMI case studies 
have been conducted in Saudi tertiary education, and most have used derived data such as test results and 
questionnaires (Yushau, 2009). They have also focused on surveying students’ and faculty members’ views on 
EMI. There is an ongoing need for an in-depth research study using instruments that are more objective than 
self-reporting. Dalton-Puffer (2007) and Dornyei (2007) pointed out that the most objective instrument for data 
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collection in studies on bilingual education is classroom observation. Moreover, Yin (1984) asserted that direct 
observations are more useful than derived data in case study research on teaching practices. To extend the scope 
of EMI literature, this study attempts to propose an empirical research design after visiting the existing 
knowledge and qualitatively conducting a small-scale study.  

2. Literature Review 
2.1 CLIL and EMI 

‘Content and Language Integrated Learning’ (CLIL) refers to a dual-focused educational setting that aims at 
teaching and learning the language of instruction and the content of the topic at the same time (Dalton-Puffer, 
2007). CLIL is an acknowledged trend in immersion and bilingual education programmes (Perez-Canado, 2012). 
According to Coyle et al. (2010), CLIL is an integrated approach that shares some features with task-based 
learning, content-based instruction and subject-matter teaching; this is because CLIL uses a vehicular language 
in authentic interactive settings to learn content and acquire a foreign or second language (L2) without providing 
overt instructions as to its grammatical forms. The literature differentiates between language-led CLIL and 
subject-led CLIL, depending on the educational context and policies. Language-led CLIL highlights the progress 
of language learning, whereas subject-led CLIL excludes explicit language teaching (Coyle, 2007; Coyle et al., 
2010). To overcome or minimise difficulties in EMI courses, some studies suggested CLIL approaches (e.g., 
Arkin, 2013; Eltoum, 2021). This suggestion implies collaboration between content and language instructors. 
One of the present study’s objectives is to explore whether this collaboration is needed in EMI undergraduate 
programmes. 

2.2 Kind of English Taught in EMI and CLIL Contexts 

Jenkins (2014) categorised English usages into four groups: English as a mother tongue, English as a second 
language, English as a foreign language and English as a lingua franca (ELF). The term ‘ELF’ refers to 
communication in English between users of different languages or users who share L1 and choose English for 
contextual purposes. According to the ELF school of thought, the necessity of standard English models and 
English native usages for international and transcultural interactions is questioned (Baird, 2013; Bukhari, 2019; 
Ishikawa, 2015; Jenkins, 2014; Seidlhofer, 2005, 2013). 

In academic settings, ELF can be used as a lecturing language to discuss content knowledge with users from 
different L1s; it can be used as a tool and not as a goal in itself (Ljosland, 2011). Based on these views, EMI is 
considered a subset of ELF in international higher education, including instruction and research practices 
(Bjorkman, 2010). ELF approaches question the necessity of English native usages for EMI settings (Kuteeva, 
2014). ELF-oriented EMI aims for preparing international professionals (Jenkins, 2019). Similarly, ELF-oriented 
CLIL aims for a functional and transcultural as opposed to a native-like competence to prepare learners for 
internationalisation (Perez-Canado, 2021). One of the present study’s objectives is to explore whether the use of 
standard English models is important in EMI undergraduate programmes; this is because the bias toward 
‘standardness’ may exacerbate the difficulties that students and faculty members encounter in EMI settings. 

Bolton and Kuteeva (2012) conducted a large-scale online survey on the use of English at a Swedish university, 
to which 4,524 students and 668 faculty members responded. The survey consisted of closed-ended questions, 
but participants were invited to write any additional relevant comments they had. The findings revealed that the 
use of English varies among different disciplines. It was concluded that academic literacy and communication 
skills in English are more important than the use of standard English models in EMI settings. 

Kuteeva (2014) focused on qualitatively analysing the comments mentioned by the survey participants of Bolton 
and Kuteeva (2012) to explore how important it is to use standard English models in EMI contexts. The findings 
revealed that some participants had an urge to use the standard English models. It was concluded that the bias 
toward standard English models diverts attention from disciplinary-specific knowledge toward minor issues of 
language use. ELF-oriented EMI studies draw attention to the problems with ‘one-size-fits-all’ language policy 
in EMI settings (e.g., Baird, 2013; Kuteeva, 2014; Ljosland, 2011). This rigid policy does not allow for 
discipline-specific adjustments (Kuteeva & Airey, 2014). 

2.3 Relevant Studies 

2.3.1 Perceptions of EMI in Higher Education 

Tamtam et al. (2013) investigated faculty members’ views on using Arabic only, English Only or Arabic-English 
bilingualism as medium of education. Interviews were conducted with 10 faculty members at two Libyan 
universities. All faculty members preferred the use of both Arabic and English in higher education. The 
participants reported that students could not comprehend the full content of EMI lectures, participate sufficiently 
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in class and understand exam instructions. However, the participants agreed that the use of Arabic as a sole 
medium of instruction hindered students from gaining knowledge from up-to-date academic English resources 
and may impede students’ future job opportunities. Although this qualitative study was conducted on a small 
scale, its conclusions are in line with the conclusions of Al-Asal and Smadi’s (2011) large-scale quantitative 
study. Al-Asal and Smadi (2011) distributed questionnaires to 1,720 students and 241 faculty members from 
scientific fields at both a Syrian university where Arabic is the medium of instruction and a Jordanian university 
where English is the medium of instruction. It was concluded that medicine, science and technology should be 
taught in English to enable students to access up-to-date scientific English research. 

Some previous studies’ findings in an Arabic context revealed that participants are aware of the importance of 
English to fulfil international needs, but they prefer to use both Arabic and English in EMI classes (Belhiah & 
Elhami, 2015; Tamtam et al., 2013). Al-Bakri (2013) employed an exploratory methodology with critical 
ethnography to explore the views of Omani college students on their learning experiences in EMI settings. The 
data were collected from five lecture observations and semi-structured interviews with 10 students. The 
qualitative analysis of the data revealed that most students were passive and did not participate in EMI lectures 
because of lack of understanding, low proficiency of speaking skills and lack of confidence. The findings 
revealed that although students expressed their preference for EMI to maximise their future opportunities, they 
encountered serious problems in learning their specialisations, comprehending EMI tests and responding 
effectively in English. It was concluded that EMI has a negative impact on the quality of education, students’ 
disciplinary learning, content knowledge and academic performance. These conclusions agree with Arkin’s 
(2013), Kim’s (2011) and Troudi and Jendli’s (2011) conclusions; they revealed that disciplinary input and 
exposure to English is not enough to improve students’ English skills and that students face significant 
difficulties when they experience a sudden switch from mother tongue instruction to EMI. 

Belhiah and Elhami (2015) conducted a large-scale investigation of the perceptions of 500 university students 
and 100 faculty members regarding the effectiveness of EMI at six universities in the United Arab Emirates. The 
data were collected through two surveys based on a 5-point Likert scale and two email interview questionnaires 
with open-ended questions. The results indicated that although students who had limited proficiency in English 
struggled, there was widespread agreement that EMI resulted in improved English skills. More than 50% of the 
participants agreed that students did not face major obstacles in understanding EMI lectures, materials and tests. 
Most participants preferred instruction in a combined Arabic-English medium. However, some EMI studies 
found that what participants reported was different from what they truly did and experienced. For example, Airey 
and Linder (2006) noted that students reported no learning difficulties in EMI settings, but the videotaped lecture 
observations and stimulated recall techniques in the interviews indicated learning problems such as inability to 
communicate, participate and take notes during the lectures. 

2.3.2 Difficulties of EMI 

Hellekjær (2010) investigated whether the use of EMI has a negative effect on learning and teaching by 
comparing lecture comprehension in L1 and English as L2. Hellekjær designed a questionnaire to identify the 
major variables that affect EMI lecture comprehension. Overall, 364 Norwegian students and 47 German 
students from five higher education institutions participated in the study. The quantitative analysis revealed a 
clear but nonsignificant difference between L1 and L2 lecture comprehension. A considerable number of 
students had difficulties in EMI lecture comprehension. The results showed that the most important factors 
influencing EMI lecture comprehension include lecturers’ speaking speed, lecturing skills and use of unclear 
pronunciation and unfamiliar expressions. Other factors include students’ English proficiency and difficulties in 
following the lecturers’ line of thought. Hellekjær’s (2010) conclusions align with those of Klaassen (2001); they 
stated that the effect of English lecturing practices on students’ learning experiences was greater than that of the 
lecturing language itself. 

Tange (2010) examined the experiences of university instructors with international teaching experience through 
performing a thematic analysis of a series of qualitative research interviews with 20 university instructors at 
three Danish universities. The findings revealed that teaching subject matter in EMI does not give content 
lecturers access to the same range of linguistic registers as they have in L1. Some instructors reported their 
inability to tell jokes, give anecdotes, tell stories or expand their illustrations with casual examples in EMI 
lectures. Others reported that they lowered their academic standards and offered less advanced instruction to 
accommodate students’ knowledge and linguistic proficiency. 

Through two exploratory case studies, Arkin (2013) investigated the effect of EMI on the disciplinary learning of 
undergraduate university students in a Turkish context, where EMI emerged suddenly at tertiary levels of 
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education. The data were collected from a survey of 175 students, plus 12 lecture observations and 
semi-structured interviews using stimulated recall in the first case study and parallel tests in the second. The 
results of the quantitative and qualitative analyses revealed that, despite the pedagogical efforts of the faculty 
members, such as reducing the speech rate and using repetitions during lectures, students still encountered 
difficulties in comprehending the content. The findings showed that students are in favour of EMI because they 
consider it important for professional and academic purposes. However, students’ disciplinary learning and their 
performance in tests were negatively influenced due to their limited language skills. 

Ozer (2020) investigated 102 faculty members’ perceptions of the challenges encountered in EMI in a state 
university in Turkey. The findings showed that content lecturers had difficulty finding ways of simplifying 
content to facilitate understanding, as well as showing a lack of improvisation and spontaneity while teaching 
and a need for professional development trainings on EMI. Content lecturers noted students’ reluctance to speak 
in English, lack of English terminology and insufficient lecture comprehension. Simbolon’s (2021) questionnaire 
investigated the current picture of EMI implementation in some Indonesian universities as one strategy to obtain 
international recognition. The findings showed a limited understanding of EMI practice implications in 
Indonesian universities. 

2.3.3 Coping Strategies 

Airey (2009) reported that students can adapt to being taught in English over a period of one year if the level of 
exposure to the English language is increased and when students try coping strategies such as preparing for the 
lesson before class, using mechanical note-taking or asking questions after class. Hellekjær (2010) confirmed 
that most L2 lecture comprehension difficulties are also problematic in L1 lecture comprehension. Subsequently, 
both studies emphasised the need to improve the quality of lecturing in both L1 and L2. These recommendations 
are in line with Klaassen’s (2001) and Thogersen and Airey’s (2011) recommendations; they noted that students 
can overcome EMI challenges when teachers use a condensed lecturing style, repetitions, clear pronunciations 
and other helpful pedagogical approaches and linguistic teaching techniques. 

Tange (2010) asserted that content faculty members should complete training on EMI before they start teaching 
subject matters in English to fill the knowledge gap between experienced faculty members and faculty members 
who are new to EMI. Al-Bakri (2013) called for the use of Arabic as the medium of instruction, with the support 
of English for specific purposes in Omani universities, whereas Arkin (2013) recommended the use of CLIL with 
English for specific purposes in Turkish universities instead of EMI. In contrast, Tamtam et al. (2013) proposed 
the use of EMI in the early stages of education in Libyan schools to prepare future generations for the use of only 
English in Libyan tertiary education, whereas Belhiah and Elhami (2015) suggested hiring bilingual instructors 
in EMI programmes at Arabic universities to implement bilingual curricula. 

Boateng (2019) discussed a series of considerations for EMI policy makers such as the following: formulating 
holistic language-in-education policies that view bilingualism as vital in the EMI transition phase to facilitate 
transfer of knowledge and skills from one language to the other and to maintain ongoing learning during the 
move from mother tongue to EMI; and local development of bilingual learning resources that are contextually 
relevant to the students and ensure that language indicators feature prominently in national and international 
benchmarks and assessment systems for school quality and education outcomes, particularly in education 
projects. Ozer (2020) concluded that collaboration between content lecturers and language lecturers in each 
university is of vital importance because every higher education institution has its own unique needs. Simbolon 
(2021) emphasised incorporating English for specific purposes in EMI programmes and the importance of 
stimulating collaboration between both content and English lecturers. 

3. Methods 
The main aim of this study is to investigate the broad question of whether undergraduates and faculty members 
face any difficulties with EMI. To this end, the following objectives are brought forward: 

- To investigate Saudi students’ and faculty members’ perceptions of EMI; 

- To examine the importance of following standard English models in the context of this study; 

- To explore the difficulties that Saudi students and faculty members experience with EMI; and 

- To propose suggestions for overcoming current challenges. 

The research questions for this study are as follows: 

- How do Saudi undergraduates perceive learning content subjects in English? 

- How do Saudi faculty members perceive teaching content subjects in English? 
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- How important is the use of standard English models in EMI lectures? 

- What are the learning difficulties that Saudi undergraduates experience with EMI? 

- What are the teaching difficulties that Saudi faculty members experience with EMI? 

To answer the present study’s research questions, two focus groups were conducted. The first focus group 
consisted of five Saudi faculty members from different Saudi universities and lasted 90 min. The second focus 
group consisted of five Saudi students from different Saudi universities and lasted 70 min. Information and 
consent forms were signed by all participants. The topics that were discussed in the focus groups include the 
following: perceptions of learning/teaching content subjects in English, importance of standard English models, 
difficulties and coping techniques. The focus groups were audio-recorded. In both focus groups, English and 
Arabic were used by the participants. In the analysis stage, Arabic utterances were translated into English. A 
translator was consulted to ensure the English utterances mirrored the content of the Arabic utterances. The data 
were then transcribed, coded and categorised into themes in relation to the present study’s research questions. 

4. Findings and Discussion 
4.1 Students’ and Faculty Members’ Perceptions of EMI in Tertiary Education 

All participant students and faculty members expressed a preference for EMI to maximise students’ future and 
international opportunities: 

- Student G: We need it in our future career. 

- Student F: It helps us continue our studies abroad. 

- Student Z: It’s important to talk and communicate with people who are not Arabs. 

- Student R: In English, there are interesting learning resources.  

- Student M: So, I can work anywhere. 

- Faculty member N: It is necessary to access updated academic resources. 

- Faculty member D: They will need it later on for their future professional development. 

- Faculty member T: It prepares them to be international competitors.  

- Faculty member Y: They can get scholarships. 

- Faculty member Q: It opens many doors for them. 

4.2 Importance of Following Standard English Models in EMI Contexts 

The data showed that bias toward standard English models put pressure on the participants and diverted their 
attention from disciplinary-specific knowledge to minor issues of language use. These findings were revealed in 
the comments as follows: 

- Student G: When I focus on the correctness of the grammar, I lose my focus on the main information. 

- Student F: Sometimes, I know the answer, but I don’t participate in the class because I feel shy because of 
my accent … I can’t speak standard American and British. 

- Student Z: I don’t like it when the doctor includes grammar questions in the exam … They should prioritise 
our specialisation, not English grammar.  

- Student R: We feel uncomfortable when the teacher corrects every single word we say.  

- Student M: The language of the book is difficult … I can understand, but I hate it when the instructor wants 
me to memorise it as it is … I want to say it in my own way. 

- Faculty member N: I spend a long time explaining some grammatical rules, and then I can’t find enough 
time to explain the content of the lecture. 

- Faculty member D: English is not my major, and I feel guilty when I can’t say something in proper 
English … I mean like in standard English. 

- Faculty member T: I don’t know if I should deduct marks when they don’t use standard English. 

- Faculty member Y: How do we ask our students to be perfect in English while our English isn’t perfect? … 
It’s unfair. 

- Faculty member Q: I tried hard for many years to acquire a British standard accent so I can use it when I 
teach my students, but I couldn’t. 
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4.3 Difficulties University Students and Faculty Members Experience in EMI Teaching/Learning Situations 

Participant students described their inability to fully comprehend, sufficiently participate in and quickly take 
notes during the lectures: 

- Student G: I can’t understand well when the doctor uses English only. 

- Student F: We can’t follow sometimes. 

- Student Z: I can’t participate when I don’t understand.  

- Student R: It’s hard to write notes quickly in English. 

- Student M: Sometimes I understand, but I can’t say it in English … so I don’t talk. 

Participant faculty members reported students’ reluctance to speak in English, lack of English terminology and 
insufficient lecture comprehension: 

- Faculty member N: Students stay passive in the class. 

- Faculty member D: They don’t have enough content-related terms. 

- Faculty member T: Many students can’t understand when I use only English.  

- Faculty member Y: They don’t participate enough.  

- Faculty member Q: Their knowledge of terminologies in English needs to be developed.  

4.4 Suggestions for Overcoming EMI Difficulties in Higher Education 

The participant students preferred that instruction be conducted in a combined Arabic-English medium, and they 
referred to coping strategies such as preparing for the lesson before class, asking questions and recording the 
lectures. These findings were revealed in comments as follows: 

- Student G: I need Arabic … I ask questions when I don’t understand. 

- Student F: I bring my dictionary to class, and I translate the words I don’t know. 

- Student Z: I prepare the lesson before the class and ask my sister to translate for me. 

- Student R: I record the lectures and translate them later. 

- Student M: I ask the tutor about the meanings of the words. 

The participant faculty members expressed their need for professional development trainings on EMI and 
collaboration between content lecturers and English language teaching practitioners. They also referred to coping 
strategies such as using Arabic, expanding illustrations, repetitions and reducing the speech speed. These 
findings were revealed in comments as follows: 

- Faculty member N: I give more examples and details … I use both Arabic and English … It would be useful 
if an English language teacher teaches with me. 

- Faculty member D: I speak slowly and I use Arabic … I think we need special trainings on EMI. 

- Faculty member T: We can extend explanations and provide translations … It’s a good idea to let language 
instructors participate in teaching with us. 

- Faculty member Y: I repeat the same information in different ways using different words… EMI trainings 
will provide us with new techniques. 

- Faculty member Q: We can use code-switching.  

5. Conclusion 
This study aims to explore the challenges encountered during the transition from using the mother tongue as a 
medium of instruction at schools to using EMI at universities. Two focus groups were conducted with five Saudi 
undergraduates and five Saudi faculty members from different Saudi universities. The analysis of the data 
revealed that all participant students and faculty members expressed their preference for EMI to maximise 
students’ future and international opportunities. The findings showed that bias toward standard English models 
put pressure on students and content lectures and diverted their attention from disciplinary-specific knowledge to 
minor issues of language use. Furthermore, participant students noted their inability to fully comprehend, 
sufficiently participate in and quickly take notes during EMI lectures. Participant faculty members reported 
students’ reluctance to speak in English, lack of English terminology and insufficient lecture comprehension. The 
participant students preferred instruction to be conducted in a combined Arabic–English medium, and they 
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referred to coping strategies such as preparing for the lesson before class, asking questions and recording the 
lectures. The participant faculty members expressed their need for professional development trainings on EMI 
and collaboration between content lectures and English language teachers. They also referred to coping strategies 
such as using Arabic, expanding illustrations, repetitions and reducing the speech speed. To overcome EMI 
challenges and prepare international Saudi professionals, the present study suggests a switch from EMI to 
ELF-oriented CLIL approaches in undergraduate programmes. This switch requires collaboration between 
content instructors and ELF-aware language instructors. 

6. Limitations and Suggestions for Future Research 
The mini focus groups provided limited answers to the present study’s research questions. Future researchers 
could examine the same research questions both quantitatively using large-scale surveys and qualitatively 
through an exploratory case study, interviews and lecture observations. The survey can be designed based on the 
questionnaires designed and used by Arkin (2013), Belhiah and Elhami (2015) and Hellekjær (2010). In addition 
to a number of closed questions, participants could be given the chance to write additional comments on the 
issues raised by the survey. Statistical analyses could be carried out for the data collected from the survey using 
SPSS software in terms of percentages, means, medians, standard deviation, additive indices, factorial analysis, 
significant levels, Cronbach’s alpha coefficients, the Kaiser–Mayer–Olkin test, the Bartlett test, t-tests and 
correlations (e.g., Pearson’s correlation). Following Duff’s (2018) schema, researchers should start with a survey 
and then follow up with a relevant case study. This research design would be appropriate for addressing 
descriptive (‘What’) and explanatory (‘How’) research questions (Yin, 1984). The case study could take an 
exploratory approach because this study’s research questions and its theoretical positions do not claim any prior 
hypotheses. A triangulation mixed methodology is recommended to conduct in-depth analyses of the students’ 
learning experiences and the lecturers’ teaching experiences. This approach allows for conducting comparisons 
among what participants express in the surveys, what they say in the interviews and what they do in the 
classroom. 

Glesne (2016) and Bogdan and Biklen (1997) recommended utilising qualitative procedures when addressing a 
specific issue through the use of interpretive perspectives. Consequently, based on Guest et al.’s (2012) 
suggestion, qualitative thematic analyses could be performed on the collected data from the open-ended items of 
the survey and on lecture observation notes. The qualitative data could be transcribed, coded and categorised into 
themes based on the procedures proposed by Merriam (1998) and Saldana (2012). As proposed by Cohen et al. 
(2002), themes and sub-themes could be organised in relation to the research questions and the main aim of the 
study. According to Duff (2018) and Yin (1984), an exploratory case design is the most appropriate choice for 
applied linguistics studies, which aim for an in-depth understanding of a particular phenomenon in its natural 
settings. In EMI case studies, classroom observations provide more objective and useful views than test results 
and self-reported data (Dalton-Puffer, 2007; Dornyei, 2007; Yin, 1984). An exploratory enquiry could present 
detailed analyses and plausible interpretations of the difficulties that students and lecturers encounter in EMI 
teaching/learning situations. In addition to lecture observations, interviews could be conducted because the 
interview is the most flexible and exploratory method that can result in an in-depth understanding of personal 
dimensions and interviewees’ experiences, which cannot be as thoroughly discovered by any other instrument 
(Tamtam et al., 2013).  

Following Kvale’s (1994) model, a series of qualitative research interviews could be performed and 
audio-recorded with a sample of students and faculty members. In this research design, all interviews could be 
exploratory in nature. In the preliminary interviews, participants could be invited to narrate their personal 
experiences with what works and does not work for them in EMI settings. In the main interviews, participants 
could then be invited to narrate episodes from teaching and learning techniques they have seen or used in EMI 
classrooms. Following Spradley’s (1979) and Tange’s (2010) analytical procedures, subsequent interviews could 
be conducted to find answers to ambiguous issues raised by the preliminary analysis and to check if a specific 
issue is confined to one participant or is of a more general nature. Topics and questions for the interviews could 
be designed based on lists formulated by Al-Bakri (2013), Kuteeva (2014), Tamtam et al. (2013) and Tange 
(2010). For sample selection, Merriam (1998) stated that nonprobability purposeful sampling is an appropriate 
choice for qualitative case studies. 

Multiple methods could be used to investigate each issue addressed in such a study because a triangulation 
mixed-methods design can provide a full picture of the addressed aspects of a particular phenomenon (Silverman, 
2011), assure validity, confirm the reliability of the study (Tellis, 1997) and support the conclusions of the study 
through the different evidence found in each method (Creswell, 2002). In this sense, emphasis is given to the 
dependability and consistency of the results rather than on obtaining similar results in replications (Guba & 
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Lincoln, 2003). In the absence of definitive data, trustworthiness is considered by presenting valuable knowledge, 
claims and judgements made by the researcher (Cohen et al., 2002; Merriam,1998; Strauss & Corbin, 2008). 
Although Duff (2018) had some doubts about the generalisability of qualitative case studies, a case study is not 
designed to find out what is generally true, and the purposeful selection of its precise case, nonrandom sample 
and in-depth analyses aim to provide substantial description to the literature so that future studies can determine 
how closely their issues match those of the presented case study (Merriam, 1998). Stake and Trumbull’s (1982) 
naturalistic generalisation can be attained through providing a substantial description that allows readers to make 
connections for themselves. In addition, Bassey’s (1999) ‘fuzzy generalisation’ and best estimate of 
trustworthiness approach may be adopted to make the knowledge claims more explicit by giving professional 
judgements and generalisations in broad terms about what may be rather than what definitely is. 
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