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Abstract:

Following the 2023 policy introducing English as a Medium of Instruction
(EMI) in Algerian universities, this study investigates content teachers'
readiness, their reported experiences and perceptions of professional
development programs, in addition to their classroom challenges and coping
strategies. Data were collected using an online questionnaire completed by 41
Algerian teachers from diverse disciplines and universities. The findings
revealed a gap between policy aspirations and classroom realities: despite
teachers’ positive attitudes, their readiness remains limited, primarily due to
language difficulties. Students’ limited English proficiency and reduced
engagement also emerged as prominent challenges that hindered EMI and
prompted teachers to adopt coping strategies, such as self-directed learning and
gradual integration of EMI (namely through code switching). Furthermore, the
findings suggest the inadequacy of existing training programs in effectively
supporting teachers’ linguistic and pedagogical needs. Accordingly, this study
proposes recommendations to mitigate the challenges encountered in EMI
classrooms, including more targeted professional development initiatives and the
strengthening of institutional support for teachers and students alike.
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Introduction:

In today’s era of globalization, the powerful influence of the
English language, often referred to as Englishization, has sparked a
surge not only in learning English but also in teaching through it.
Among the many languages spoken around the world, English holds a
central position as a global lingua franca, bridging communication
between speakers with diverse linguistic backgrounds. The
globalization of the English language is further reflected in its
pronounced proliferation across various sectors, including media,
business, technology, education and academia. This pervasive presence
has created both a need and a demand for English language proficiency
as a gateway to accessing international knowledge, seeking economic
opportunities, as well as fostering intercultural collaboration and
exchange. Alfarhan (2016) argues that being proficient in English
functions both as an instrument for individuals to acquire the key skills
necessary in today’s world and as a form of cultural capital for
understanding modern society in general. Hence, because English
proficiency is usually seen as instrumental for achieving self-
sufficiency and economic success, many people in developing countries
learn English to enhance their employability (Alfarhan, 2016). As a
result, globalization has prompted a rising trend towards using English
as a Medium of Instruction (EMI) in countries seeking to strengthen
their English communication capacities (Hamid et al., 2013).

In keeping with this trend, Algeria has implemented EMI in
higher education starting from September 2023, replacing Arabic and
French mainly in scientific and technical fields. Algerian policy
makers, driven by recent changes in political, economic and scientific
priorities, have actively called for expanding the use of English, namely
in education, culminating in its introduction as a subject in primary
schools in 2022 and its subsequent adoption as EMI in universities the
following year (Ghouali & Bouabdallah, 2024). Messeded (2023)
maintains that there are varied reasons behind this language policy
change, but, in principle, they aim to expand the Algerian university’s
visibility internationally and endow its students with the needed
competencies to compete more successfully in the 21% century. In the
same vein, Wilkinson (2012) maintains that what has accelerated the
trend of EMI is the advent of ranking institutions by establishing
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criteria against which they are compared, which created a feeling of
competitiveness that may have been somewhat trivial beforehand. In
other words, due to its global status, English has become the language
of instruction, likely due to being the evident option (Kirkpatrick,
2014).

Coinciding with the introduction of EMI in 2023, the Algerian
Ministry of Higher Education and Scientific Research has initiated
professional development training programs in Algerian universities to
prepare teachers to teach in English. Nevertheless, after decades of
teaching in Arabic and French, this relatively rapid shift indicates that it
will not be devoid of challenges, posing important questions to be
addressed. Firstly, it is crucial to examine content teachers’
preparedness for EMI, namely in terms of their perceived self-efficacy
and whether they view EMI positively or negatively, given that these
factors largely shape how successfully EMI is implemented. It is
equally important to explore their experiences and perceptions of EMI
professional development programs in order to gain insights into the
adequacy of these initiatives and identify teachers’ needs. Moreover,
investigating the challenges encountered by teachers and their coping
strategies could provide insights into their classroom realities and the
effectiveness of EMI implementation following the 2023 reform.
Accordingly, the present study seeks to inform the following research
questions:

1) To what extent are Algerian content teachers ready for EMI,
taking into account their general attitudes and confidence in
teaching in English?

2) What are their reported experiences and perceptions of EMI-
oriented professional development programs?

3) What challenges do they encounter in EMI classrooms, and
what coping strategies do they use to mitigate them?

By exploring content teachers’ perspectives, this descriptive
study aims to contribute to the developing body of knowledge on EMI
in Algeria specifically, and in non-English-speaking countries broadly,
as well as offer insights for enhancing the effectiveness and
sustainability of EMI initiatives in Algerian tertiary education.

1. Literature Review
1.1 The Global Rise of English Medium Instruction (EMI)
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Using English as a Medium of Instruction (MOI) has been a
growing trend due to the substantial effect of globalization on
education (Hamid et al., 2013). It is also referred to as ‘English
Medium Instruction” or EMI (Basturkmen, 2018; Macaro et al., 2018),
and is considered a global phenomenon that contributes to the broader
role of English as a lingua franca.

English has primarily expanded as a medium of communication,
serving as a global tool that maintains interaction. The concept of
English as a lingua franca points out its primary function in promoting
communication across linguistic boundaries (House, 2002 in Elder &
Davies, 2006). Similarly, Coleman (2006) suggests that “the world will
become diglossic, with one language for local communication, culture
and expression of identity, and another — English — for wider and more
formal communication, especially in writing” (p. 11). It is also worth
mentioning that the growth of business and industry and the
communication between business communities brought the necessity to
use English, which has penetrated deeply into these domains (Crystal,
2003). Many people all over the world, especially in developing
countries, strive to learn the language aspiring for a good job. Alfarhan
(2016) confirms this fact by mentioning that “people in the third world
countries seek to learn English so that they can get a good job” (p. 2).

EMI has proliferated as a pedagogical approach in higher
education in non-English speaking environments (Richards & Pun,
2023; Walkinshaw et al., 2017). Policy makers across educational
institutions often promote EMI instruction to prepare graduates for
international mobility and foster institutional standing (Piller & Cho,
2013).

The rationale for EMI is multifaceted. It aims to improve
students’ English proficiency, facilitating communication and
enhancing economic competitiveness (Richards & Pun, 2023).
Moreover, EMI is closely linked to the internationalization of education
(Dearden, 2014) through providing students and researchers
opportunities to pursue academic and professional careers overseas. In
this regard, EMI is perceived as a policy tool to align higher education
with international standards.

1.2 EMI in Higher Education

Since the 1960s, English has become the medium of instruction
in advanced courses at various universities in non-English-speaking,
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higher education contexts (Crystal, 2003). Its prominence is remarkably
noticeable in numerous fields. These include aviation, where it serves
primarily as the universally recognized language for air traffic
controllers and pilots (Assassi, 2020); information and communication
technologies, a field that relies heavily on the use of this language
(Benmammar, 2020); mathematics (Huang & Chou, 2024) and
engineering sciences which require high English writing proficiency to
facilitate international publication (Hart, 2016). Likewise, the
remarkable development in the field of science increases the need to
learn the English language to easily access the learning resources and
reading materials produced in English.

The global picture of EMI stands within the spectrum of content
and language. Its definition appears to be fluid. When the content of a
discipline in any educational context is taught in a language other than
the local language, this is sometimes labelled as ‘immersion’, ‘content-
based language learning’, ‘content and language integrated learning’
(CLIL), or EMI, usually when it is applied to higher education (Macaro
et al., 2018). The author pointed to these variations in EMI
terminology, while other scholars such as Coleman (2006) report that
CLIL for instance is a pedagogical model of language learning.
Meanwhile EMI is defined as “the use of the English language to teach
academic subjects (other than English itself) in countries or
jurisdictions where the first language of the majority of the population
is not English” (Macaro et al., 2018, p. 37). It also plays an important
role in portraying English as a lingua franca (Galloway et al., 2017) and
addressing its usage through focusing on content delivery within the
classroom (Karabay & Durrani, 2024). Richards and Pun (2023),
drawing on Thompson and McKinley (2018), portray EMI concept
variations along a continuum, as shown in Figure 1, illustrating its
diversity across contexts.

EMI Immersion CLIL CHl ESP
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Source: Richards & Pun, 2023, p. 4; adapted from Thompson &
McKinley, 2018, p. 3.
Figure 1. Continuum of EMI
1.3 EMI in the Algerian Context

Globally, there has been a rapid growth of EMI provision at the
tertiary level (Dearden, 2014). Policies of implementation around the
world vary significantly according to sociolinguistic factors; however,
they all aim to enable individuals from different linguistic and
geographical backgrounds to perform interactions at the international
level.

Unlike other countries where the English language holds a high
international status, the Algerian linguistic background has mainly been
dominated by the French language as a direct result of colonial legacies
(Bouhmama & Dendane, 2018; Troudi, 2022). While French still holds
a solid status in the educational system and society, recent reforms
mark a shift toward English. In this regard, Chemami (2011) calls for a
plurilingual policy instead of one that “favors French and English as
prestigious languages of sciences and technology and Arabic as a
language of tradition” (in Troudi, 2022, p. 139).

Recent studies confirm that Algerian students and teachers
consider English as a gateway to international academic and
employment opportunities (Belmihoub, 2018; Benabdallah, 2023;
Medfouni, 2020). In the same vein, the Algerian government has made
a decision and taken concrete steps to foster the use of the English
language in higher education. Policy reforms in 2023 mandated EMI
implementation, specifically in scientific and technical fields (Hamane,
2023; Khenioui & Boulkroun, 2023).

The Algerian higher education system has established some
measures to reach a long-term objective, which consists of
implementing English as the language of teaching and learning in
Algerian universities (Touahmia & Bakar, 2024). Although this move
will create new opportunities for Algerian students and bring about
positive results for the Algerian higher education system, it is worth
noting that the process of implementation of EMI holds significant
hurdles, including lecturers’ readiness in using the language in their
courses, the required pedagogy and classroom realities (Touahmia &
Bakar, 2024).
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A few studies have been conducted on teachers’ and students’
attitudes towards the English language and its instruction in the
Algerian context (Belmihoub, 2018; Benabdallah, 2023; Chemami,
2011; Medfouni, 2020; Touahmia & Bakar, 2024), nevertheless,
Algerian content teachers’ perceptions about their preparedness for the
implementation of English at the tertiary level has not been sufficiently
examined. Understanding lecturers’ and students’ attitudes for language
planning and EMI implementation in higher education is very
important (Mekroud, 2017); yet, it is equally important to inquire about
EMI teachers’ linguistic challenges in content delivery and classroom
practices as these directly influence the feasibility of EMI programs
(Ouarniki, 2023). Addressing such challenges offers educationists and
stakeholders valuable insights to gauge the effectiveness of this
language policy (Lasagabaster & Sierra, 2009, in Ouarniki, 2023).

1.4 Content Teacher Readiness and Challenges in EMI

Teacher readiness is a critical element in EMI implementation in
higher education. Many studies highlight the instructor’s linguistic
competence as a key factor in the effectiveness of EMI teaching
(Dearden, 2014; Ryhan, 2014). It has been reported that content
teachers encounter challenges in language proficiency (Ryhan, 2014;
Karabay & Durrani, 2024), which can make it difficult for them to
produce and deliver course materials effectively in English (Shimauchi,
2018), thus shaping a negative attitude towards English-medium
instruction (Abdaoui & EI Aggoune, 2023).

EMI content teachers may be using the language with varied
levels of proficiency. In a study conducted by Dearden (2014) with
teachers from 55 countries, it was noticed that “sometimes the [their]
level of English was thought to be very basic, and inadequate for
teaching an academic subject” (p. 27). Teachers’ English proficiency
needs improvement to provide an efficient transfer of knowledge
(Hamied & Lengkanawati, 2018) because “a minimum requirement
would be a sufficiently high level of English proficiency to be able to
operate in that language” (Dearden, 2014, p. 23).

EMI teachers with limited language ability may avoid asking
questions in the classroom to avoid interaction within the classroom
(Richards & Pun, 2023), which decreases their confidence in using the
language (Ryhan, 2014), thus resorting to L1 to explain the content
(Cheng, 2017). They may also feel frustrated as they will have to use
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new teaching resources (Oktaviani, 2019), which may not always be
available, and this further complicates the instruction process (Bouzidi,
2024).

Challenges are also tied to students’ low English proficiency,
which compels teachers to resort to code-switching to bridge the
communication gap. In the same vein, teachers may integrate another
language, such as French, as a translanguaging pedagogy, which can be
interpreted as a spontaneous teaching practice where the teacher
operates two or more languages to share knowledge (Saidani &
Belmihoub, 2025).

Not only English proficiency but also students’ motivation to
embrace EMI instruction affects the nature and quality of the delivered
content (Hamane, 2023; Khenioui & Boulkroun, 2023).

Moreover, teacher-training quality represents one of the
challenges in implementing EMI, which should be conducted
adequately to help teachers respond to the requirements of the teaching
situation (Ghouali & Bouabdallah, 2024).

1.5 Professional Development and Coping Strategies

Professional development is globally known as essential for
supporting EMI courses. Studies highlight that training programs often
do not succeed in meeting the teacher’s discipline-related and
pedagogical needs (Ouarniki, 2023; Sahan et al., 2021).

The nature of EMI courses requires instructors to develop not
only disciplinary competence but also English language proficiency.
Macaro and Aizawa (2024) emphasize the absence of interdisciplinary
collaboration between language and content experts in EMI research.
Similarly, Smit (2023) points out the constructive collaboration
between academic content specialists and English Language Teaching
(ELT) professionals to ensure discipline-specific teaching models and
to help impart knowledge to students in an adequate pedagogical way.
Smit (2023) maintains that effective collaboration between content and
ELT specialists requires not only an understanding of EMI and its
variability, but also a commitment to carefully examining the particular
EMI context at hand.

To overcome these challenges, it is recommended that EMI
teachers rely on strategies, such as self-directed learning and code-
switching. It is also important to promote EMI content delivery by
providing professional development opportunities for content teachers
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(Ouarniki, 2023; Sahan et al, 2021) and introducing English gradually
into classroom practices. Different academic disciplines may demand
unique discipline-specific pedagogical skills (Macaro & Aizawa, 2024).

The training should also reinforce teachers’ capacity to impart
knowledge and promote intercultural competence as the content
teacher’s role lies majorly on developing students’ disciplinary
knowledge besides addressing language concerns that may arise in the
classroom (Basturkmen, 2014). As Amara and Hanifi suggest (2024),
EMI implementation requires language policy planning so that to
acknowledge contextual variation and support the teacher’s ongoing
growth.

2. Methodology
2.1 Research Design

The study employed a cross-sectional survey design using a
questionnaire with mixed-item types. The questionnaire was utilized for
data collection because it offers several advantages. Namely, it permits
the collection of quantitative and qualitative data, it makes it possible to
access many participants at once, and it allows participants to respond
comfortably without time and place constraints.
2.2 Research Instrument Description and Design
Table 1. Questionnaire Description

Section Questionnaire Items
General - What university are you affiliated with? (open-ended)
Background - What academic degree do you hold?
Information o Magister
o Doctorate
o Master
o Other

- How long have you been teaching at university?
o Less than five years
o 5to 10 years
o More than 10 years

- What is your field of speciality? (open-ended)

Teachers’ - To what extent do you agree with the following? I think
Readiness  for that the implementation of English as a medium of
EMI (RQ1) instruction in Algerian universities can...Help bring the

educational system in line with international standards and
improve the quality of higher education...(7 other scale
items; see Table 4)

- How confident do you feel in your ability to deliver
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lectures entirely in English? (1-5 linear-numeric scale item)

- Inyour opinion, how important is it for Algerian university
teachers to be good at English to deliver successful lectures
with the recent implementation of English as a medium of
instruction? (1-5 linear-numeric scale item)

Content - Have you participated in any training program aimed at

Teachers and preparing you to teach in English? (Yes/No)

EMI-Oriented - If you answered with 'yes', how satisfied are you with the

Professional content and effectiveness of the training program you have

Development participated in? (1-5 linear-numeric scale item)

Training - What would you suggest for improving the effectiveness of

Programs professional ~ development programs and  support

(RQ2) mechanisms available for preparing university teachers to
teach in English? (open-ended)

Teachers’ - Have you personally worked on improving your English

Reported language proficiency outside of formal training programs?

Classroom (Yes/No)

Challenges and | -  Have you faced or noticed any opposition or dissatisfaction

Coping from students regarding the use of English as a medium of

Strategies instruction? (Yes/No)

(RQ3) - What other challenges, if any, do you face when using
English as a medium of instruction in teaching? (open-
ended)

- How do you deal with these challenges? (open-ended)

- If you have any further suggestions or concerns about the
implementation of English as a medium of instruction in
Algerian higher education, please share them below. (open-
ended)

Table 1 provides a full description of the questionnaire items. The
questionnaire consisted of four sections designed to collect data on
participants’ profiles, their readiness for EMI (RQ1), their reported
experiences and perceptions of EMI training programs (RQ2), and their
classroom challenges and coping strategies (RQ3), respectively. The
questionnaire contains 22 items in total, comprising 16 closed-ended
items, such as Multiple-Choice questions (MCQs), Likert scale, linear-
numeric scale, and Yes-No format items, in addition to 6 open-ended
items.

The questionnaire was developed de novo based on the research
questions and the literature review to ensure alignment between the
content of the questionnaire and the study's objectives. The items were
worded carefully to ensure clarity and accessibility for respondents.
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Additionally, to accommodate multilingual participants, including
those with varying levels of English proficiency, respondents were
invited to complete the questionnaire in English, Arabic, or French.
Nevertheless, the absence of piloting is acknowledged as a
methodological limitation, given that pilot testing constitutes an
important step typically undertaken prior to instrument administration
in survey research. Future studies are therefore encouraged to
implement a refined version of the instrument following proper piloting
procedures.

2.3 Procedures of Data Collection and Analysis

The questionnaire was administered online as a Google Forms
link to teachers to complete voluntarily; it was administered both via
email and by sharing the Google Form on a Facebook group related to
higher education in Algeria. Although the questionnaire items were in
English, participants were invited to respond in whatever language they
felt comfortable (English, Arabic, or French), since their responses
could be translated into English during data analysis.

The questionnaire data were analyzed both quantitatively and
qualitatively. The former consisted of calculating percentages for
participants’ responses to closed-ended items, while the latter involved
thematically categorizing their answers to open-ended items. Although
the quantitative analysis primarily relied on calculating percentages,
two inferential statistical tests were conducted in R (a statistical
computing environment comparable to SPSS and widely used for data
management and statistical analysis). In particular, a chi-square test
was performed to examine whether the association between
participants’ teaching experience and their reported attendance of EMI
training was statistically significant. In addition, a Mann-Whitney U
test was performed to investigate the relationship between participation
in EMI training and self-reported confidence in teaching entirely in
English.

2.4 Participants

The study relied on maximum variation sampling, a sampling
approach whereby individuals with different forms of experience are
considered (e.g., L2 learners from all proficiency levels), with the
assumption that a heterogeneous sample could yield varied and
inclusive data (Dornyei, 2007). Accordingly, Algerian content teachers
with varying levels of teaching experience and from different
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universities and disciplines were invited to complete the questionnaire.
In total, 41 teachers voluntarily participated in the study. Although the
sample reflects diversity in terms of teaching experience, institutional
affiliation, and disciplinary background, it should be clarified that its
small size and self-selected rather than random nature constrain the
generalizability of the findings. In other words, the findings should not
be viewed as representative of all EMI practitioners in Algeria. Instead,
they should be interpreted cautiously as exploratory insights into
teachers’ perceptions, experiences, and professional development needs
within the Algerian EMI context. Participants’ professional profiles are
presented below.

Table 2. Participants’ Affiliations

Affiliation N (%)

USTHB (L'université des sciences et de la technologie 5 (12.2%)
Houari-Boumédiéne)

Constantine 2 University 5 (12.2%)
Blida 2 University 5 (12.2%)
El Taraf University 4 (9.8%)
Setif 1 University 4 (9.8%)
Tlemcen University 3 (7.3%)
Constantine 1 University 2 (4.9%)

Other: Adrar University, Annaba University, Batna | 1 (2.4%) for each
University, Blida 1 University, Chlef University, Ecole
Nationale Supérieure de Statistique et d'Economie Appliquée
(ENSSEA), Guelma University, Higher School of
Management (Tlemcen), Jijel University, Medea University,
Oran 1 University, Tebessa University, The National Higher
School of Tourism (ENST).

Total 41 (100%)

Table 2 outlines participants’ affiliations. The 41 surveyed
teachers in this study are affiliated with 20 different higher education
institutions across various regions in Algeria, including universities in
Central and North-Central Algeria, Eastern Algeria, Western Algeria,
and Southern Algeria.

= PhD

= Magister
MA
Other
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Figure 2. Academic Degree

Figure 2 demonstrates the distribution of the sample in terms of
academic qualification or degree, and it shows that the majority of the
participants (n=34, 82.9%) are PhD holders.

%

29.3%

61.0%

= Less than 5 Years 5to 10 Years More than 10 Years

Figure 3. Teaching Experience

Figure 3 shows that most participants in the study (n= 25, 61%)
are more experienced teachers with more than 10 years of experience;
some of them (n= 12, 29.3%) are in their mid-career with 5 to 10 years
of teaching experience, and only 4 teachers (9.8%) are still in their
early career with less than 5 years of experience.

Table 3. Field of Specialization

Discipline N (%)
Computer Science/ IT 10 (24.4%)
Electronics and Electrical Engineering 4 (9.8%)
Management 4 (9.8%)
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Biology 3 (7.3%)
Veterinary Sciences 2 (4.9%)
Architecture 2 (4.9%)
Mathematics 2 (4.9%)

Other: Automation, Control Engineering, Economics,
Food Sciences, Information and Communication Sciences,
Language and Speech Therapy, Law, Library and
Information Science, Marketing, Material Sciences,
Mechanical Engineering, Optics and Fine Mechanics,
Physics, Thermal Engineering.

1 (2.4%) for each

Total

41 (100%)

The surveyed participants specialize in different academic fields,
reflecting the interdisciplinary nature of EMI in Algerian tertiary
education. As presented in Table 3, the distribution of the sample
revealed a marked concentration in technical and scientific fields,
namely Computer Science, in addition to Electrical Engineering,
Biology, Veterinary Sciences and Mathematics, alongside other fields
within social sciences such as Management, Economics and Law.

3. Results

3.1 Content Teachers’ Readiness for EMI: General Attitudes and

English Proficiency

Table 4. Teachers’ Attitudes
EMI

towards the Benefits and Drawbacks of

To what extent do Neutral
you agree with the
following? | think that
the implementation of
English as a medium
of instruction in
Algerian universities

can...

Strongly
Disagree

Disagree

Agree

Strongly
Agree

Help bring the
educational system in 8 1 6
line with international | (19.5%) (2.4%) (14.6%)
standards and improve
the quality of higher
education.

14
(34.1%)

12
(29.3%)
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Increase students'
access to  global
sources and literature
in their field of
speciality.

5
(12.2%)

3
(7.3%)

2
(4.9%)

14
(34.1%)

17
(41.5%)

Improve students'
employability on a
global scale.

4
(9.8%)

5
(12.2%)

7
(17.1%)

16
(39%)

9
(22%)

Promote collaboration
with international
universities as well as
student exchange and
mobility.

2
(4.9%)

5
(12.2%)

4
(9.8%)

14
(34.1%)

16
(39%)

Make it difficult for
students and teachers
to understand each
other and
communicate
effectively.

1
(2.4%)

12
(29.3%)

11
(26.8%)

12
(29.3%)

5
(12.2%)

Cause some students to
feel left behind if they
are not as proficient in
English as their peers,
leading to unequal
learning opportunities.

3
(7.3%)

6
(14.6%)

14
(34.1%)

14
(34.1%)

4
(9.8%)

Make it difficult for
teachers who are not
skilled in English to
deliver their lectures
effectively.

3
(7.3%)

5
(12.2%)

5
(12.2%)

16
(39%)

12
(29.3%)

Have a  negative
impact on the cultural
identity of students and
lead to classroom
experiences that do not
reflect their everyday
experiences.

12
(29.3%)

15
(36.6%)

7
(17.1%)

6
(14.6%)

1
(2.4%)

Table 4 outlines content teachers’ attitudes towards the merits
and demerits of implementing EMI in higher education, with four
statements about the benefits, followed by four statements about the
risks, respectively. Regarding the benefits, responses predominantly
fell within the ‘agree’ and °‘strongly agree’ categories, indicating
substantial overall support. Specifically, 34.1% of the teachers agreed
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and 29.3% strongly agreed that EMI aligns the educational system with
international standards and improves the quality of higher education
(combined= 63.4%). Similarly, 34.1% agreed and 41.5% strongly
agreed that it increases students’ access to global sources and
specialized literature in their field (combined= 75.6%). In addition,
39% agreed and 22% strongly agreed that it improves students’
employability internationally (combined= 61%), while 34.1% agreed
and 39% strongly agreed that it promotes international collaboration,
student exchange and mobility (combined= 73.1%).

Concomitantly, a substantial cohort of teachers expressed
agreement regarding a number of challenges associated with the
implementation of EMI. For instance, 29.3% of the teachers agreed and
12.2% strongly agreed that EMI creates a communication gap between
students and teachers, making it difficult for the two to understand each
other effectively (combined= 41.5%). Likewise, 34.1% of the teachers
agreed and 9.8% strongly agreed that EMI can result in unequal
learning opportunities in favor of students who are competent in
English (combined= 43.9%). In addition, 39% of the teachers agreed
and 29.3% strongly agreed that EMI complicates lecture delivery for
teachers with insufficient English skills (combined= 68.3%). In
contrast, 36.6% of the teachers disagreed and 29.3% of them strongly
disagreed that EMI negatively influences students’ cultural identity and
produces a classroom environment that is disconnected from their day-
to-day lives (combined= 65.9%).

45.0%
40.0%
35.0%

39.0%

£ 30.0% 26.8%
g 25.0%
£ 20.0% 17.1%
g 15.0% 12.2%
& 10.0% —ggu .
5.0%
00, NI
1 2 3 4 5

Confidence Level [1: Not confident at all - 5: Highly
confident]

Figure 4. Teachers’ Confidence in their Ability to Deliver Lectures
Entirely in English
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Figure 4 demonstrates content teachers’ ratings on a five-point
linear-numeric scale ranging from 1 (not confident at all) to 5 (highly
confident) regarding their confidence in teaching their subject matter
entirely in English. Many participants (39%) deemed themselves only
moderately confident in their ability to teach exclusively in English (3
on the five-point scale). In addition, some participants reported low
confidence levels, with 17.1% rating their confidence 2 and 4.9% rating
it 1 on the five-point scale (combined= 22%). Some participants, in
contrast, reported high confidence levels, with 26.8% rating themselves
4 on the five-point scale and 12.2% rating themselves 5 in terms of
their confidence (combined= 39%).

40.0% 36.6%

35.0%

30.0% 26.8% 26.8%
25.0%

20.0%

15.0%

10.0%

Percentage (%)

5 0% 4.9% 4.9%
U
o, TR I
1 2 3 4 5

Perceived Importance [1: Not Important at all - 5:
Extremely important]

Figure 5. Teachers’ Perceptions of the Importance of English
Proficiency in EMI Classrooms

Figure 5 shows teachers’ perceptions about the importance of
English language proficiency in delivering lectures successfully in EMI
classrooms. The participants’ responses on a five-point linear-numeric
scale ranging from 1 (not important at all) to 5 (extremely important)
indicate that most teachers perceive English proficiency as important to
a high or extremely high extent for successful teaching, as 36.6% rated
the importance of English competence a 4 and 26.8% rated it a 5 on the
five-point scale (combined= 63.4%).

3.2 Content Teachers’ Reported Experiences and Perceptions of
EMI-Oriented Professional Development Training Programs
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® Yes
® No

Figure 6. Teachers’ EMI Training Attendance

Figure 6 demonstrates content teachers’ EMI training attendance.
When asked whether they have participated in a training program
aimed at preparing them to teach in English, most teachers (n= 26 out
of 41; 63.4%) responded with yes, while the 15 remaining teachers
(36.6%) responded negatively.

To examine whether participation in EMI training programs
(Figure 6) varied according to teaching experience (Figure 3), a chi-
square test of independence was conducted. The results (chi-square =
0.369, df = 2, p = 0.832, N = 41) show no statistically significant
relationship between the two variables, suggesting that participation in
EMI training programs did not vary according to years of teaching
experience within this sample.

Additionally, a Mann-Whitney U Test was conducted to examine
whether teachers who participated in EMI professional development
training (Figure 6) differed in their reported confidence levels in
delivering lectures entirely in English (Figure 4). The results
demonstrated no statistically significant difference between teachers
who attended training programs and those who did not (U = 211, p =
0.661), suggesting that training attendance alone was not associated
with higher self-reported confidence levels in this sample.
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Figure 7. Teachers’ Satisfaction with EMI Training Programs

As a follow-up, the subset of teachers who reported participating
in a training program (63.4% of the sample) were asked about their
level of satisfaction with its content and effectiveness. Their ratings on
a five-point linear-numeric scale ranging from 1 (not satisfied at all) to
5 (very satisfied) indicated that half of them felt satisfied only to a

moderate extent.

Table 5. Teachers’ Suggestions for Improving the Effectiveness of EMI

Training Programs
Theme Number of
Respondents
Supporting teachers through specialized, long-term teacher training 14
Programs (in-person and online)
Advancing teachers’ English proficiency through international 11
exchange and exposure (e.g., bringing language trainers from
abroad, sending teachers on language immersion stays in English-
speaking countries)
Tailoring training programs to the specific linguistic needs of 8
teachers, such as by conducting a needs assessment, i.e., English
for Specific Purposes (ESP)
Resistance towards the implementation and emphasizing the need 6
for more time or preparation
Providing a supportive environment (e.g., resources, technology, 6
encouraging collaboration between teachers and peer feedback)
Implementing EMI in a selective, gradual manner, i.e., not all 3
specialities/universities/teachers
Continuous assessment of teachers’ performance as well as the 3
effectiveness of professional development programs
No Specific Response 4

The next questionnaire item was addressed to all participants,
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regardless of their EMI training attendance. Accordingly, content
teachers were invited to share their opinions on the improvements they
consider necessary to enhance the efficacy of EMI professional
development programs. The themes extracted from respondents’
answers to this open-ended item are summarized in Table 5. As shown
in the table, many teachers emphasized the role of offering long-term
training both online and onsite, as well as providing opportunities for
international exchange, and tailoring the content of the training to their
specific linguistic needs. Interestingly, some respondents used the
open-response space to express resistance to EMI altogether, despite
this not being the focus of the question, and called for more time for
preparation rather than immediate implementation.

3.3 Content Teachers’ Reported Challenges and Coping Strategies

in EMI Classrooms

1 Yes mNo

Figure 8. Teachers’ Self-Directed English Learning Outside of Formal
Training

When asked whether they have personally worked on improving
their English proficiency independently, the majority of the surveyed

teachers (n=32,
78%)

mentioned ‘yes’ in
response to the

question.
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Figure 9. Perceived Student Resistance towards EMI

When asked whether they have encountered any opposition or
dissatisfaction from students regarding the use of EMI, a near-equal
number of teachers reported experiencing student resistance (n= 20,
48.8%) compared to those who did not (n= 21, 51.2%).

Table 6. Teachers’ Challenges in EMI Classrooms

Theme Number of
Respondents

Communication  Barriers  (E.g.,  pronunciation, 10
vocabulary)

General Lack of Readiness for EMI 6
Students’ Lack of Engagement in EMI Classrooms 6
Students’ Limited English Proficiency 6
Teachers’ Limited English Proficiency 5
Lack of Course Materials and Equipment 2
Time and Workload Issues 2
Inconsistencies in EMI Implementation 2
No Specific Response 11

In addition, the teachers were probed about other challenges they
face in EMI classrooms, and in response to this open-ended item, they
mentioned numerous challenges, which are outlined in Table 6. As
illustrated in the table, communication barriers, namely language
difficulties, emerged as the most prominent obstacle.

Table 7. Teachers’ Coping Strategies

Theme Number of
Respondents
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Self-Directed Learning & Practice 9
Training & English Courses 6
Gradual, Growing Integration of English into the EMI 4
Classroom

Enhancing Student Comprehension (E.g., Explanations, Visual 4
Aids, Gestures, and Resources).

Use of Bilingual or Multilingual Instruction 3
Promoting Student Engagement through Effective Teaching 3
Strategies (E.g., Encouragement, Interaction, Collaborative

Learning)

Expressing a Need for Institutional Support (through 3
Awareness-Raising, Financial Support, Training)

Accepting EMI 2
Time Management 1
Rejecting EMI 1
No Specific Response 13

Table 7 summarizes teachers’ responses to an open-ended item
about the coping strategies that they employ to deal with classroom
challenges associated with EMI. As shown in the table, the thematic
coding of teachers’ responses to this open-ended item indicates that the
most frequently used strategies include but are not limited to self-
directed learning, alongside attending training and formal English
courses, gradual English use (namely through code-switching), and
employing helpful techniques aimed at improving student
comprehension and engagement (e.g., visual aids).

Table 8. Teachers’ Additional Recommendations and Concerns

Theme Number of
Respondents
Emphasizing the Role of Supportive Policies (E.g., 5

partnership with English-Speaking Countries, implementing
EMI in secondary schools, language support services, and

centers)

Emphasizing the Role of Teacher Training Programs 5
(Overseas)

Emphasizing the Need for a Gradual / Long-Term 3

Implementation (E.g., a transitional period, more time for
preparedness, implementing EMI in secondary schools)

Selective Implementation (in non-fundamental modules, 2
with English-proficient students)

730



Fatma Zohra HADJ AMEUR / Bouchra BRAHIMI

Facilitating EMI through Technology Infrastructure and 2
Integration

The Use of EMI as an Addition, not a Substitute for Other 1
Languages Spoken in Algeria

Designing a Curriculum Tailored for EMI 1
Supporting and Assessing Students’ English Learning 1
Conducting Research Studies to Evaluate the Effectiveness 1
of EMI

Learning from International Models of Successful EMI 1
Implementation

Concern over the Broader Cultural and Political Implications 1
of EMI

Finally, content teachers were invited to share any additional
suggestions or concerns about EMI. The themes extracted from their
responses are presented in Table 8. Overall, content teachers
underscored the role of institutional support and policies, including
efforts aimed at enhancing the quality of existing training programs,
while highlighting significant issues, such as policy planning, gradual
long-term implementation and curriculum design.

4. Discussion of the Main Findings and
Implications/Recommendations

To begin with, the results showed that the surveyed teachers in
this study recognized several opportunities of EMI, which indicates
their overall positive attitudes towards its implementation in Algerian
higher education. Yet, while some of them perceived themselves
confident or highly confident to deliver lectures entirely in English,
many reported only moderate or low confidence levels, which suggests
that they may not yet be fully prepared for this linguistic transition.
This might be one reason why some participants expressed resistance
towards the introduction of EMI and instead recommended selective or
gradual long-term implementation. Nevertheless, teachers demonstrated
awareness of the importance of developing language proficiency for
teaching success in EMI classrooms. These findings are consistent with
the studies of Dearden (2014), Karabay & Durrani (2024), and Ryhan
(2014) which report teachers’ difficulties with language proficiency,
but contradict Abdaoui & El Aggoune’s (2023) study in which such
difficulties were found to contribute to teachers’ negative attitudes
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towards EMI. These findings emphasize the importance of supporting
content teachers’ development of English proficiency in order to
increase their readiness for EMI, especially through proper training.

In this regard, teachers’ reported experiences with EMI-oriented
professional development training programs showed that most
respondents (63.4%) had attended a training program, suggesting a
relatively widespread engagement among the participants. However,
this result also indicates non-attendance among more than one-third of
the sample. On this matter, results of the chi-square test of
independence indicated that participation in EMI training programs did
not appear to be associated with years of teaching experience, pointing
to other potential explanatory factors, such as awareness, or
institutional support. In particular, institutional constraints, such as the
lack of resources (e.g., limited trainers, equipment, or physical space)
may render these programs less accessible, thereby limiting attendance.
This supports Amara & Hanifi (2024), who emphasize the importance
of language policy planning according to contextual factors. That is,
policymakers play a crucial role in determining the effectiveness of
EMI training programs, particularly through supportive policies that
create conducive conditions for their success. Raising content teachers’
awareness of the role of these trainings is also necessary to encourage
them to attend.

Amongst the subset of teachers who reported having attended a
training program, half reported being only moderately satisfied with its
content and effectiveness. This limited level of satisfaction may be
attributed to weaknesses in program design, a mismatch between
teachers’ expectations and the training provided, or a combination of
both factors. In this respect, the results of the Mann-Whitney U test
further revealed that training attendance was not associated with higher
levels of self-reported confidence in delivering lectures entirely in
English. This raises questions about the effectiveness of these programs
in building teachers’ competency for EMI. This aligns with the studies
of Ouarniki (2023) and Sahan et al. (2021) which suggest limitations in
the adequacy of training programs in addressing teachers’ subject-
specific and pedagogical requirements. These findings thus imply a
need for enhancing the content and effectiveness of existing training
programs to better support teachers’ EMI-related language and
pedagogical needs.
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To this end, the availability of both in-person and online training
workshops can render the training more accessible. In addition, it is
important to design curricula and materials based on content teachers’
specific language needs. One of the participants shared herein, “The
English training | received covered topics like clothing, travel, meals,
etc. All except technical words, terms to use in class, in meetings, or for
teaching. The training is not suited to our needs” (translated from
French). This underscores Smit’s (2023) argument regarding the role of
constructive collaboration between content teachers and language
specialists in tailoring pedagogy to the demands of the target-teaching
situation. Encouraging such collaboration opportunities could help
equip teachers with pedagogical and linguistic support that is more
closely aligned with their classroom realities, thereby enhancing their
confidence and effectiveness in delivering EMI instruction. It may also
be particularly helpful to employ language trainers who are English for
Specific Purposes (ESP) practitioners. Another recommendation to
enhance the quality of the training is to provide a supportive
environment with access to resources and technology, such as “access
to audio-visual language laboratories”, as one of the participants
suggested. Moreover, universities could invite expert trainers from
abroad or organize short sojourns for content teachers in English-
speaking environments to support their English development.
Furthermore, training programs should address the intercultural and
sociocultural dimensions of language development beyond the
linguistic aspect to ensure holistic preparedness for EMI (Basturkmen,
2014; Shimauchi, 2018).

Results on teachers’ reported classroom challenges align closely
with their self-reported confidence in teaching in English, highlighting
communication barriers and language-related difficulties as key
obstacles to the effective implementation of EMI. Teachers also
identified students’ limited English proficiency as another key
challenge that may contribute to reduced classroom engagement and
comprehension. In response to these challenges, respondents reported
self-directed English learning as their primary coping strategy, with the
majority (78%) indicating that they actively engage in it to mitigate
their own language difficulties and address the linguistic demands of
EMI. In addition, teachers reported employing other strategies,
including gradual integration of English through bilingual/multilingual
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instruction, and code switching, to alleviate students’ lack of
engagement and comprehension in the classroom, which is a consistent
finding with Cheng (2017) and Saidani & Belmihoub (2025). These
findings suggest that the challenges teachers face in EMI classrooms
are primarily related to English language proficiency, affecting not only
teachers but also students. Hence, consistent with Ghouali and
Bouabdallah’s (2024) study, the findings further accentuate the
necessity to improve the accessibility, content and effectiveness of
training programs to prepare teachers for EMI and reduce classroom-
related challenges. In particular, students’ difficulties with English
proficiency might explain why nearly half of the teachers reported that
their students showed resistance towards EMI, aligning with Hamane
(2023) and Khenioui & Boulkroun (2023). More importantly, they
suggest that developing students’ English proficiency is equally as
important as developing teachers’ proficiency for teaching-learning
success in EMI classrooms. Therefore, it is imperative to design
student-oriented workshops, encourage students' enrolment in intensive
language teaching centers and endorse other initiatives aimed at
elevating their English proficiency. Overall, these findings on teachers’
reported challenges and coping strategies offer insights into their
classroom realities and into how they are adapting to EMI.

Finally, the present study contains limitations that must be
acknowledged. The study adopted a single-method, cross-sectional
survey design, whereby the questionnaire gathered self-reported data
from one stakeholder group (teachers). In addition, it relied on a small
sample, which restricts the generalizability of the findings. As a result,
while the study provides a timely and exploratory account of EMI
implementation in Algerian tertiary education, its findings should be
interpreted with caution and should not be seen as representative of all
EMI content teachers in Algeria. Accordingly, future research would
benefit from triangulating data across multiple sources (e.g., students,
administrators, and classroom observations) and/or adopting a mixed-
methods approach, such as by combining surveys with semi-structured
interviews. Future research should also employ larger and more
representative samples. Moreover, as the questionnaire did not collect
information on the characteristics of existing training programs (e.g.,
content, duration, format, etc.), future studies that focus on content
teachers who have attended EMI training should examine these aspects
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to be able to make substantive evaluative judgements about the quality
of these programs. Furthermore, future research could examine EMI
beyond the linguistic dimension, including its potential impact on
cultural identity and the development of intercultural competence.

Conclusion:

In light of the implementation of EMI in Algerian higher
education in 2023, this study sought to investigate content teachers’
readiness, their reported experiences and perceptions of existing
training programs, as well as their reported classroom challenges and
coping strategies. The study’s main findings suggest that content
teachers continue to struggle with implementing EMI proficiently and
effectively in practice. That is, the real-world implementation of EMI
remains a gradual and evolving process, largely due to English-
proficiency-related classroom challenges, alongside the potential
limitations of EMI training programs in effectively catering to teachers’
linguistic and pedagogical needs. Together, these factors seem to hinder
teachers’ readiness for the transition. Correspondingly, content teachers
reported employing coping strategies, such as self-directed learning,
gradual integration of English, and code switching, to mitigate
communication difficulties and enhance students’ engagement and
comprehension. Therefore, the study highlights the need to improve the
accessibility, content, and effectiveness of EMI-oriented training
programs in order to better support content teachers during this shift.
Besides teachers’ English proficiency, the study underscores the need
to consider the other side of the coin, i.e., developing students’ English
proficiency for successful EMI implementation. Finally, given the
aforementioned limitations of the study, which constrain the
generalizability of its findings, future research is encouraged to employ
larger samples, draw on more diverse sources of data, and investigate
the adequacy of EMI training programs in greater depth.
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