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A university is not, thank heavens, a place foratmmnal instruction,
it has nothing to do with training for a workingeliand career,
it is a place for education, something quite défer
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1. Introduction

Undoubtedly, internationalisation has become a witngs term in many areas, including
higher education. In the discussion surroundingdéneslopment towards more global univer-
sities was often described as "complex,” "multifadg’ "diverse,"” "controversial," "chang-
ing," and "challenging" (Knight 2008: 12). Over tlast few decades, institutions providing
tertiary level education have come under increagrggsure to adapt to the demands of a
more internationally oriented education. In additi@a neo-liberal market with international
competition poses further challenges to the trawl#i university sector. A central role in any
internationalisation endeavour is usually ascritethe English language and indeed “inter-
nationalisation must be taken as one of the masams for using English as a medium of
instruction across universities in Europe” (Smitddbafouz 2012: 3). The beliefs, opinions
and motivations of the stakeholder involved in pinecesses of internationalising a university
are of paramount interest “in order to raise awaserand enable practitioners to make more
informed choices in their practices” (Huttner et2013: 270). Nowadays, the perspectives of
students and teachers are well-investigated incthrigext, but for some time the research fo-
cus was strongly put on secondary education. lentegears numerous publications also con-
cerned themselves with the experiences of uniyelsdturers and students (e.g. Wilkinson
and Walsh 2015, Symon and Weinberg 2015, Dafoat. @013, Airey 2012, Thggersen and
Airey 2011). About 15 years ago, no relevant paians or studies on the role of English as
language of university teaching and research intrlugould be found too (de Cilla and
Schweiger 2001: 365). Since then several papaysaterberger 2012, Tatzl 2011) and uni-
versity theses (e.g. Vogler 2014) further confirnaeslibstantial interest in the topic.

In order to tackle the above introduced issues, tinésis combines a thorough theo-
retical basis with an elaborate empirical partudahg a case study. A focus is placed on the
beliefs of lecturers of university level English-tingm instruction courses at an Austrian uni-
versity of applied sciences. The majority of ingiins investigated in previous studies on
this matter were traditional universities. Howewuarrecent years, universities of applied sci-
ences, which frequently have a significantly diéigr educational focus, have attracted a high
number of students. These institutions also hawkestd with the challenges of internationali-
sation and the accompanying introduction of EMIrees, possibly in a different way. This is
why one such university was chosen for this projebe FH Campus Wien is the largest uni-
versity of applied sciences in Austria and findlt at the beginning of comprehensive inter-

nationalisation processes. The fact that EMI cautkeyet play a minor role in the curricula



of nearly all offered study programmed underlif@s tlaim. In this context, seven lecturers
who had already been teaching a part of their stdja English were interviewed in order to
eliciting their beliefs regarding internationaliset and EMI in general and their personal ex-
periences at the FH. It was further attempted nd fout whether certain findings could be
attributed specifically to the particular type osiitution.

Despite the clear limitations of the study suclit@$mited number of participants and
local character, the combination of the interviemdings and further research on the univer-
sity a fairly comprehensive picture could be depelh The results may not only be useful for
the FH Campus Wien itself, but, together with s@revious findings, indicative of the gen-
eral situation at universities of applied scienoedustria. In any case it was able to shed
some more light on the beliefs of content teackdrs are faced with teaching in their and/or
their students’ second language.

The first chapter of this thesis consists of a ganatroduction to the phenomenon of
internationalisation in tertiary education. Aftedecussion of the often confused terms ‘in-
ternationalisation’ and ‘globalisation’ a detailednsideration will be given to the factors in-
volved in internationalisation of universities inding the controversially discussed marketi-
sation of universities. The final sub-chapter a$ gection will provide a brief overview of the
corresponding situation in Austrian tertiary ediuarat The subsequent chapter provides the
theoretical underpinning for the second centralctdgMI. It outlines positive and negative
views regarding the role English plays in interoaglised higher education and academia,
followed by a detailed consideration of forms ampacts of EMI as well as more critical
voices. A survey of experiences with content teaglm English across European higher edu-
cation providers completes the theoretical consiitanrs on EMI. The last theory section pro-
vides reasoning for focussing on teachers as sbédkets in internationalisation processes and
EMI implementation. Subsequently, the first halftbé empirical part introduces the case
study with a distinction between traditional unsiges and universities of applied sciences,
followed by a description of the site of the stuthg research outline and a first glimpse into
the situation regarding internationalisation andIE@vthe FH Campus Wien. Finally, chapter
six deals with the main empirical project, the leets’ beliefs. Firstly, the data collection is
outlined, followed by an explanation of the codprgcess. The findings on internationalisa-
tion and EMI are discussed in the following subptkes, organised according to the identi-
fied themes. Eventually, the conclusion providesuenmary of the thesis’ main ideas and

findings and a brief outlook.



2. Internationalisation in tertiary education

2.1 Internationalisation and globalisation as inesapable phenomena

The concept of internationalisation is without aibibof considerable importance in the pre-
sent cultural, political and economic discoursefoBe focussing on the relevance of this
process for the field of university education somare general definitions and implications
shall be considered. It is, however, also cru@ahtlude the concept of globalisation in this
discussion since it is often used interchangealdly iternationalisation in both, the practical
world and academic contexts. Despite being clossfted and also influencing each other, it
may be claimed that the terms are referring to “tiffierent phenomena with different ration-
ales, objectives and effects” (Yang 2002: 81-82)ths point it is important to note that both
processes do play a role in current developmenttheftertiary education sector and are
praised or blamed for various significant altenagi@and innovations.

Due to the current prevalence of discussions aimbernationalisation, it sometimes is
overlooked that it is not a new topic. In non-Westeountries problematic labels such as
‘westernisation’ or ‘modernisation’ are also oft@ssociated with it (Yang 2002: 83). Indeed,
there is no one all-encompassing definition ofrimaéionalisation. It may, for example, refer
to “the implementation of specific measures to ledke global context (Doiz et al 2013:
1407) or the fact that “large numbers of peopleoaélr the world now also participate in net-
works which go beyond the local” (Block and Came2602: 1). According to Knight (2008:
1) the central driving forces for internationalisatcan be identified as the rapid advancement
of technology and communication, the influence hed knowledge society, an increasingly
international labour market, liberal trade policeswell as restructuring of education fund-
ing. These forces may even result in a

compelling pressure to internationalize, owinghe tnstantaneity in communication
and rapid advances in transportation, which rasulin increased need for intercul-
tural and international understanding and knowlg@getell 2003: 49).

The question whether globalisation is a decidedlsitpve of negative phenomenon is a sub-
ject of heated debates. There is also little cosisgion how far in time it can be traced back,
opinions range from the T5to the 1% century to the first major fuel crisis in the 1870
(Block and Cameron 2002: 2). Moreover, for somepglisation is basically a ‘done deal’,
while others see it as exaggerated or an even iedgrocess (Block and Cameron 2002: 2).
As with internationalisation, a number of definitgexist to describe globalisation. It may be
“the intensification of worldwide social relatiomghich link distant localities in such a way
that local happenings are shaped by events ocgumany miles away and vice versa” (Gid-

dens 1990: 64 in Block and Cameron 2002: 1) or fitn of people, culture, ideas, values,
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knowledge, technology, and economy across bor@stgdtmg in a more interconnected and
interdependent world” (Knight 2008: 4). The drivifyces of globalisation are remarkably
similar to those of internationalisation; stillpblalisation is hardly ever seen as a neutral con-
cept (Knight 2008: 4-5). The expectation of a degeient towards extreme uniformity and a
“worldwide standardisation of lifestyles” ratherath a synergetic relationship between the
global and the local, usually leads to overwhelryingegative feelings (Block and Cameron
2002: 3). However, very few commentators would dahk high relevance of the topic, in
Fidel Castro’s words “[g]lobalization is an inewata process. It would be pointless to oppose
a law of history” (Bamgbose 2001: 357).

With regards to tertiary education it may be clain@ a certain extent that “globalisa-
tion is influencing universities world-wide [...hd radically changing the face of the univer-
sity as an institution” (Yang 2002: 82). Here, asd link to the concept of the ‘international-
ised university’ can be established, since intéonatising higher education includes signifi-
cantly ‘global aspects’. Internationalisation haghaut a doubt become a “strategic high pri-
ority” for a majority of universities in North Amiea and Europe (Bartell: 2003: 49). While
internationalisation of tertiary education will beroughly investigated in the following sec-
tions of the thesis, it may be said that, agaimcad range of ideas about what is or should be
included in this process can be identified.

For some people, it means a series of internatiactalities such as academic mobility
for students and teachers; international linkagegnerships, and projects; new inter-
national academic programs and research initiatives others it means delivering
education to other countries using a variety oéfezface and distance techniques and
such new types of arrangements as branch campu$eschises. To many, it means
including international, intercultural, and/or g&dldimension in the curriculum and
teaching learning process. Still others see intemnal development projects or, alter-
natively, the increasing emphasis on trade in higltication as internationalization
(Knight 2008: 1).

For these internationalised educational aims as$ agein a broader cultural and economic
context the issue of language is of consideraldetimal importance since global communi-
ties do not only require shared channels for comeating but also a shared linguistic code
(Block and Cameron 2002: 1). English is the fiestguage to be thought of against this back-
ground, as its status as lingua franca is seldoatlesiged. Still, tensions between different
languages may also occur. In the context of inteynal higher education, for example, these
include the local language(s), English as a linfyjaaca, and/or the home language(s) in the
case of international students (Doiz et al. 204®7). All in all, the most challenging issue in
the current developments involving internationagisaand globalisation, regardless in which

cultural, political, economic or educational fiegd“how to achieve the most appropriate bal-
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ance of interests and needs among local, natioegilnal, and international levels” (Knight
2008: 7). In how far institutions of tertiary edtioa are able and try to contribute towards
this ‘balance’ and which challenges they face sphocess will be investigated in the follow-

ing section.

2.2 Internationalisation of universities
2.2.1 What does internationalisation of higher education mean?
Knight (2008: 2-3) phrases it appropriately whee shaims that higher education has been
faced with a “transition period marked by turmaibmpetition, and anxiety” in recent years,
but also that “the international dimension [...flieecome a formidable force for change, per-
hapsthe central feature of the higher education sectorstitutions have been experiencing
additional pressure for they are required to adaptolatile social, technological, economic
and political situations. In this context, the mmi&ional dimension of higher education has
been of growing importance. The terminology deseglthis phenomenon has undergone
some change in the course of time. In the 1960s$ermational cooperation” was a preferred
term, referring to development projects or inteioral and cultural agreements. “Internation-
alisation” was used in the 1980s to also descriizviies such as study abroad, language
studies or institutional agreements. A clear chasfgamphasis took place in the*2dentury;
however, away from development activities and ntoreards academic mobility as well as
market-driven endeavours (Knight 2008: 3).

As it was made clear in the previous section, m@Bonalisation is not an entirely
clearly defined and completely understood conckpthe higher education context, Bartell
(2003: 46) describes it as

a complex, all encompassing and policy-driven psecetegral to and permeating the
life, culture, curriculum and instruction as we#l @search activities of the university
and its members.

Internationalisation may also be specified in tewhdhe “impact of increased commercial
crossborder education on the purpose, role, angesadf higher education” which results in
“traditionally fundamental values as academic foeadcollegiality, and institutional auton-
omy [...] being closely examined” (Knight 2008: 13he relevance of the intercultural per-
spective is emphasised by Yang (2002: 83) sinaei\aersity should be aware of and put into
action “interactions within and between culturesotigh its teaching, research and service

functions, with the ultimate aim of achieving mutuaderstanding across cultural borders”.



Regarding the involved parties of university intgranalisation, it has to be pointed
out that international relations work on multipéyéls using different channels of communi-
cation such as university partnerships, guest testuoreign students etc. (Ludescher and
Waxenegger 1999: 117). Knight (2008: 10-11) prosida overview of the “actors involved
in the internationalization of higher education” avhre acting at different levels (national,
bilateral, sub-regional, regional, interregionalternational). One problematic aspect in this
context may be that frequently certain membershef university community are not taken
into consideration in the process; Doiz et al. @01408) refer here in particular to admini-
stration personnel. Needless to say, the implertientaf internationalisation policies also
implies a number of other challenges.

Major organisational adaptations are required franuniversity, together with a
“shared vision, a willingness to understand theanizgtion and its environment” (Bartell
2003: 45). In addition, internationalisation ned¢dsoe integrated in all core functions of a
university in order to result in a comprehensivatsgy (Pellert 1999: 34). In this context, a
paramount role is played by the curricula. Knig2Q@8: 7), too, emphasises the importance of
new ways to internationalise the curriculum, togetith the learning process and scholarly
activities. Ludescher and Waxenegger (1999: 12@pest the following indicators for an
internationalised curriculum

Entwicklung durch ein internationales Projektteamernationale Orientierung in Be-
zug auf die Lehrinhalte und Lernziele, internatienazw. multikulturelle Zusammen-
setzung der Studierenden bzw. Vorkehrungen furi&tedenmobilitat, Programm-
struktur (Modulform), internationale Zusammensetgdes Lehrkdrpers und Mobilitat
der Lehrenden, Einsatz von Fremdsprachen, Anwendaestimmter Lehr- und Lern-
methoden (z.B. Fernunterrichtselemente).

The adaptation of curricula may also include aspettich in the past may have not appeared
compatible with traditional values of academia. Bl@conomically-oriented commentators,
for example, see the promotion of the developméra more entrepreneurial mindset as a
fundamental aspect of forward-looking higher edwcatAdamson and Flodstrom 2013:
144).

From a linguistic standpoint it may be briefly addbat Zegers and Wilkinson (2005:
5) claim that an internationalised institution skilonot automatically be regarded as a multi-
lingual one. Additional languages are not necelgstiight or used as medium of instruction;
it can merely be assumed that the university “is vested in a national system” (ibid.). In
reality, however, the dominance of the English laagge in areas such as teaching and pub-
lishing in this context cannot be denied and waldiscussed in a later section. The next part

is going to present a detailed discussion of cefdrors involved in the internationalisation
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of higher education. The focus will be put on Ewophere the Bologna declaration can be

considered a milestone in this regard.

2.2.2 Factorsinvolved in the internationalisation of universities. Bologna, and so forth
While the term ‘factors’ might be considered somatmnspecific and vague, it was, none-
theless, chosen on purpose. The reason for thhaisthe subsequently discussed elements
simply cannot be labelled straight forwardly in tentext of university internationalisation.
They may be desired outcomes as well as drivingerrequirements or side effects, depend-
ing on the point of view or the strategies or thtes involved. In any case, they are signifi-
cant aspects which are often discussed and referdeglinsiders and external parties in equal
measure. Before focussing on three central aspéatgernationalisation, namely mobility,
knowledge exchange and employability, the Bolograc&ss, one of the greatest innovations
in European higher education in recent decadesitaindpact will be briefly reviewed.
According to Knight (2008: 7), “Europe’s Bolognaokess is the most striking exam-
ple of major regionwide reform”. Together with thl&uropean Higher Education Area
(EHEA) it was initiated in 1998 through a coopesatiof the ministers of education from
France, Germany, the UK and Italy. In 1999, thecpss was further formalised via the Bolo-
gna Declaration (Adamson and Flodstrom 2013: 1B6Austria and most of Europe, ‘Bolo-
gna’ was mostly associated with the structural gkant caused. The new two cycle model
(Bachelor’'s and Master’s) as well as the “lengttife for degrees (especially master’'s de-
grees) and the European Credit Transfer System $Eddr a long time took most of acade-
mia’s attention - this was for many the Bolognadess” (Adamson and Flodstrom 2013:
139). The reform, however, included a much morel&mental issue, a reorientation of terti-
ary education. Weyers (2013: 271) refers to itaslédicated attention to ‘The Student Ex-

perience™ where a learning outcome- and competdrased approach is assumed which
supports the development of curricula that encaieagive, student-centred learning. In some
disciplines it could also be described as a shitiyafrom imposing codified content knowl-
edge onto learners and a striving for fulfilmentstdident and societal needs (Adamson and
Flodstrom 2013: 137).

The goal is to develop students with an integrated of research, education, innova-
tion and business, combined with the spirit to ¢farm ideas into business and to
make a societal difference (Adamson and Flodstrofh82146).

Despite facing some very harsh criticism, the Bobb®eclaration led to a “remarkably effec-
tive process in driving the development of Europbagher education systems” (Adamson
and Flodstrém 2013: 136) and



has been a great step forward towards creatingrecwum and educational systems
that are congruent with the needs for the knowlestggety; one where national bor-
ders are losing their importance and distance iasoned in time and access to com-
munication tools rather that in kilometres or mi{gsd.: 150).

Interestingly, internationalisation is not expligimentioned as one of the goals of the Bolo-
gna Process, although the two certainly seem diyarunnected. Mobility for students and
staff, on the other hand constituted a key Bologmaponent from the start (Adamson and
Flodstrom 2013: 137).

Mobility of students appears to be an immenselyartgnt aspect of internationalisa-
tion for many, with “the number of foreign recruasd exchange students on a given cam-
pus” being one indicator to “measure the exterleweel of the process of internationalisation
of universities” (Bartell 2003: 57). The growingmbers of international students support this
significance with “over 4.1 million tertiary studsnstudying outside their countries of citi-
zenship, representing a fivefold increase in tlsé tlairty-six years and a 99 per cent increase
since 2000” (Kandiko 2013: 3). In a Spanish stugyDviz et al. (2013: 1412) students also
stressed the benefits of having international sitglat their universities and claimed to be
highly interested in participating in mobility pn@nmes themselves. On the other hand, the
same study revealed that administrative staff wteas enthusiastic about participating in
such programmes, the main reason being a lackeffolanguage skills (ibid.: 1413).

However, mobility does not only refer to temporarchange programmes such as the
popular ‘Erasmus+'(formerly ‘Erasmus’) but also to longer term imational students mi-
grating to foreign countries to complete a wholgrde. In this context, English-taught study
programmes are essential since they allow inteynatistudents who would otherwise be
deterred by language barriers to enrol at foreigmvarsities (Gnutzmann and Lipski-
Buchholz 2008: 149). Fully acknowledging the cdnitode of mobility in university educa-
tion, Pellert (1999: 32) notes that internatioratien should by no means be reduced to mo-
bility alone. In addition, despite all efforts, peipating in a mobility program remains
somewhat ‘elitist’; therefore, international exgerces also need to be provided to those stu-
dents who are, for whatever reason, not sufficjefiixible. ‘Internationalisation at home’
activities, such as those provided by the FH Canwgiex described later in this thesis, are a
valuable option to tackle this challenge. As intecbbefore, the factors described in this sec-
tion are closely connected, and mobility cannoseen in isolation from career or employ-

ability aspects or academic knowledge exchange.

! Detailed information about the new Erasmus+ pnogne, including participant numbers and backgroead,
be found at http://ec.europa.eu/programmes/eraghuséndex_en.htm.

8



Mobility obviously plays a significant role in theoss-border, collaborative coopera-
tion in knowledge production (Pellert 1999: 25)n&commentators have even detected a
shift in importance from mobility to a focus on kmedge trade:

Whereas the initial aim of internationalization wasncrease student and staff mobil-
ity, at present the key objective is to strengttiencompetitive position of higher edu-
cation in an international perspective: the exmdrknowledge (Vinke et al. 1998:
384).

The “increase in the crossborder movement of sehodxperts, and teachers/professors” can
influence the higher education sector of a couhtreither moving in or out, therefore caus-
ing brain gain or brain drain (Knight 2008: 15). dn optimum situation, this international
activity can be described as a ‘cooperative exchatigoperativer Austausgiwith all in-
volved parties acting in a benevolent manner amtdng for mutual benefit (Pechar 1999: 47).
While the collection of fees from international dénts is frequently presented as main mo-
tive, universities often have far more intrinsicademic reasons for advancing internationali-
sation. The pool of potential partners for quiakiormal exchange of research results and
possible research cooperation has expanded imnyeasélthe world-wide collaboration of
leading researchers raises academic productivigch® 1999: 61). In Maiworm and
Wachter’'s (2014: 52) frequently cited survey ondp@an higher education securing ‘brain
gain through the “recruitment of international amac staff and top talents, e.g. PhD stu-
dents” was given as a major strategy pursued byewsities.

Apparently, international interests and intentians heavily present in academia; but
problems arise if those interests create a tenfimd with insufficient language skills
(Gnutzmann and Bruns 2008: 12). Increasing Anglaphi@ndencies will be closely exam-
ined in section 2.3.1, but in the present discusdidias to be added that participants in the
academic discourse are strongly affected by thdiffngominance, not only in international
publication. They may profit from English as a ¢gda of research exchange. They may,
however, also experience drawbacks, for examplaltiminance of Anglo-American norms
or the impoverishment of their native languagesui@mann and Bruns 2008: 14-18).

Referring again to mobility, international expeenhas been an important employ-
ment criterion on the academic job market for gsitene time (Ludescher and Waxenegger
1999: 112). Employability is also clearly mention@d the Bologna declaration since
“[h]igher education should serve as preparationtiier labour market and for life as active
citizens in a democratic society” (Adamson and Blgiin 2013: 137). Internationalisation in
the form of mobility can be closely linked to statie career prospects in another way, as

the recruitment of international students and ma&onal staff, which English facili-
tates, leads to enhanced institutional prestigeatgr success in attracting research and
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development funding, and enhanced employabilitydomestic graduates (Coleman
2006: 5).

It is not a new idea that, tying in with careerven internationalisation plans, the adoption of
a foreign, predominantly the English, language asliom of instruction is motivated by the

aim to prepare students for an internship or eveerenanent employment abroad (Vinke et
al. 1998: 384). In addition, a somewhat more abstiglobal competence” is required from

students preparing for their careers in order tm¢tion effectively as citizens and in their

work lives” (Bartell 2003: 66).

As higher education has expanded, there has beesased emphasis on the skills
students need once they complete their degreese®hdls are considered crucial for
employability and include communication (writtendaaral), time management, in-
formation technology, problem solving and teamwdtkthermore business and en-
trepreneurial skills are also now considered ctucighe new knowledge economy
(Weyers 2013: 272).

Universities are more and more acknowledging tresponsibilities regarding the future em-
ployability of their students. “[T]Jo make domesstudents fit for the international labour
markets” is one of the central priorities of Badngbrogrammes in Europe (Wéchter and
Maiworm 2008: 69). The general opinion nowadayshet English-taught university pro-
grammes prepare their students particularly wellaio internationally-oriented professional
life which requires cross-border, comparative kremgle (Gnutzmann and Lipski-Buchholz
2008: 153). In addition, “students can prepare gewes for a society in which multilingual-
ism plays an increasingly important role” (van Leea and Wilkinson 2003: 7). As previ-
ously indicated, however, the concept of ‘multiliiadjsm’ should be interpreted with some
caution since it frequently solely means ‘a locatiive language plus English’.

The drive for academic mobility facilitated throutjfe EU-wide introduction of more
transparent degree structures is sometimes fearedd to a potential loss of regionally rele-
vant topics in favour of internationally valued kviedge (cf. e.g. Gnutzman and Bruns 2008:
11). Still, it is often celebrated as a move tovgaamdmore comprehensive exchange of knowl-
edge and an increase of international cooperakarthermore, a beneficial impact on stu-
dents’ and researchers’ career prospects couldoglsabserved. Apart from these predomi-
nantly positively perceived aspects of the intaomatlisation of higher education, a more con-
troversial outcome is the growing competitiveneghiw the European higher education area
(Wilkinson 2008: 169). This development entailsdamental changes in the self-perception
and self-presentation of most European universitieieh now overwhelmingly resort to dis-
tinct marketing strategies in order to positionntiselves on a vast ‘education market’. Due to

its significant role in the internationalisatioropess, also in connection with the introduction
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of English-medium instruction courses, these culyambiquitous marketing efforts of uni-

versities are discussed in depth in the next sectio

2.2.3 Marketisation of university education

With the increasing presence of internationalisapoocesses at institutions of higher educa-
tion, “[tlhe development of an internationally répd university has become the goal of many
academic presidents, rectors or vice-chancellorghg 2002: 90). A market for higher edu-
cation has been clearly visible in the US and UKnfiany years, but now Continental Europe
is also moving in this more competitive directiddafnett 2011: 40). Over the last two dec-
ades a majority of European universities seem V@ leatered the marketing world in an at-
tempt to firmly secure a place for themselves witthie wide-ranging offer on tertiary educa-
tion. While 15 years ago Pechar (1999: 52) merelgd that universities need to be more
business-oriented, a few years later Coleman (2BDélready claims that “[u]niversities are
no longer institutions but brands”.

The marketisation interests of universities areaagpt, yet of a very vague nature, in-
cluding diverse intentions and values of numeracarsigs; “competitiveness and universality
are all evident at once even in a single activi§arnett 2011: 40). The new, more competi-
tive perception of universities is not welcomed dxerybody. Academic staff in particular
frequently feels alienated by the views and dissewf marketisation (Sauntson and Morrish
2011: 75). This discomfort may be related to theegal “angst, tensions and unpredictable
nature of the outcome of marketisation” (Scullidrake 2011: 235) or the seeming incompati-
bility with academic values,

[flor connected with a conception of higher edumatas a personal good lie concepts
of freedom, autonomy, authenticity, democracy artctality (Barnett 2011: 45).

It was mentioned before that marketisation of etlanas not a new phenomenon, but why
has it become such a debated issue in Europe lowdadt decades?

It is indeed worthwhile to take a closer look atngoreasons or developments that lead
to the emergence of marketing in higher educa#fofrequently identified reason is the need
for universities to generate funds, often by reargi(international) fee-paying students. This
necessity is a result of recent cuts in public fngdor higher education and research in nu-
merous countries across Europe (Knight 2008: 8ntSan and Morrish 2011: 74, Maringe
2011: 142, Kandiko 2013: 13). In this economic digse, neoliberalism plays a significant
role. This theory is based on “individual economationality” and the claim that the state’s
involvement should be kept at a minimum while pisaion should be heavily promoted
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(Kandiko 2013: 14). Such global economic forcesawiavour business-oriented approaches
and emphasise customer orientation are also haesist for universities and as a result,

HE [higher education] became a tradable serviceed@n demand and supply laws
under which students became key consumers whilersgiiies and their staff were the
providers (Maringe 2011: 142).

A logical consequence of this development is thaterand more universities demand the
right to enter into the competition for the besideints, with the most important and numerous
“full fee paying students” originating from Asiag€har and Pellert 2004: 321, Pechar 1999:
60). In addition to immediate financial benefitsaingh fee-paying students, the recruitment
of international students and staff contributesigicantly to the prestige of a university. This,
in turn, facilitates research funding and, tyingwith the previous discussion, enhances do-
mestic graduates’ employability (Coleman 2006: 5).

The outcomes or effects of marketisation effortsmfersities are fairly extensive and
have far-reaching conceptual, but also more taagibhsequences. One of these is the dis-
cussion surrounding the ‘student as consumer/custametaphor. A consumer is rather pas-
sive and to a certain extent merely ‘consumes’rai@ A customer, on the other hand, has
greater influence and is a powerful party in a reamrelationship since they can withdraw
their custom at any point. Additionally, in the waisity context the student is not simply
faced with a monopoly service, universities areoampetition with each other and therefore
students can “shop around” (Barnett 2011: 43-44p implications for the teacher-student
relationship are also under scrutiny in the contx marketised university. Essential peda-
gogical concepts such as ‘responsibility’, ‘auth@tyt’ and ‘engagement’ are hardly compati-
ble with the consumer metaphor, while they candreeshat better associated with the cus-
tomer concept. In general, the implications of plagallel existence of a pedagogical and a
market relationship have to be questioned (Ba@@ki.: 47).

Another area of impact of marketing activitieshe tbranding’ of universities and the
accompanying development of mission statementsrdstingly, these were extremely rare
for universities until the late 1980s, whereasythee almost ubiquitous nowadays (Saunston
and Morrish 2011: 75). Sauntson and Morrish (2@XBmined the current mission statements
of several UK universities and analysed the potmiluences of marketisation on wording
and word choice. Overall, they identified a domirewrof a “discourse of competitiveness,
with assertions of world-leading quality, and bsast ordinal ranking” (Sauntson and Mor-
rish 2011: 81) and found “mission statements ta@®inated by neoliberal discourse which
extols marketisation, commodification and globdi@a (ibid.: 83). Contributing to the ‘stu-

dent as consumer’ debate, they conclude that
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[tihe key purpose of mission statements appedos @n indefinable kind of 'branding’
in which concrete purposes and achievements atacezp by a symbolic avowal of
the values of business and industry. What we vieva ae-packaging of students as
(simultaneously) consumers and products of unitiessis a logical extension of this
philosophy (Sauntson and Morrish 2011: 83).

For some universities, marketing their institutiaiso drives them to change their language
policies. At the Polytechnic University of Milamprf example, it was recently decided to in-
troduce English as the primary language of insibacand administration. The rector justifies
this somewhat drastic move with the university’sché stay competitive, since “[i]f an insti-
tution in Italy wants to be high quality, it's nobnceivable now to focus only on the national
market” (Williams 2013, http://search.proquest.cdoaview/1370714407?accountid=14682),
accessed 17.10.2014). Clearly, market forces ameasing the pressure on institutions re-
garding their reputation and offered ‘services’.

Marketisation is an interesting factor of universitternationalisation because it is far
from uncontroversial. Many other facets of interoalisation are seen as neutral or even
positive, e.g. mobility. The marketing of highemedtion, however, is often perceived rather
negatively. The economic or competitive aspects m@yconsidered as threatening to its
“genuine values” and “cultural mission” (Yang 20@%, Bartell 2003: 44). Barnett (2011)
outlines several detrimental effects which aredweld to be caused by the introduction of the
market dimension into the university sphere. Rirdtie status of students as ‘customers’ may
have a harmful influence on the pedagogical redatip in higher education since. Due to the
fact that students invest a significant amount ohay, they might expect a satisfying out-
come (grades, degrees) without really investingngeves (Barnett 2011: 42-43). More gen-
erally, some commentators “are concerned aboutinheersity as a social institution and be-
lieve that marketisation is corrupting the univgrsis an embodiment of public goods” (ibid:
39). In addition, there are constant pleas noht¢tude student fees in the funding options for
tertiary education (ibid.: 45). Otherwise, univées could run the risk of degenerating into
“factories for the production of degrees which st can purchase using real money and
their brains” (Maringe 2011: 144).

Obviously, a wide range of people has uttered amscabout the increasing involve-
ment of marketing aspects into university mattarsluding politicians, journalists. Accord-
ing to Scullion et al. (2011: 227), however, thdyoeffective criticism can come from the
university itself:

If we accept that one of the core roles of a umiNgris to investigate phenomena in
order to broaden our understanding of them, thateusities are valuable to society
because they may independently reflect an thirtgs appropriate that critique of
marketised HE comes fromithin —indeed it can only come from the academy.
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Despite the considerable number of marketisatigpoopnts, there are also numerous sup-
porters of a more economic, competitive approachigber education. One argument on to
this end is, that due to reduced state fundingketeng is a necessary means for generating
income (Barnett 2011: 39). By perceiving itselfaaservice provider in an international mar-
ketplace, universities would also place the conswneustomer, i.e. the student at the centre
of their decision making which “helps to democmatike HE experience, increase account-
ability and contribute to enhanced quality of thié &kperience” (Maringe 2011: 151). In ad-
dition, students, far from being passive consum@igy even show a heightened interest in
their learning due to the presence of a markehag are presented with a wider choice of
services and are comparing their options (Kand@®32 16). Hence, introducing neoliberal
aspects, such as providing the best possible pradwicsophisticated customer, could indeed
improve the university experience for students,fbuteachers as well. Both, university stu-
dents and teachers would possibly also show aegriatel of engagement in their pedagogi-
cal relationship if an economic and customer sattgfn aspect was involved. This would
clearly contradict marketing sceptics’ argumentardgng an impoverished pedagogical rela-
tionship and that “so-called commodification of lnég education leads to a denial of respon-
sibility on the part of the student” (Barnett 2046-48).

It is hardly possible to reach a conclusion whethermarketisation of higher educa-
tion is an entirely positive or harmful developme8urely, this judgement strongly depends
on one’s affiliations, since academics’, administrsl and politicians’ views often differ. In
general, it remains doubtful, however, if a strgngbmmercially-oriented approach to uni-
versity education would have an exclusively positimpact. This may be particularly prob-
lematic for some disciplines where educational coute’ is not measured in employability
and economic implementation.

Before the focus of this thesis is shifted to thecadssion of English and English-
medium instruction, one last aspect of internatisation is investigated. The following short
chapter will concern itself with internationalisati processes and issues in Austria, since in
some respects the country reacted in a particuéar tov the Bologna Declaration and what
followed. These Austrian ‘peculiarities’ are defely very relevant for the present study, as it

is an Austrian university which will be investigdts the empirical part.
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2.2.4 Internationalisation in Austrian higher education

Generally, it can be said that, compared to otlbenties, there is little competition
among Austrian universities, at least among theittcaal, public institutions where around
75 per cent of Austrian students are enrolled iSilat Austria. 2014.Studierende in
Osterreich 2011/12-2013/14) his may be explained by the fact that thesearsities are not
required to compete for (international) studentsh@y offer free and unrestricted access to
almost all degrees and therefore rather struggte wwercrowded programmes. However,
there are further reasons for a rather under-catiyvgeaind nationally-oriented higher educa-
tion landscape. In Austria, the Humboldtian tramfitwith its ideal of a holistic, self-reliant
education has had a fundamental influence on thié){serception of higher education the
shaping of the curricula.

Until recently, there was one (lon@jiplomstudiumwhich was not divided into an

undergraduate and a graduate phase. The wholeewfueaching and learning is
characterised by missez-fairepolicy with great freedom for both teachers and stu
dents. Students are seen as adults who do notahesel supervision at universities
(Pechar and Pellert 2004: 323).

The Bologna Process, with its stricter organisaéind two cycle structure, therefore, appears
to contradict the traditional Austrian approachthigher education quite heavily. The change
from a teaching- to a learning-focussed systemtitates a significant novelty for many aca-
demics and lecturers. Austrian university-relatetyiarities become even more obvious
when compared to the Anglo-Saxon culture of teaglaind learning. In those countries, uni-
versities feel much more responsible for their etud and high drop-out rates, which are very
common at Austrian universities, would be thoroyghVestigated. In addition, “[t]he obliga-
tion for successful teaching and learning is fettrenstrongly by both students and teachers”
Pechar and Pellert 2004: 324). Furthermore, lectuddd not find that their “teaching is not a
by-product of their ‘real work’ (i.e. research),tlauduty that requires a certain set of (differ-
ent) qualifications” (ibid.).

Taking Austria’s second biggest group of tertiagy@ation providers, the universities
of applied sciences (FHs), into account the siturats somewhat different. Founded in 1994,
this type of institution is comparatively new oretbducation market. Being considerably
more job- and less academically oriented, theimoigation and curricula are much more
rigid, and therefore, the change to the Bachelostbtasystem was less of an issue for this
institution. Still, more international orientatiesrequired in other areas such as curricula con-
tents or the role of international experiences. $tuglent body of most FHs does also lack
diversity in this regards.
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Traditional universities have had first basic apyetees to internationalisation of teach-
ing in the 1980s. Ludescher and Waxenegger (198@stigated this process at three univer-
sities in their study. So despite the slightly slomaplementation, internationalisation efforts
were present, particularly because Austrian scigrudieies were generally fairly supportive
in this regard, while Austria’'s EU accession alsa la beneficial impact (Ludescher and
Waxenegger 1999: 111-112).

Still, several problematic aspects can be idewtifrethe internationalisation process.
Some traditional features of Austrian higher ediocaappear incompatible with the Bologna
Process, which resulted in a considerable predsureform in the first decade of the 2000s
(Pechar und Pellert 2004: 317). The above introdlwcacept of the shared ‘responsibility for
successful teaching and learning’ is frequentlyce®ed as something rather alien and often
pejoratively described as reverting to ‘school-ligguctures Yerschuluny (Pechar and Pel-
lert 2004: 324). For some time it was debated hoevritew Bachelor and Master could be
realised and whether these new programmes coully cEmtribute to a more international
education market. In addition, it was highly queséble if the completed Bachelor's degree
would be accepted on the Austrian labour marketllafLudescher and Waxenegger 1999:
124). Indeed, this remained an issue for quite sme. In 2004, Pechar and Pellert (p. 320)
claim that the Bachelor was still regarded as &ermediate university degree rather than full
degree. It is my personal impression that, eve@0h5, this perception could not be com-
pletely eradicated yet.

Universities of applied sciences struggle with ddional problem. Their often very
regional orientation regarding student and staffugment as well as curriculum contents and
structure may be considered a further hindrancthdointernationalisation process. On the
other hand, it is argued that, despite not havimguded internationalisation as an explicit
goal when FHs were introduced in the early ninetisimplicit focus always existed due to
the institution’s orientation towards the job marR&/erner 2014: 167). Opposing the interna-
tionalisation trend, it is has been subject to sa®leate to what extent this university type
really requires internationalisation anyways (Br&ind004: 52-53). Support for the continu-
ing high topicality of these concerns can be foumthe empirical part since some statements
of interview participants strongly indicate a rewab orientation of the education at universi-
ties of applied sciences.

At traditional universities in Austria, the awaresef the necessity of internationalis-
ing higher education is clearly present. Ludesemel Waxenegger reported significant inter-

nationalisation results at three Austrian univérsitvith a real ‘internationalisation boost’ not
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only in research but also in teaching already i891@. 122). In 2014, the University of Vi-
enna states a clear and ambitious internationigisatrategy in their yearly international re-
port:

As an internationally orientated leading Europeaiversity, the University of Vienna
considers the long-term implementation of the mationalisation strategy to be an essen-
tial element in achieving the following goals:

» Acquiring a position as one of the best researcbheusities in Europe
» Raising its international profile in research adda&ation

» Consolidating the international presence of itseadments in research and teach-
ing (University of Vienna 2014: 6).

These developments are very much in line with tingeait orientation of higher education
which implies that attending university automatiggirovides a certain degree of ‘interna-
tional competence’ (van Leeuwen 2003: 22). This atsludes language skills, and English
obviously does play a central role in the interr@él academic and working world. In the
following chapter of this theoretical part will iestigate linguistic aspects of university inter-
nationalisation with particular focus on the Enjgllanguage and how it is on its way to be-
come the dominant medium of instruction.
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3. English and English-medium instruction (EMI) as“symptoms” of in-
ternationalisation

3.1 The role of English in internationalised highereducation and academia

As mentioned before, the English language does glegntral role in all internationalisation
efforts and plans, which is why this aspect willthe focus of this section. Discussing the
impacts and developments of English as an intematilanguage or a lingua franca would
obviously also be worthwhile. Due to the limitecbge of this project, however, the ever in-
creasing dominance of the English language willyd# discussed in the context of higher
education.

The preceding paragraph, and indeed the whole gapfar, gave the impression that
one language is the unchallenged number one chdiea it comes to internationalising terti-
ary education. This reflects the corresponding ngemreeral and global debate quite appropri-
ately, since learning, teaching or offering ‘foreiignguages’ in the context of internationali-
sation mostly means learning, teaching and offefimglish’. This was not always the case.
Around 1900, English did share its relevance asrmational language with French and Ger-
man, which were roughly of equal importance. Duedweral reasons including colonialism,
technical advancements, and economic developmemiisk then achieved dominance as
language of science, leaving French and Germabdhaind (Ammon and McConnell 2002:
11-13).

Nowadays, nobody would deny the dominance of Ehghseducation and despite an
official promotion of multilingualism through EU poies

all the EU member countries have quietly made Ehgihe main foreign language of
their school curricula, and often the only firstdign language (with French, German
and Spanish or Italian as an obligatory choice sscand language) or even the only
obligatory foreign language (Ammon and McConnel206).

At university level, the natural sciences are ugudescribed as particularly Anglified.
Gnutzmann and Bruns (2008: 9) even refer to thisason as ‘hegemony of the English lan-
guage’ Hegemonialstellung der englischen Sprgchighe degree of Anglification varies be-
tween different fields “with the first group beitige most and the last group the least Angli-
fied: (1) Theoretical, or "pure”, Natural Scienc€®) Applied Natural Sciences and Social
Sciences and (3) Humanities” (Ammon and McConn@D2 21). A more recent Swedish
study underpins this categorisation with the clthat the extensive usage of English

may involve a relatively easy and straightforwaadduage switch in the sciences, but
present a greater challenge in the Humanities, aad Social Sciences which rely
more heavily on linguistic formulations, style ofpeession and typically deal with
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more ‘local’ or at least nationally oriented aredsnquiry (Bolton and Kuteeva 2012:
443).

Regardless of the field, academic publication heesnkfollowing a strong Anglophone trend
for some time (Gnutzmann and Bruns 2008: 14). Thisglification tendencies are, of
course, not undebated. Acknowledging this situatiba following sub-sections will discuss

arguments for the merits of this development as ageimore critical views.

3.1.1 Merits of the Anglophone trend in higher education

According to Zegers and Wilkinson (2005: 4) muttgualism can either be “an institutional
or societal construct”. In the context of interpaflisation of higher education the institu-
tional level is usually foregrounded. In non-Andhope countries, this type of multilingual-
ism mostly includes one or more local languagesEmglish, which takes the role of the lin-
gua franca. Clearly, the complexity involved ingiia franca usage must not be underesti-
mated, since it

finds its reflection in complex language developtaéprocesses, involving the devel-
opment of the community's repertoire, learning gmelanguage use and also chang-
ing individual repertoires (Smit 2010: 408).

The general benefit of a global language is alsmeoted to the fact that “major political,
economic, social, cultural, ecological, technolagjicand military issues are increasingly
structured as global problems* and “global concémg. the ecological question) are struc-
turally non-territorial” and therefore may requioee common language (Breidbach 2003:
14). In addition, despite a favourable stance tawgiurilingual education, Breidbach (2003:
20) admits that “English itself may function as ieedt mediator between participants in a
discourse who would otherwise have to rely on tedim or a third party”. From a non-
European perspective, it could be argued thaterdtian seeing English as a bothersome ob-
stacle to university development and “a languagengkrialism”, the English language “is a
potent medium for international communication, @ad become the servant of many people
from less developed countries” (Yang 2002: 90).

As a result of its global relevance, the Englishglaage is involved in a process re-
ferred to as “the Microsoft effect” by Coleman (80@): “once a medium obtains a dominant
market share, it becomes less and less practicgdtttor another medium, and the dominance
is thus enhanced.” Indeed, frequently it is Engligtich is seen as “the ‘natural’ medium of
instruction’ at internationally-oriented universii (Jenkins 2014: 162). In her recent study,

Jenkins (2014: 158) found that there is a stronggensus among university staff that
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English is the language of the internationalizatdéilE and therefore the most appro-
priate language to serve as a common medium ofici&in among speakers from dif-
ferent LIs®

Hence, it is therefore not surprising that the mgjof universities with serious internation-
alisation intentions introduce English into theathing.

Their main reason for doing so has been the fesrtliey would otherwise be unable
to attract foreign students or foreign scholars aciéntists, since these individuals
usually know English but are reluctant to learfi atiother foreign language for their
studies or work at a university abroad (Ammon areCighnell 2002: 7).

Van Leeuwen and Wilkinson (2003: 10) additionalliggest that, in order to completely ap-
peal to an international students and staff, adstretion should also be able to fully work in
English. This was, for example, also recognisedhayPolytechnic University of Milan. In-
troducing English as their official language inaiéas, including teaching and administration,
was “a core part of a strategy aimed at presertlieguniversity's leading position in Italy
(Williams 2013, http://search.proquest.com/ docvield70714407?accountid=14682, ac-
cessed 24 May 2015).

Different fields of academic research react diffeiseto the dominance of English.
The natural sciences, for example, are commonlyacherised as culturally independent or
strongly cross-culturally oriented and therefore &ss connected to a national language
(Gnutzmann and Lipski-Buchholz 2008: 155). TherefdEnglish is usually seen as advan-
tage, even as catalyst for an improved communicadiod scientific advancement in these
disciplines, also referred to as the ‘Anglophonierstes’ (Gnutzmann and Bruns 2008: 11).
Indeed, all parties involved in the academic disseumay profit significantly from a ‘catalyst
of research and knowledge exchand¢at@lysator des ForschungsaustaugcfGnutzmann
and Bruns 2008: 18).

The merits of English as means of communicationusteally underlined by propo-
nents and sceptics alike. European universitigs,ie.Scandinavia, with steadily increasing
numbers of international students and membersaff bave first-hand experience of this.

More sceptical views are, however, also presentsaatl be discussed below.

2 Another noteworthy finding, which unfortunatelyncet be discussed further in the context of thigjamt, is
the widespread “assumption that native Englishcifipally 'standard’ North American or British aeauic
English, is widely seen as the most acceptable &friehglish” (Jenkins 2014: 158).
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3.1.2 Critical voices on the dominance of English

Critical views on the ever increasing dominanc&nglish are numerous and diverse. In the
university/internationalisation context two typdsxmore or less negative views could be iden-
tified. Firstly, critique in terms of linguistic,na in connection also cultural, homogenisation
and decreasing diversity. The other type of créiquidresses concrete usage issues as well as
insufficiently planned implementation and does netessarily oppose the English language
and Anglophone culture as such.

Despite English commonly being considetéeé international and global language,
Shohamy (2007: 132) argues that “the real meaningjatalisation is multilingualism”. In
partial accordance with this claim, a 2013 studyhat bilingual University of the Basque
Country found not only that there are “negativeeeti§ associated with the imposition of Eng-
lish as the hegemonic language of communicationt,tbat a number of students demand
increased language diversity in tertiary educa(ibniz et al. 2013: 1413-1415). Lecturers
who were interviewed also complained that somel Isitalents were reluctant to speak Eng-
lish, even in courses with international studeitigl(). The same study revealed a consider-
able concern about the pressure that a wide-rangingduction of English at the bilingual
university may exert on the local minority langudBeiz et al. 2013: 1417).

In Sweden, a related debate about domain losxsdigl and language protectionism
led to the conclusion that both English and Swedist possibly an “explicit national lan-
guage policy” were needed in higher education (AR812: 65, Bolton and Kuteeva 2012:
431). Higher education plays a particularly impotteole in this regard, since “in diglossic
societies, the formal and prestigious functionstfef minority language] are the first to be
lost” and this process is a potent trigger for tlqpvn language death (Coleman 2006: 3).
Thus, even if the acceptance of the dominance gfignis inevitable, the need for other lan-
guages should not be disregarded (Bamgbose 20(0): 3&is, however, results in a di-
lemma:

[H]Jow can language education policies avoid Scghd Charybdis of a market-driven
tendency towards linguistic homogenisation on the lsand and communicative isola-
tion within multilingual diversity on the other (8idbach 2003: 15)?

Apart from solely linguistic challenges and consamtpes, members of traditionally non-
Anglophone sciences such as the humanities aredngy wary of the potential danger of the
increasing dominance of Anglo-American perspecti@ed opinions in their fields (Gnutz-
mann and Bruns 2008: 11). Relating to a somewhatasilinguistic and cultural domination
in history, English has been termed “a new Latidiinfnon and McConnell 2002: 25). The

current development was also referred to as tmguk franca trap” which, in the worst case
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scenario could threaten “social inclusion and p@ltparticipation, as it curtails the exercise
of political, economic, social, and cultural righ(Breidbach 2003: 19).

Notwithstanding all concerns regarding linguistiedacultural homogenisation, the
majority of institutions in the tertiary educatieactor acknowledge the importance of English
in the internationalisation process. Interestingiiyase involved often have strong beliefs and
ideologies about English which may influence thegpess of its introduction. In this context,
Jenkins criticises the frequently prevailing tramhtl, pre-internationalisation understanding
of university English which hardly involves any aemess of English as a lingua franca (Jen-
kins: 2014: 162). Sufficient language proficiensybviously a central issue in the discussion
around English in higher education and academi&iwis also supported by findings of this
study. Lacking skills are sometimes a significamttér which at least creates tensions be-
tween interests and competences and at worst eschrchdemics from international research.
On the whole it is frequently argued that non-reaspeakers of English are indeed discrimi-
nated when taking part in the international scfendiscourse (Gnutzmann and Bruns 2008:
12-15).

But not only researchers may experience drawbaoks the dominance of English. In
reaction to a recent complete switch to Englisip@®ary language of teaching and general
communication, students and staff of the Polytechumiversity of Milan argue that this
measure “limits access to education and introdtareslement of linguistic discrimination’
against university employees” (Williams 2013, higearch.proquest.com/ docview/
1370714407?accountid=14682, accessed 24 May 20hB)r scepticism is not directed at
the English language as such, which is regardddgidy necessary in order to compete in-
ternationally and prepare students for future egmlent. It is, however, argued that gradually
introducing English to the university and develgpitonsensus among all involved parties
would yield more satisfying results (Williams ibjid.

With language competence being such a relevanbrfapteparatory or parallel lan-
guage courses appear to be an obvious strateggrease students’ English skills. Hellekjear
and Wilkinson (2003: 92), on the other hand, artia this would only make sense if stu-
dents perceived such a course as valuable adddidineir main field of study, i.e. to their
content courses. If no direct benefit for the stugleprofessional future is visible, motivation
will usually remain rather low. Similar opinionsrcalso be found in the interviews conducted
for this project (see 6.3.2.1). Parallel language of English and the local language has been
suggested as a means to meet linguistic challengeternationalised higher education. This,

however, is only feasible if all involved partieavie sufficient command of both languages

22



(Bolton and Kuteeva 2012: 432). In order to seeusatisfying level of English skills of their
lecturers some universities are resorting to spectdiciency tests. These tests, however, are
only of limited suitability since they do not assésaching skills in English (Wilkinson 2008:
175).

In conclusion, it may be said that language-relageeistions are diverse and so are ex-
pectations and experiences across Europe. Theréf@@dy no means certain “that there is a
shared view of what constitutes a ‘significant’ daage problem” (Wachter and Maiworm
2008: 79). The subsequent section will now con@eparticular field in the process of the
increasing introduction of English to higher edimat namely teaching via English-medium

instruction.

3.2 EMI: forms, developments and impact

In the course of this thesis, reference was oconalljomade to the role of English in the con-
text of university teaching. This section will cemna itself with English-medium instruction in
detail, focussing on its varied forms, definiticarsd the impact it has had so far.

When teaching through a foreign or second langusg®ncerned, numerous terms
come into play. These terms and their accompangeafmitions frequently overlap and are
not easy to keep apart. One of the most promireeptabably Language and Content Inte-
grated Learning (CLIL). It can be described as tialefocused educational approach in which
an additional language is used for the learning teadhing of both conternd language”
which are “interwoven, even if the emphasis is tgean one or the other at a given time”
(Coyle et al. 2010: 1). CLIL does enjoy a very gaefutation as contemporary approach to
teaching since not only the content component isidered but “the self-confident and self-
evident use of the foreign language and its ultagpropriation by many CLIL learners [...]
is regularly observed to be the most striking ooteoof CLIL programs” (Dalton-Puffer
2011: 196). It is no surprise that “[tlhe domin&itlL language is English, reflecting the fact
that a command of English as an additional langusgereasingly regarded as a key literacy
feature worldwide” (Dalton-Puffer 2011: 183). WhaseDalton-Puffer (ibid.) furthermore
claims that CLIL is mostly aimed at students whe ‘grarticipating in some form of main-
stream education at the primary, secondary, aatgrievel”, others suggest that this concept
does not refer to university level teaching (e.gllékjaer and Westergaard 2003: 66). One
reason for this may be that

foreign language competence is viewed esgaisiterather than an expressed learning
outcome, and consequently, most higher educatiotegts cannot be treated strictly
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speaking as CLIL settings, since the (foreign) leage issue seems to be largely over-
looked (Dafouz et al. 2013: 225).

Apart from CLIL, several other labels refer to sofaem of non-L1 content teaching: ‘Eng-
lish-medium teaching’ (Coleman 2006), ‘Teachingotilgh a Foreign Language (TTFL)’
(Hellekjaer and Westergaard 2003), ‘Foreign Languisigdiated Instruction’ (ibid.) and ‘In-
tegrating Content and Language (ICL) (Symon andr&gig 2015). While these terms are
used interchangeably in some publications, othresisti on fine nuancing and stricter concep-
tualisations (Smit and Dafouz 2012: 4). For examptevious definitions of EMI put a strong
focus on instruction, i.e. the teacher’s perspectrather than the discourse between teacher
and student (Smit and Dafouz ibid.). Still, it Hasbe noted that the interpretation of what
constitutes a course or programme taught in Engtiai also vary from university to univer-
sity (Wilkinson 2008: 170). For the purpose of tlpject, however, the term English-
Medium instruction (EMI) was used for both thearaticonsideration and empirical research.
As mentioned above, CLIL may better be reservegfonary and secondary education con-
texts and all other approaches to teaching uniyelesiel content through a foreign language,
i.e. English, shall be subsumed under EMI.

Having introduced some definitions and explanatioh&nglish-medium instruction
in order to address the ‘what’ question, what remm&b be answered is why these approaches
to content and language teaching/learning are bimgpmcreasingly popular. Although EMI
was introduced in the Netherlands and Sweden i195€s, the genuine trend took off in the
1990s when universities in a range of countriesmfi@estern, Central and Eastern Europe
discovered the relevance of offering courses inliEhgColeman 2006: 6). Many universities
saw and see the introduction of English degreerpromes as their chance to keep up with
the increasing significance of English as a linfaaca and to equip their students with the
required linguistic and intercultural competenc&nitzmann and Lipski-Buchholz 2008:
161). Dalton-Puffer (2012: 101-102) identifies #hteroad types of motives for the introduc-
tion of English-medium teaching. ‘Strategic motivese connected with the universities’
elitist aspirations. The aim to prepare studentsafointernational job market counts towards
‘pedagogical motives’. Finally, the lack of L1 li&ture and the dominance of English in re-
search fuel the ‘substantial motives’. Similarlyjlikhson (2008: 169) indicates that the rea-
sons for offering EMI “are diverse and depend oa itistitutional vision” and “may vary
from the practical (...) to matters of institutibsarvival’. These claims are also supported by
the findings of Wéachter and Maiworm’s extensivedgtwn English-taught programmes in
Europe (2008, 2014). Here, the removal of langualggtacles for foreign students and “the
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improvement of international competences of dornesttidents” were found to be the main
motives for offering EMI programmes (Wachter andwtam 2014: 53).

Overall, it can clearly be said that internatiosation is one of the major reasons for
the ongoing spread of English as medium of insioacat universities all over Europe, while
language learning as such is a secondary factort (&ml Dafouz 2012: 3). Jensen and
Thggersen (2011: 14) go even one step furthemolgi that ™internationalisation’ seems to
be synonymous with English-medium instruction”. fitegain, some argue that the increase
in EMI courses does support the implementatiomtdrnationalisation policies, and not the
other way round (Gnutzmann and Lipski-Buchholz 20D87). In any case, since nowadays
internationalising is of paramount importance tostoniversities, the investment into EMI
may well be worthwhile.

This opinion is obviously shared by numerous intihs as English-medium pro-
grammes have become tremendously popular oveasgte/¢ars. In 2007 around 2,400 Eng-
lish-taught programmes were offered across Europ@014 this number increased to over
8,000. In the Nordic countries nearly 20 per cdrallostudy programmes are now provided in
English (Wachter and Maiworm 2014: 48-49). Therehiswever, a clear divide across the
levels and specialisations where EMI is offeredidose 80 per cent are at Master’s level and
roughly 75 per cent belong to the fields of bussndgw, (natural) sciences and engineering
(Ferencz et al. 2014: 65-67).

Certainly, the introduction of EMI programmes hasmsiderable consequences for a
university. Wilkinson (2008: 172-176) identifies pacts on several areas of university or-
ganisation: programmes (deciding if they are offecempletely in English), students (re-
cruitment and enrolment), staff (teaching and adstriation), course design (topic choice),
and assessment. In addition, “[e]stablishing EMigpammes involves considerable invest-
ment and should not be undertaken lightly” (Wilkins2008: 180). In this context he also
suggests to follow ten essential principles in otdeobtain a successful EMI program:

— Start small.

— Start new niche ventures.

- Use EMI Bachelor's programmes to build a range pafcglist Master's pro-
grammes.

— Do not rely only on creating EMI Master's progransmenost universities will
be doing this anyway.

— Recruit excellent students.

— Change the staff if necessary.

- Invest in language training, especially at thetsthprogrammes; do not rely on
linguistic assessments in entry qualifications t{fieates) to guarantee compe-
tence in English.

- Invest in content and language integrated prograsnme
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- Rethink assessment practices.
— Clarify the institutional vision. (Wilkinson 200879-180)

A successful implementation usually leads to mogtgitive experiences for all parties in-
volved. Indeed, studies have shown that “partidpacknowledged both personal and aca-
demic gains derived from English-medium instructigboiz et al. 2013: 1413). An “im-
proved international profile”, “strengthening ofageration with foreign partner universities”
and “the improvement of assistance for foreign etisl’ are also listed among the positive
effects of introducing EMI (Ferencz and Maiworm 20119). On a broader and slightly
more ‘dramatic’ scale, it could be argued that tigio offering courses through the medium of
English, universities contribute to preserving agpanding Europe’s competitiveness as
‘knowledge-based economic areaigsensbasierter Wirtschaftsrayry recruiting foreign
students i.e. potential scientific specialists (@mann and Lipski-Buchholz 2008: 162).

Despite numerous supporters of EMI and EMI-relatedrses, certain aspects remain
under criticism. The following section will preseatnumber of more sceptical views; al-
though, it should be kept in mind that

the terms “proponents” and “opponents” in this eanhtshould not primarily be seen
as different persons involved in the debate, bilteraas different positions which the
debater may take in the debate (Jensen and Thadzdgé: 21).

3.3 EMI: concerns and critique

It does not come as a surprise that the increasitngduction of EMI courses and pro-

grammes is not celebrated by everyone. The pressaiion is going to discuss the most
commonly voiced concerns affecting the three psudiguably most involved in and relevant
to the discussion: the universities themselvesldtierers and the students.

From the administrative point of view, some ingtdos did and do struggle with the
sudden expansion of EMI. A group that is often aetgld by universities in the discussion on
introducing EMI programmes is general administetstaff. It is, however, important to ad-
dress their concerns as those people frequentlkeyrecontact points for international stu-
dents and staff who are not fluent in the locaglaage (Wilkinson 2008: 176). Kurtan (2003:
146) questions in how far, for example, Hungariaiversities are properly prepared for pro-
viding EMI programmes since those require partidyleareful planning, implementation and
evaluation by all parties involved. In additiongestioubts whether institutions are ready for
“undertaking the education of multilingual, multicural groups” (ibid.). Even after the suc-

cessful introduction of an English-taught programenaniversity has to bear in mind that
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EMI programmes are not simply a one-off investm@ust as with mother tongue (L1)
programmes, courses have to change. It may beetfiajprogrammes are more sus-
ceptible to change because of their greater expdsuthe international environment.
EMI programmes both affect and reflect the visiod aationale of the university, be-
cause they present its international face (Wilkm2608: 178).

The introduction of a whole study programme in Eigdoes involve considerable effort for
an institution of higher education. In this conteidellekjaer and Wilkinson (2003: 88-89)
describe some major issues which are raised foetsities. Firstly, comprehensive informa-
tion for students regarding language requiremehémaa@ of the start of the programme must
be made available. Lecturers as well as tutors possess adequate English skills. Finally,
universities must decide on how to act regardirgliftoadening market of higher education,
e.g. decide whether to offer fewer but more spesadlMA programs.

Even if EMI programmes are not developed from strabut solely the teaching lan-
guage of a few courses is changed, a number ofedgals arise for universities. These in-
clude “selecting courses that could be taught igligh; locating these courses in the existing
study programmes; recruiting suitable teachingf;s&id promoting student registration”
(Symon and Weinberg 2015: 312). The sporadic, nandoplementation of English-taught
courses is a popular measure for numerous institsitiincluding the university presented in
this project. Unfortunately, the isolated and oftemplanned introduction of EMI lectures for
the sake of adding some English to a degree prageamay be ill-advised since it was found
not to contribute to the often desired improvenmanguage skills. Moreover, it may even
have negative impact on the quality of the conteathing and learning. Problematic factors
in this context include students’ insufficient larage skills in connection with an unfamiliar
subject (Hellekjaer and Wilkinson 2003: 83), reduiseudent participation (Doiz et al. 2011:
354) as well as slower speaking rates of lectyf@mggersen and Airey 2011).

But not all universities follow the EMI trend. lheir recent study on English-taught
study programmes in Europe, Wéachter and Maiworni4261-62) also gained some insight
into why a university might decide not to offer alivl courses or programmes at all. One
central reason given was lacking language profayieri teaching staff and domestic students.
But the type of university and discipline playsogerin this decision as well. This ties in with
the earlier mentioned hierarchy of Anglification siibjects. Other arguments for refraining
from EMI include insufficient international enrolmig lack of resources or legal obstacles
(ibid.).

Returning to the groups affected by EMI, universgtgturers, despite their central role
in the success of a university programme, are &rtiy overwhelmed by the sudden expecta-

tion to teach in English. There is a “need for amass raising among staff and particularly
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university administrations to create a recognitioat teaching in a foreign language in most
cases does not mean business as usual’ (HellekqakeiVestergaard 2003: 79). The over-
whelming majority of lecturers perceive teachingtheir L2, i.e. mostly English, as more

demanding (e.g. Doiz et al. 2011: 352). One re&spBEMI not being an all-together pleasur-

able teaching experience is that “subject-mattechimg in English transgresses well-
established disciplinary and system-inherent bardegating considerable insecurities along
the way” (Dalton-Puffer 2012: 102). Interestingtigspite the more demanding nature of EMI
lectures, very often no organisational changesra@e when offering a course in English and
not in the local language (Hellekjaer and Westaj2803: 71).

Naturally, language skills are a compelling issolerfon-native lecturers and “[b]asic
competence in English is considered necessaryditdufficient [...] in order to be capable of
communicating effectively in an English-medium mstional setting” (Vinke et al. 1998:
384). University lecturers experience that theifféetiveness of English-medium content
teaching is influenced by language problems, im i@ language seems to constrain teaching
and instructional methods” (Wilkinson 2005, httwwAv.palmenia.helsinki.fi/ congress/ bi-
lingual2005/ presentations/wilkinson.pdf, accesdgdrebruary 2015).

For lecturers the language component of an EMI smus very often almost com-
pletely hidden behind the content aspects, espeamthe context of language learning. In-
stead, “there seems to be an implicit view of tbeeijn language just being picked up
through extensive exposure and use” (Hellekjaenaedtergaard 2003: 67). Also, many con-
tent lecturers see much more importance attach#tetosubject than to the ‘merely’ suppor-
tive role of the language teachers (Gnutzmann apskl-Buchholz 2008: 161). Despite this
assumption of ‘automatic’ and coincidental languagaquisition, a frequent concern for lec-
turers is about assessment in their EMI coursesy Thay feel under pressure not to assess
their students’ work too harshly, particularly redjag their use of English (Wilkinson 2008:
178). In this context, the findings of the presstudy even revealed that some lecturers at-
tempt to disregard language issues altogetherein éissessment (see 6.3.2.3).

Insufficient language skills are indeed a majodshi-related concern since they “are
also a relevant factor in classroom discourse and knowledge construction” (Smit 2010:
405). In their 2003 study, Hellekjaer and Westergd2003: 73-75) found that, while lan-
guage issues experienced by staff were negligatlelents of EMI courses had more severe
problems and showed a particular lack of productkiés. This may also be reflected in their
motivation to attend EMI courses and as a resulbjgean university students who initially

were in favour of being taught in English, frequgrchanged their minds once subject matter
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had become more complex (Doiz et al. 2013: 1418)iqusly, being taught in an L2 does

provide sources of misunderstanding and additialifficulties for students. This becomes

even more problematic if lecturers are not awargtudents’ struggles, especially the need for
extra time for improving their English as well @sdying academic content. According to

Jenkins (2014: 163) this awareness is consideryer among English native speakers
teaching in EMI environments than among non-ndecéeurers.

Considerably differing levels of knowledge of Esliin a group of students is a par-
ticular problem of EMI courses. Several studiesena@ported that “[tjeachers observe nation-
ality contrasts in English fluency among internatibstudents, and between local students
and international students” (Doiz et al. 2011: 33B)general, it may be arguable whether
students enter higher education with sufficient Ishgskills for academic discourse in the
first place (Doiz et al. 2013: 1414). Once at ursitg, Symon and Weinberg’'s study (2015:
319) argues language skills can only be improvedEMI courses if a “suitable support
framework” is present. This is rather problemagioce, frequently “there is an elitist assump-
tion that international students should already e€avith perfect English language proficiency
and that the university has little obligation tather support” (Kubota 2009: 614). On the
other hand, the Bologna Declaration, together watiernment cutbacks, did result in a tight
university structure which hardly leaves time ornayp for language support (van Leeuwen
2003: 34-35). This “double challenge of learningpaceptually and linguistically unfamiliar
subject” should be taken into consideration byuests; otherwise increasing failure rates
may be the result (Hellekjaer and Wilkinson 2003). 8

Finally, apart from concerns regarding planning anglementation, universities are
perceived as having a responsibility towards sgaidtich could be affected by introducing
English. A discussion surrounding this issue inellithe following argument:

The Danish universities are publicly funded. Theversities therefore have an obliga-
tion to Danish society. Researchers are requiraetisseminate their knowledge in the
common language, that is Danish, so that new krdiyelés not the exclusive property
of those who speak English (Jensen and Thggersein 20-21).

Concluding this section it can be said that wHilke humber of EMI courses and programmes
offered by European universities has increasedfgigntly over the last decade, their devel-
opment and implementation does generate numerouses/0Administrative and organisa-
tional issues, distinct challenges regarding teagland learning, all areas and groups of a
university are involved and may voice concerns. gt part of this thesis will provide an
overview of how universities in different Europesegions experience the introduction of

English as language of teaching.
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3.4 Experiences with EMI in European higher educatn

Several times it has been emphasised so far tisgpitbject limits its investigations to Europe
and especially Austria. The case study concere$ igth a Viennese university of applied
sciences; therefore presenting a detailed confeXustrian higher education is surely under-
standable. But also a broader focus on EMI in Eeisgems legitimate since

European countries feature historically deeplyarthed and well-developed higher
education systems that have evolved in the rey@ecttional languages since the
middle of the 19th century; this seemingly stabtaasion is being unsettled by the
exponential growth of English-medium teaching immanstitutions and subject areas
(Dalton-Puffer 2012: 101).

Thus, this section is going to provide an overv@vexperiences and research regarding EMI
in various European countries. As discussed abavesxceptional growth in EMI programs
across Europe could be observed in recent yearsh&aand Maiworm (2014: 48), for ex-
ample, found an overall increase of almost 240cget since 2007. Solely concentrating on
the postgraduate sector, Brenn-White and van R84 7) identified a similar development
when analysing the educational website MastersPéttavever, a clear distinction was dis-
covered between smaller countries, for examplecan8inavia, where the majority of post-
graduate courses is taught in English and largentties such as Germany and France which
only offer a small percentage of their postgradyaitgrammes in English (Brenn-White and
van Rest 2012: 7).

Irrespective of a country’s or region’s number dflECourses, a wide range of experi-
ences from highly rewarding to more negative isoregnl in different studies. Starting with
the Nordic countries, which are the undisputed ‘Eividel students’, these experiences will

be presented for different parts of Europe; thetlsdDentral Europe and Austria in particular.

3.4.1 Nordic universities: EMI pioneers and model students

Europe’s Nordic countries are usually describedhasmost diligent pursuers of university
internationalisation and English-medium teachindre@dy in the 1950s Sweden and the
Netherlands offered some EMI courses at tertiatycation level (Coleman 2006: 6). At the
beginning of the century, Nordic universities sde benefits of introducing English as lan-
guage of instruction in order to recruit internaibstudents and foster international coopera-
tion (Hellekjaer and Westergaard 2003: 69). Intamgl/, surveys showed that university
staff did not have drastic language problems i dontext, students, however, struggled
somewhat more at first (Hellekjaer and Westerg2a@B: 73-75). Today, Finland and Swe-
den have the highest share of institutions whiderdEMI programmes in Europe (Wéachter
and Maiworm 2014: 39).
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As it is the case at most universities, Englisimisch more used in Swedish post-
graduate programmes than at lower levels, “althdbghis by no means problem-free” (Bol-
ton and Kuteeva 2012: 443). One problematic agpebe frequently fairly random nature of
EMI implementation. Several Swedish university pemgmes include indications that
courses will spontaneously be held in English iteguired (Airey 2008: 153). A significant
reason for Swedish universities to offer EMI cogrgethe presence of international students
to the extent that “one overseas student can fmnebole course originally taught in Swedish
to be taught in English” (Airey 2012: 66). Aireytrittuted this approach to the fact that non-
European students have been charged tuition feesofoe years which has led to dwindling
numbers. “[Alnecdotal evidence suggests that ifree@s students are forced to pay for their
tuition then many would rather study in a fully Eisly-speaking environment” (Airey 2012:
66).

Denmark is already following this trend, showing thighest proportion of university
programmes fully taught in English (38%) and 12 pent of its students enrolled in one of
these programmes (Wachter and Maiworm 2014: 39untliergraduate level, it still is com-
mon to teach in Danish with English being introdlice the final year. Reading materials,
however, are frequently exclusively English irregpe of the language of instruction (Di-
mova and Kling 2015: 62). Despite the high perogataf EMI degrees, Danish universities
do still experience very basic problems such asramg that the teaching staff has satisfying
language skills in order to maintain a high quabfyEnglish-medium degrees and courses
(Haarstrup 2008: 205). The University of Copenhadige many other institutions in north-
ern Europe, addresses issues regarding languafieiggmroy requirements of scientific staff
with strategic policies (ibid.: 63-64). These pmg include the language assessment for
teaching and are now spreading beyond ScandinAsigart of their language policies, Co-
penhagen introduced the TOEPAS (Test of Oral Endhsoficiency of Academic Staff), an
assessment tool to verify “whether lecturers hadrncessary English skills to cope with the
communicative demands of teaching EMI courses” @ignand Kling 2015: 64)In their
study on consequences of L2 use in university test’hggersen and Airey (2011: 212)
found that even a Danish lecturer with satisfyiagguage skills takes significantly longer to
deliver a presentation in English compared to Cramikich is due to his speaking rate which

is on average about 23 per cent slower in Engli$iis, however, was not necessarily per-

%A TOEPAS result is reported as an overall holistiore on a scale from 1 to 5, which is derivedhfanalytic
descriptors of the following criteria: fluency, pnciation, vocabulary, grammar and interactionlsk{Di-
mova and Kling 2015: 65).
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ceived as a problem since it might as well be & odshe lecturer accommodating to his stu-
dents (ibid.: 214).

Despite Denmark’s pioneer status and forward-loglapproach, the increased use of
English in university teaching is not welcomed bg tvhole of the society. Critics raise sev-
eral points against current developments includiregendangerment of the Danish language
and supposedly poorer learning outcomes if botbhieraand student are English non-native
speakers (Jensen and Thggersen 2011: 20-21). Repéuture developments in Denmark,
Jensen and Thggersen (2011: 30) predict a gerfexage in attitude concerning EMI.

The change will come from two sides: more Englisk{ive generations will replace
more sceptical generations, and the general inergashe number of courses con-
ducted in English will make teachers more comfdealksing English, which again
will lead to a more positive attitude (Jensen ahddersen 2011: 30).

Finally, EMI pioneers cannot be discussed withoddrassing the Netherlands’ activities
(which, for the purpose of this discussion, arented as ‘Nordic country’). EMI is deeply
entrenched in the Dutch tertiary education systeth,ior example, Maastricht University
(UM) has been offering EMI courses for almost thdeeades (Wilkinson 2008: 170). In addi-
tion, one can also find a comparatively long rededristory regarding different aspects of
EMI programs. Vinke et al. studied the effects dflEn 1998 and revealed that

a change of instructional language tends to rethieeedundancy of lecturers' subject
matter presentation, lecturer's speech rate, thgiressiveness, and their clarity and
accuracy of expression (Vinke et al. 1998: 392).

As a result, they suggested a number of measurbswrio facilitate a change of the teaching
language without the loss of educational qualitinké et al. 1998: 392—-393).

In the 2£' century, Maastricht University is still an avidopider of EMI programmes
since their “policy of internationalization [..fhplies education through English. (Zegers and
Wilkinson 2005: 1). Attempting the often lamentealamcing act, Maastricht does, however,
also “provide an important place for Dutch” by pmting introductory language courses for
international students (van Leeuwen and Wilkins083 9). Since Maastricht can look back
on a fairly long tradition regarding EMI, they hasetensive experience and therefore seem to
be particularly open towards innovative approacired improvements. Hence, CLIL ideas
are not a novelty there:

Our perspective entails the integration of contamd language within academic edu-
cation. In this way the bilingual construction ca@come feasible, without the lan-
guage component becoming too expensive or too ¢onsuming (van Leeuwen and
Wilkinson 2003: 8).

Still, like most other universities, Maastricht dego ensure linguistic quality of its teaching
staff. It tries to tackle the challenge predomihaitty “recruiting competent teaching staff
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from outside” and relying on a “pool of talent angdPhD students” (Wilkinson 2008: 175) as
well as internal and external evaluation proceg¢gétkinson 2013: 17). In addition, the UM

aims to put more focus on the language aspectenf EMI programmes in general, “which
will range from actively upgrading lecturer and dsnt language proficiency to letting the

language aspect influence teaching and courserdgsigllekjaer and Wilkinson 2003: 90).

3.4.2 EMI in South Europe
Without aiming to serve prejudices, it must be gh@t universities in the South of Europe
rank rather low when it comes to offering prograrenoe courses in English. According to
Wachter and Maiworm (2014: 39) “[n]Jo remarkablefeliénces can be observed between
France, Portugal, Spain and lItaly”, Cyprus, ondtteer hand has outstanding proportions of
EMI programmes (26%). Doiz et al. (2011: 348) swggeciolinguistic differences as reason
why “southern European countries such as ItalyeGreand Spain have been slower off the
mark” since “the presence of English is much greimteome countries than in others”. How-
ever, the rector of the Polytechnic University oilavi, for example, claims that a complete
switch to English in teaching was “the only optifon institutions such as his to retain Italy's
best and brightest” (Willams 2013, http://searchquest.com/  docview/
1370714407?accountid=14682, accessed 17 Octob4).201

Generally, most of the research on EMI in SouthoRaris available from Spanish
universities. Doiz et.al investigated the effedtsnternationalisation on the University of the
Basque Country and how the university deals witiguistic strains. A significant problem
exposed by the study, was the lack of support gexliby the university authorities for EMI
courses and programmes (Doiz et al. 2013: 1419). drtiversity’s administration personnel
were particularly in favour of EMI because they sidered it indispensable for students’ em-
ployability and academic mobility (ibid.: 1414). dwdty and students, too, highly valued the
offered EMI courses, although all three bodies dampd about personal linguistic short-
comings. Therefore, students were happy to padiei;mn EMI courses as they felt that “[jJust
one hour of English-medium instruction is worthetlithours of English as a subject” (Doiz et
al. 2013: 1414), an impression which is called mp@stion by other studies (e.g. Symon and
Weinberg 2015).

Many Spanish universities acknowledge the impogasfcimplementing multilingual
education, which usually means including Englishteaching language. This is also the
dominant opinion among lecturers at the Universi@ime | in Castell6/Valencia, although

they appear doubtful and uncertain about the apnagless of implementing EMI.
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Some of the features depicted are common to maivgnsities intending to introduce
an additional language of instruction like the peots in language competence and
the low self-esteem shown by some lecturers fattiegchallenge of teaching for the
first time in another language; or the difficultiescollaborating with other lecturers
due to different pedagogical strategies, a factymaachers are unaware of (Fortanet-
Gomez 2012: 61-62).

Dafouz et al. (2013) compared the performanceuafesits attending the same courses both in
English and Spanish at the Complutense UniversitMadrid. Their results showed that both
cohorts received very similar overall marks as vesll coursework assessments and exam
grades (Dafouz et al. 2013: 232). This leads tactirelusion that “the use of English as lan-
guage of instruction does not seem to have a negaffect on students’ academic perform-

ance” (ibid.).

3.4.3 EMI in Central Europe and Austria

According to Wachter and Maiworm (2014: 39-40) CanEurope, including countries such
as Austria, Germany, Switzerland and Hungary, israV in middle-range regarding the
number of EMI courses and institutions offeringnth@ he decision to introduce international
study programmes with not German but English amgmy language of instruction was
somewhat criticised within Germany at the beginrohthe century (Ammon and McConnell
2002: 5). Today, about 43 per cent of tertiary lesducation providers offer EMI pro-
grammes, still only 6 per cent of all programmes eompletely in English (W&chter and
Maiworm 2014: 40). In Central Eastern Europe Hupdeads the ranking with 35 per cent of
all universities offering English-taught programme@sspite a considerable enthusiasm re-
garding the matter, institutions struggled in tlegibning with the sudden expansion of EMI,
particularly in terms of teacher preparation (Karg03: 146-147).

At the end of the 1990s, internationalisation igh@r education was also recognised
as a matter of central importance in Austria; ,séiplicitly internationalised curricula were
sparse (Pellert 1999: 32). It was around that tuwreen responsible parties realized that
"German only’ is no longer a realistic option” (@8lla and Schweiger 2001: 381). De Cilla
and Schweiger’s survey from the late 1990s revethlad

Without doubt English is used as a language ofuntbn at Austrian universities, al-
beit on a very small scale. In most cases adedaatpiage policies are practically
non-existent (de Cilla and Schweiger 2001: 373).

4 Some awareness developed over the preceding ddcad@l15, a B2level in German is demanded for the
enrolment for Bachelor and Diploma programmes atWmiversity of Vienna, while numerous Master’'s and
PhD programmeset individual language requirements, mostly Ehg(Student Point - University of Vienna,

http://studentpoint.univie.ac.at/ zum-studium/,essed 10 June 2015).
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Despite developing some linguistic flexibility, Aug’s higher education sector still
does not have a clear rationale yet and it calnbsgtibaid for the majority of institutions that

no comprehensive plans in that direction, but ratheumber of uncoordinated initia-
tives on the level of specific subject matters snttividual efforts by the teaching per-
sonnel (Ammon and McConnell 2002: 34).

Like all over Europe, the extent to which Englishintroduced as language of teaching in
Austrian higher education depends on the subjea. aklready 15 years ago a clear distinc-
tion was visible between traditionally Anglophonmedanon-Anglophone disciplines (de Cilla
and Schweiger 2001: 373- 375). Nevertheless, eatrer English-savvy disciplines such as
mathematics claimed an unquestioned necessityastet to be taught in German (de Cilla
and Schweiger 2001: 382).

It appears rather indicative that, when investiga#\ustria in their survey of the use
of English in European university teaching, Ammaowl &McConnell found that “[t]here is no
comprehensive overview available, but only bits ametes of information” (Ammon and
McConnell 2002: 34). This problematic situation asfjing EMI at Austrian institutions of
higher education still does not seem to be resolwedetheless, several institutions have
found useful approaches for themselves to howdkléahe increasing demand and necessity
of English-taught programmes and courses.

In 2011, Tatzl published a paper on EMI Mastergigpammes at a university of ap-
plied sciences in Styria. This questionnaire stisdyery relevant to this project and will be
referred to on occasion since it is the only putian found which also concerns itself with
this particular type of institution of tertiary ezhtion. The FH Joanneum met the challenge of
English-taught programmes and courses by assigmrignglish language trainer with faculty
status to the respective departments in order dilitéde the cooperation between language
and content teachers (Tatzl 2011: 253). On the syhehchers and students at the FH Joan-
neum are very much in favour of EMI. Among the mosinmonly mentioned reasons are
once again “the global employability of studentsl dne international attractiveness of the
degree programmes”. Students also said to bemefihe form of linguistic improvement.
Still, all parties involved claimed that teachingddearning in English respectively is a very
demanding endeavour which, particularly for thedenis, increases the workload of a course
(Tatzl 2011: 262—-263). On the positive side, pespgberceived need for support in English-
medium courses was found to be more reduced thaected (Tatzl 2011: 263). In conclu-
sion, in order to facilitate the future implemerdgatof EMI in university settings, Tatzl rec-
ommends a focus on the three levels relevant torlers and students: institutional, depart-

mental, and individual.
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More recently, Unterberger (2012) and Vogler (20iiestigated the role of English
in teaching at Austrian universities. Unterbergsruissed on Austrian business faculties and
how they design and implement their EMI programm&s.is frequently the case across
Europe (cf. Wachter and Maiworm 2014: 59), no Bémtw programmes are offered entirely
in English. In this particular context, it can beegumed that this may be an attempt not to
attract too many international students in ordezdmbat severe overcrowding due to the ab-
sence of entrance restrictions and tuition feestdiyerger 2012: 84-85). Still, English-
medium business programmes are becoming more conomdhe Master’'s level. Between
2009 and 2012 a veritable boom could be detectadnwhost likely is related to the official
launch to the European Higher Education Area (EHIBA)010 (Unterberger 2012: 85).

Interestingly, the findings, especially at the Wmsity of Economics and Business
(WU) reveal fairly different opinions and approasheompared to related studies across
Europe. Regarding the motivation for introducing IEddogrammes, for example, the direc-
tors of studies responded somewhat differentlytjrgfahat the introduction of English was,
“on the one hand, a direct consequence of the sgegific foci of their programmes and, on
the other, a necessity to achieve the high stasdafdacademic excellence they pursue”
(Unterberger 2012: 89). A number of the EMI clagbesnselves, surprisingly, include some
explicit language learning aims, most frequentlizgaacing presentation, discussion and nego-
tiation skills as well as improving academic regdend writing. This clearly contradicts
widespread assumptions which claim language to lmeeee vehicle for content teaching
(Unterberger 2012: 93). Furthermore, in contrasprievious findings, interviews with pro-
gram managers at the University of Economics andirt®ss revealed that they feel that
teaching in English is a natural choice and dodsnorease their workload at all. Quite the
contrary, due to the main body of literature onrtBebjects being published in English, lec-
turing in German required more effort (Unterbergefi2: 94). Finally, considering teachers’
language skills, interviews with lecturers alsoaated

a socio-cultural particularity about the Austriaantext in which the expertise of a re-
nowned university professor stands in direct refatio his or her language compe-
tence. In other words, questioning the teachensguage competence would also
mean challenging their professional knowledge (tharger 2012: 97):

Most recently, Vogler (2014) conducted a case saglpart of his diploma thesis, combining
guestionnaires and interviews at the Faculty ofr@iery at the University of Vienna. At this
faculty, EMI currently appears to be an issue aelgvant “if exchange students or teachers
without sufficient German-language skills are prése a course” (Vogler 2014: 83). None-

theless, among students growing awareness regatiiingecessity of a good command of

36



English for employability reasons was revealed. thag purpose “[m]any of them are [...] in
favour of using more English in their study progmaes both in form of English-medium
teaching and extra language courses” (Vogler 283):Still, as it is frequently the case, EMI
is introduced somewhat unplanned and merely agioeaim certain circumstances. In addi-
tion, language, neither German nor English, is neectly addressed as an issue in the
courses (Vogler 2014: 85).

This overview revealed a wide range of opinions asslimptions on EMI at universi-
ties across Europe. Most of these findings ardeelto different groups involved in the proc-
ess of planning, introducing and executing Englalght courses and programmes. The focus
of the empirical part of this project will be oneonf these parties, namely the content lectur-
ers, and in particular their beliefs on internasilisation and English-medium instruction.
Therefore, the following brief chapter shall disswghy it is relevant to investigate the topic

from this point of view and which angles may besidared.
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4. Investigating teachers’ beliefs on internationasation and EMI

Since the focus of the empirical part of this pcojiges on lecturers’ beliefs and opinions re-
garding internationalisation and EMI, this sectfovides a rationale on why it actually is a
worthwhile area of investigation and some insighte what previous research has contrib-
uted.

Teachers or lecturers have a particular positioanainstitution of higher education.
Their profession puts them right in the middle led tiniversity ‘hierarchy’ with students ‘be-
low’ them and faculty directors as well as univigrdboards and rectorate ‘above’ them.
Therefore, they are usually aware of the struggtes experiences of all stakeholders. Gener-
ally, it can also be said that “[tjeaching is tluiaty where new scientific developments are
made understandable in content and their consegadocthe educated public are explained”
(Ammon and McConnell 2002: 25). Within the univeysiecturers are arguably “the central
social agents for educational policies to beconaétye their beliefs should thus be heard and
taken into consideration” (Fortanet-Gomez 2012: &&liefs, in this context, may be under-
stood as “propositions individuals consider to foe tand which are often tacit, have a strong
evaluative and affective component, provide a b&sisaction and are resistant to change”
(Borg 2011: 370-71). A more inclusive view suggeltd

beliefs are lay theories of teachers and learnedscanstitute the complex cluster of
intuitive, subjective knowledge about the naturdasfguage, language use and lan-
guage learning, taking into account both cogniivel social dimensions, as well as
cultural assumptions (Huttner et al. 2013: 269).

As such, beliefs have an influence on teachersawehr, particularly in the classroom and
addressing these pre-existing assumptions plaghisat role when attempting to implement
changes as it the case with internationalisatidicips as well as EMI (Httner et al. 2013:
269-270).

It has already been discussed that the introdudidanglish as language of instruc-
tion has a certain potential for conflict. HoweveGturers are again especially affected since
teaching in a second language “has a direct impathe most important tool in any teacher’s
toolkit — language — and has significant implicaidor the core of a teacher’s professional
self” (Moate 2011: 344). More specifically, “subjematter teaching in English transgresses
well-established disciplinary and system-inhereotders creating considerable insecurities
along the way” (Dalton-Puffer 2012: 102).

At the end of the 20 century, the effects that the introduction of Hiedent language
of instruction, mostly English, had on universiggturers had hardly been investigated (Vinke

et al. 1998: 385). Today, a number of studies ditferent approaches provide an insight into
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lecturers’ EMI experience, using either questiorsgie.g. Jensen and Thggersen 2011, Wil-
kinson 2005), interviews (e.g. Airey 2012), a conation of both (e.g. Vogler 2014, Airey
2011) or additional methods such as group discnsgie.g. Doiz et al. 2013). Irrespective of
research focus and methodology the findings gelyecain be classified according to how
positively or negatively the EMI experience waslaated (Dafouz et al. 2013: 225).

Overall, results of studies concerning lecturerdidds and experiences often present a
mix of positive, neutral and negative findings. &ir(2011: 43-48) identified nine dominant
themes when analysing questionnaires and intervadwst lecturers’ experiences with EMI:

[having to teach first EMI course on] Short notice.

No training [for teaching in English].

More preparation [needed for EMI].

Less detail [in English presentations].

Less flexibility [in EMI courses].

Less fluency [when teaching in English].

No correction [of students’ English].

Few differences [compared to teaching in theirveainguage].
Confidence boost [from tackling EMI challenge].

CoNooGRWNE

Relatable findings can also be observed when stgdigMI at a university of applied sci-
ences in Austria, where the following hypothesigeveroadly confirmed by lecturers’ and
students’ answers.

—Teachers and students generally favour English-umedhstruction.

—Teachers and students believe that English-mednstmuiction promotes students’
linguistic skills.

—Teachers and students feel that English-mediunuictsdn increases their workload.

—Teachers and students feel that English-mediunmuictsdn poses linguistic chal-
lenges to them.

—Teachers feel that English-medium instruction In@gaicts on course contents. (Tatzl
2011: 262-263)

In the context of problematic implementation issaed the general necessity of EMI at uni-
versity, Jensen and Thggersen (2011: 26) found ahahe whole, lecturers at the University
of Copenhagen are in favour of increasing the nurab&MI courses in order to attract more
international students and academics and that Bamwil§ in the long run, disappear as tech-
nical language in their field. They are, howevemvnced that Danish researchers must also
disseminate their findings in Danish and that “stud learn best when they are taught
through their mother tongue” (ibid.). Airey suggesiat in certain subjects the enthusiasm for
EMI also depends on factors such as the size andagdnal focus of a university. In his
study on physics lecturers he observed that

[[Jecturers in the smaller universities seemedet® their students as future teachers or
engineers, whilst those in the larger universiieesmed to view their students exclu-
sively as future physicists [...]. This divisiordléo lecturers at the larger universities
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using a larger proportion of English language gikcary materials due to an empha-
sis on physics for the academy (Airey 2012: 71).

Regarding negative experiences, already in ondeffitst studies on teachers’ beliefs and
experiences, Vinke et al. (1998: 391) encountehedissue of “an increased workload in
terms of preparation time and (mental) energy”.uinber of more recent studies have shown
EMI courses to still be much more effort for nortive English speaking lecturers than teach-
ing in their native languages (e.g. Airey 2011, Dei al. 2011, Doiz et al. 2013). Doiz et al.
(2011: 353) even encountered participants who eeftis teach in English because it was “too
much of a mess”. There are, however, also lectusis firmly deny any increase of their
workload due to L2 teaching, which surely depemiseveral factors such as the respective
subject area or the course type. Those lecturecsdebkide to tackle the messy challenge of
EMI often do not feel the need to change their gangtyle of teaching but simply change
their language of instruction (e.g. Wilkinson 20688p://www.palmenia.helsinki.fi/ congress/
bilingual2005/ presentations/ wilkinson.pdf, acees25 February 2019n the same paper,
Wilkinson also reveals that teaching staff feelt Bl does have a negative impact on the
quality of the content as well as the general ett@cwf a course, including time manage-
ment, coursework design and feedback.

Besides increased workload, a recurring issue w@glcontent lecturers’ denial of
language teaching or learning responsibility. Thsually refers to the English language,
though some of Airey’s (2012: 64) study particigaeven extended this to all language skills,
including disciplinary L1 knowledge, i.e. Swedidthe physics lecturers he interviewed uni-
formly believed not to teach language, except dobriical ‘language’ of mathematics (Airey
2012: 71-75). This could be linked to what Bernsi{di999: 162) refers to as the *hierarchical
knowledge structure’ of natural sciences which tyasim to integrate new knowledge into
already existing structures aiming at the creadibgeneral theories which include lower level
knowledge. Therefore, content lecturers from thmesaaoften place minor importance on lan-
guage since they do not expect disciplinary knoggetb change only because the language
of instruction is altered (Airey 2012: 76). But evé this approach is assumed, it remains
problematic that the teachers’ own language skilguently are not beyond question. While
some lecturers seem to be rather generous witlevthkiation of their own language skills
(Gnutzmann and Bruns 2008: 15), others are moecure and welcome language support
offered by some universities, as one intervieweAirey’'s study (2011: 40) puts it: “I have

the knowledge of the subject — but the Englisth@memade’!”.
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Ending on an important competence-related nots, gbction aimed to underline the
relevance of investigating lecturer’s beliefs bduwlso affirmed the fact that EMI and interna-
tionalisation issues are highly complex topics trad

[i]t is possible to be “sceptical” towards Engligthen it comes to certain aspects of
the debate, [...], and still be “positive” towar@aglish when it comes to internation-
alisation (Jensen and Thggersen 2011: 30).

Having completed a comprehensive survey of relettagnretical concepts and previous in-
vestigations, the following chapter shall now idlce the actual case study of this thesis. To
begin with, the two major types of higher educafoaviders in Austria, traditional universi-

ties and universities of applied sciences will istidguished.
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5. Case study: The FH Campus Wien

5.1 Universities of applied sciences vs. traditiohaniversities

Until now, the distinction between traditional uarsities and universities of applied sciences
was somewhat taken for granted in this paper. R®ranalysis, and especially discussion in
the empirical part, it is, however, very importémtclearly define both types of institution and

establish in how far they differ regarding theickground, ideologies and aims. This chapter
shall provide some insight into two different apgcbes to tertiary education, but detailed
descriptions of organisation and structure willyooé included to the extent of their relevance
to the presence discussion.

Prior to the introduction of universities of applisciences Kachhochschuleni.e.
FHs) in Austria, a decline in relevance of the t@rdung referring to (more theoretical)
education, in favour ousbildungi.e. vocational training or professional educatbould be
observed. The latter particularly emphasises tlom@wic and society-compliant usability of
university graduates’ knowledge (Dieterstorfer 20084). In response to these requirements,
and in order to prepare Austria for its EU accessio 1995, the first Austrian FH was
founded in 1993. The development of this new sewtts characterised by a distinct bottom-
up approach. All study programmes were newly fodndene were adaptations, as it was of
central importance to offer innovative educatiorneatiary level (Unger et al. 2005: 10). The
accompanying innovative legislation was considerey lean and therefore offered possibili-
ties for entrepreneurial endeavours, an approageliaabsent from Austrian higher educa-
tion until then (Unger et al. 2005: 9). The newuvansity type had already existed in other EU
countries but was particularly well-accepted in thiasand expanded quickly (studieren.at,
Fachhochschulen in Osterreich - Ein Uberblidktp://www.studieren.at/ fachhochschulen,
accessed 18 March 2015).

Regarding the study contents and structure, bottaks organisation, FHs are consid-
erably different from the traditional, public unrgdies. Universities usually offer a primarily
academic education with a strong focus on theodyrasearch. FHs, on the other hand, gen-
erally place more importance on career-oriented jaberelated contents (studieren.Big
verschiedenen Hochschulformen in Osterreich - Bierblick http://www.studieren.at/ ver-
schiedene-hochschulformen, accessed 12 March 20i&jitional non-private universities
depend on government money which leads to incrgastituggles with under-funding. FHs
rely on private investors, usually an associatioprovate foundation which receives supple-
mentary public funding. In addition, most FHs maise of their right to demand tuition fees.

The more entrepreneurially-oriented position of Fs0 becomes obvious through the fact
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that students actually have to sign an educatiotract with the provider (studieren.&&ach-
hochschulen in Osterreich - Ein Uberbljckttp://www.studieren.at/ fachhochschulen, ac-
cessed 18 March 2015). Studying at an FH meanawimly more rigid structures with much
less individual freedom and flexibility. For exarapivhile universities allow students to start
their studies also at the beginning of the sumraarester, enrolment at FHs is only possible
in autumn. On the other hand, FHs frequently off@mumber of part-time programmes which
facilitates the arrangement of working and studyiirgucht and Friesl 2014: 79). Contrary to
traditional (public) universities, where hardly aagimission restrictions are in place, study
places at FHs are limited and the number of beginoka programme is set by the Agency
for Quality Assurance and Accreditation (AQ Austrim case of a surplus of applications,
entrance exams are held.

Due to the rigid, more ‘school-like’ and less s@liant organisation of FH pro-
grammes, sceptical voices have described the Ftdrsas “school system for 20-year-olds”
where diligent clerks are raised instead of indejeatly-thinking, responsible people who
aim for leading positions (Dieterstorfer 2008: 108jher criticise such statements, claiming
that a tighter structure and more school-like appnoincreases the level of care with which
students plan their study year as well as studearid’ lecturers’ mutual responsibility for
study success (Pechar and Pellert 2004: 324).

Through the introduction of the Bologna system, uheversity and FH system have
become more similar over the last decades. Yet thee approaches to higher education and
learning cultures still differ considerably. Desgpihe re-structuring of public university edu-
cation due to the Bologna process, students dleegjuired to organise their timetables on
their own and study independently (studiererUaiiversitaten in Osterreich - Ein Uberblick
http://www.studieren.at/universitaeten, accessedadh 2015). However, in some areas a
change is noticeable; for example, the manager Geanan accreditation agency claims a
more practical approach particularly in the humaesit (Mersch and Fricke 2008,
http://www.spiegel.de/ unispiegel/ studium/ uni-teAfachhochschule-wo-studiert-man-
besser-a-577419.html, accessed 12 March 2015).hanaignificant characteristic of tradi-
tional universities is their strong focus on reshaand academic discourse which is insepara-
bly linked to teaching. As a result, it is of catrmportance for students to acquire sound
analytical argumentation and critical thinking &kilFurthermore, studies at university are
commonly more theoretical and lecturers teach ndetailed and profound contents rather
than giving broad overviews (studieren.bhiversitaten in Osterreich - Ein Uberblick

http://www.studieren.at/ universitaeten, accessedlarch 2015). It is no secret that the Bo-
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logna process did “‘attack’ many culturally ingrowabits and concepts of higher education’
(Pechar and Pellert 2004: 328). It appears thatdhange of focus from teaching to learning
was much less problematic for the younger institutthan the time-honoured university
(ibid.).

The practical approach of FHs with the aim of &isce-based professional education
is explicitly stated in the FH studies act (83 AbEHStG) (Brinner 2004: 25). Another par-
ticularly valuable aspect of an FH education isabmpulsory internship which every student
has to complete (Brinner 2004: 33). FHs also canatnincreasingly on research. However,
it is not surprising that they follow more applietethods and place particular importance on
quick implementation and sustainability in indusémd society (Kastner 2014: 204). This
practice-oriented approach, in connection with @aselcooperation with the economy is re-
garded as a promising formula for business suddaisls: 211).

A study among graduates of the different institagsichowed that common assump-
tions are also backed up by individual student gq@rons. Thus, 73 per cent of university
graduates felt that self-study played a significqate during their studies, but only 49 per cent
of FH graduates did so. On the other hand, 86 @atraf former FH students found team pro-
jects to constitute a central part of their degveleile solely 48 per cent of university gradu-
ates agreed (Schomburg 2014: 101). The limitedvaelee of profound theoretical and meth-
odological knowledge in favour of practical usalilmay also hold a disadvantage for FH
graduates if they decide to switch to a traditionalversity for a PhD programme. Fre-
guently, they do not have a clear understandinthefrequirements of a PhD and struggle
considerably with methodology (Dieterstorfer 20082—103).

Outside of the academic world, differing informatican be found on the career pros-
pects, employer satisfaction and earning powerniweausity graduates compared their FH
colleagues. Clearly, the most typical characterigtian FH education is its practical and spe-
cialised orientation. In the past, this was als® tost commonly stated reason for the high
satisfaction of graduates and potential employBrsilner 2004: 34). Schwindsackl's 2011
(p. 168) study investigated communication degreéelfferent Austrian universities and FHs
and could confirm common assumptions regardingtwee institutions. While students felt
that studying communication at an FH equipped th@th more practically-oriented skills,
the general view was that central qualificationshsas independence and proactive working
methods are acquired more successfully at uniyefite to the closeness to the job market
and the practice-oriented nature of their educaiiois assumed that FH graduates appear to

have less troubles with integrating themselves ihéoworld of work, also because many are
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already working while studying part-time (Schmidl2096). A survey among several thou-
sand graduates in Austria revealed that 82 perafdfil graduates felt that they completed a
career-oriented degree which prepared them welltHerjob market, only 23 per cent of
graduates from traditional universities agreed witls statement (Schomburg 2014: 101).
Indeed, according to the 2012 statistics providgthle Austrian Public Employment Service
(AMS), merely 0.7 per cent of FH graduates aresteged as unemployed while it is 4.3 per
cent among university graduates (Feucht and FE@3%4: 79). It has to be kept in mind,
though, that FHs do not offer any heavily theorgdzhor more abstract subjects such as phi-
losophy or literature which are traditionally mutiore difficult to apply in an economically-
oriented job market.

The significant practical orientation of FHs casahave negative effects, if, for ex-
ample, only the current job market is considered aot enough thought is given to future
societal and economic demands (Briinner 2004: 3@ther problematic issue for FHs is that
for quite some time their graduates were considasegdecond-rate academics who met con-
siderable resistance from potential employers,ett@nomy, and particularly the public ser-
vice (Dieterstorfer 2008: 109). Contrary to Bririgeraims above, it appears that for many
graduates the FHs could not keep their promis@asy etegration into the job market. In cer-
tain areas such as engineering, graduates frorntidraal universities were still preferred by
employers a few years ago. A probable explanawortHis could be the highly specialised
education of FH students, which may limit theirliépito look beyond the horizon and think
critically (Eder 2009, http://derstandard.at/124863@3282/Studie-Uni--gegenueber-FH-
Absolventen-im-Vorteil, accessed 12 March 2015)0A4£ newspaper article also identified a
slight advantage in terms of salary for graduatasoversity Diploma and PhD programmes.
Regarding BA and MA students, however, there isoticeable income gap between univer-
sity and FH, except for degrees in technical subjediere university graduates earn margin-
ally more (Wiener Zeitung 2014, http://www.wiendataag.at/ themen_channel/ bildung/
uni/636992_Kaum-Gehaltsunterschiede-zwischen-FHuWmdAbsolventen.html, accessed
12 March 2015). Other sources, in contrast, clasigaificant advantage for FH graduates in
terms of income, naming them the clear top earasreng all graduates of institutions of
higher education, with 46 per cent earning over0OQ.£uros per month (Aigner 2012,
http://diepresse.com/home/bildung/ universitaet59B6D0/ Arbeitsmarkt FH-Absolventen-
haben-bessere-Chancen, accessed 12 March 201&yeAtinvestigation, however, revealed
that university graduates still make more moneyhthe exception for graduates of FH MA

programmes in economics who, with three to fiveryeaork experience, earn the same
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amount or even more than university graduates (@sten 2014, http://derstandard.at/
1389860169112/ Was-Uni--und-FH-Absolventen-verdigaecessed 12 March 2015).

Regarding the important topic of internationalisafithere does not seem to be a con-
siderably different approach at universities or FHsme traditional universities already ex-
perienced a veritable but less organised internaligation boost in the 1990s (cf. Ludescher
and Waxenegger 1999). Nowadays, the University iehNa, for example, has clearly out-
lined internationalisation goals (University of Yiiea 2014: 6, also see section 2.2.4 of this
thesis). Other relevant factors in this contexttheesize of the respective university and the
field of study concerned. Internationalisation wasexplicitly included goal when FHs were
introduced in the early nineties, but an impliagtds existed due to the institution’s orienta-
tion towards the job market (Werner 2014: 167). @@ntators on FH education claimed in
the past that, despite its undoubted necessityingtgution as such does not support unlim-
ited internationalisation due to the tight struetwand the job-oriented nature of the pro-
grammes. In addition, the high number of part-tistedents often does not favour stays
abroad or similar international ventures (Brinn@@4£ 55). Still, about ten years ago, a first
strong demand for internationalisation of FHs cdugdobserved. The previously emphasised
regionality of FH education has increasingly motedhe background over the last years, in
favour of new, more internationalised objectivekefeby, problems with the recruitment of
qualified teaching staff and inscrutable niche fpesi could also be tackled (Brinner 2004:
52-53).

Without a doubt, both tertiary education provideave specific characteristics which
make them “Kinder des Zeitgeistes” (‘children o tpirit of the time’), i.e. are justifiable by
the different times in which they developed (Disterfer 2008: 104). Despite their often
somewhat competitive past, traditional universitesl universities of applied sciences need
to find their respective niches in the currentiseyt education market, since it appears
unlikely that they will evolve into identical insstions (Dieterstorfer 2008: 117). Nonethe-
less, it remains to be seen if, as a result ofddmmands of the economically-oriented know-

ledge society one of the two will gain the uppendhan this higher education rivalry.
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5.2 The FH Campus Wien: general information on thesite of the study

P FH It was already mentioned that universities of ap-

¢ SV‘?E“{'\JPUS plied sciences are still scarcely investigatechi t

NIVERSITVOF ATELIED SEIENCES context of teacher beliefs, English-medium in-
Figure 1Logo of the FH Campus Wien struction and internationalisation. Only one simi-

(registered word-image trademark) lar case study could be found in the research

process, Tatzl's 2011 article on ‘attitudes, exgrares and challenges’ regarding English-
medium masters’ programmes at the FH JoanneunyiaSRelevant findings from this, and
other, studies will be picked up in the discusgant of this thesis in order to draw parallels
and reveal possible differences to the findingthatsite of this case study, the FH Campus
Wien.

The FH Campus Wien is indeed a very worthwhile fteinvestigating beliefs and
reactions regarding the internationalisation ohkigeducation and the introduction of EMI. It
was founded in 2004 and, with over 5,000 studenis,the biggest university of applied sci-
ences in Austrid.This rather young but highly successful tertiadu@ation provider finds
itself at the beginning of its internationalisatiprocess, which allows observing and analys-
ing early ideas, approaches and developments.diti@t comparisons to other studies will
also provide interesting insights into how the F&hus Wien is approaching the issue.

On the whole, the FH is clearly extremely motivatelden it comes to tackling the
challenges of internationalising their institutiom connection with offering more EMI
courses. This increased enthusiasm for EMI andemexently, additional English language
support for students and teachers is associateddsy members of the FH with the election
of the current rector Arthur Mettinger, a professbrEnglish studies himself and former
member of the English Department at the Universityienna. In 2012, he replaced the first
rector Heinz Schmidt who had presided the insttutsince 2004 when it was granted the
status of ‘University of Applied Science¥dchhochschulg(FH Campus WienChronologie
- FH Campus Wienhttps://www.fh-campuswien.ac.at/fh-campus-wiestith-campus-wien-
im-fokus/chronologie.html, accessed 21 March 20Ks.is often the case with FHs, the
range of programmes and courses increased conslyuover the years and the current study
offer of the FH Campus Wien includes 25 Bachelad 46 Master degree programmes as

well as nine Master degree programmes for advameetessional training. These pro-

*The total number of students at universities ofliadpsciences in Austria has been steadily increpsiver the
last years and was just over 45,500 in the acadgedc 2013/14. In comparison, more than 300,000estis
were enrolled at traditional public and private vamsities (Statistik Austria 2014, http://www.stditk.at/
web_de/statistiken/menschen_und_gesellschaft/byldummd kultur/formales_bildungswesen/universitaeséin_
dium/index.html, accessed 10 July 2015)
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grammes are situated at six departments: Appliggl St¢iences, Building and Design, Health,
Public Sector, Social Work, and Engineering (FH @asiWien.Studien- und Weiterbil-
dungsangebot - FH Campus Widrttps://www.fh-campuswien.ac.at/ studium/ stuelieal-
weiterbildungsangebot.html, accessed 21 March 2015)

Regarding their mission statement, the universityvigles a very characteristic ap-
proach to tertiary education. In the style of a ketised university in a neo-liberal environ-
ment key terms such as ‘entrepreneurially managedersity’ and ‘future-oriented study
programmes’ are important slogans. In addition,fteguently discussed asset of providing a
career-oriented as well as science-based educatialso emphasised. This, as well as the
cooperation with other universities and, in patacubusinesses in combination with a strong
focus on research and development serves the aenadiling graduates to “perform innova-
tively in their professional fields” (FH Campus WieLeitbild - FH Campus Wien
https://www.fh-campuswien.ac.at/  fh-campus-wien/ e-fii-campus-wien-im-fokus/ leit-
bild.html, accessed 21 March 2015). As an entegptlee FH Campus Wien has also set out
general guidelines which are meant to describeutinersity’s central beliefs and intentions:
strategic business areas, freedom of academicibtggahulti-disciplinary university, active
incorporation, respectful interaction, diversitgalth, environmental sustainability (ibid.).

Following this general introduction to the sitetbé case study, the following section
of the thesis will introduce the research outline the empirical part including background
and aims of the project as well as the methodolesgpd. Afterwards, the current role of inter-
nationalisation and EMI at the FH Campus Wien Wwél defined and first pieces of original

research presented.

5.3 Research outline

5.3.1 Background and aims

As argued above, the FH Campus Wien proves verymwbile for investigation due to its
current position in the internationalisation praceBurthermore, previous studies predomi-
nantly concerned themselves with traditional ursitezs, which makes an FH an interesting
addition. It was also already established why lexgiwere chosen to be investigated. The
data collected will be integrated in a larger, Ex@@n-wide project on teacher beliefs regard-
ing internationalisation and EMI in tertiary eduoatconducted by Ute Smit in cooperation

with several other researchers (cf. Dafouz et@l42.
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For the investigation of teacher beliefs and a ngemreeral discussion of internationali-
sation and EMI at the FH Campus Wien, it was detitte focus on findings from semi-
structured interviews, but also to combine themhwoither sources of information (see
5.3.2.2). In this context a qualitative approacpesgys to be most appropriate since

almost every aspect of language acquisition andisisketermined or significantly
shaped by social, cultural, and situational factarsl qualitative research is ideal for
providing insights into such contextual conditi@ml influences (Dornyei 2007: 36).

Furthermore,

[g]ualitative research is concerned with subjectypenions, experiences and feelings
of individuals and thus the explicit goal of resduais to explore the participants' views
of the situation being studied (Dornyei 2007: 38).

Following Huttner et al. (2013: 269), a fairly insive definition of the term ‘beliefs’ was
applied in this project, understanding them as thagories” consisting of “complex cluster of
intuitive, subjective knowledge about the naturelasfiguage, language use and language
learning, taking into account both cognitive andialbdimensions, as well as cultural assump-
tions”. Additionally, it must also be kept in miridat beliefs “have a strong evaluative and
affective component” and “provide a basis for attamd are resistant to change” (Borg 2003:
370).

As it is often the case with qualitative reseatbis project has a very emergent char-
acter, i.e. “no aspect of research design is fyghtéfigured, the study is kept open and fluid
so it can respond in a flexible way to new detarl®penings” and the “research focus is nar-
rowed down only gradually and the analytic categgddoncepts are defined during, rather
than prior to, the process of the research” (DGr2@@7: 37). After a brief general research
and reading phase, the primary data collection gg®ci.e. the interviews, was completed
within several weeks. Hence, it was, on the whodssible to “enter the research process with
a completely open mind and without setting outst preconceived hypotheses” (ibid.). Only
after gathering the data, elaborate literatureareseand extensive reading of previous studies
was done, followed by the conception of a structorethe thesis and the completion of the
first, theoretical part. Subsequently, the analgdithe previously conducted interviews was
performed and finally the theory part revised idesrto guarantee the inclusion of all relevant
concepts.

The most relevant themes identified will be presdnater, but obviously, the general
aim was to investigate lecturers’ beliefs and eigpees regarding the internationalisation of
their university and the increasing introductionEdl courses in connection with potential

merits, problems and student experiences.
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One characteristic feature of qualitative studgetheir emergent nature and therefore
QUAL research purposes and questions are often inbvitaguer that theiQUAN
counterparts. Instead of describing a specificassuproblem, the research purpose
often contains only the specification of a situapddnomenon or a central idea that
will be explored with the aim of developing newigigs and possibly forming a the-
ory in the end (Dérnyei 2007: 74).

Hence, due to the nature of qualitative researalgamcise, clear-cut research question could
be formulated but rather broad areas of interes¢ wefined as follows:

1. What are the dominant beliefs of lecturers of EMlises at the FH Campus Wien re-
garding internationalisation (in general and regaydheir university) and EMI (in
general and regarding their university)?

2. Are beliefs/experiences mostly of a positive, negabr neutral nature? - Do lecturers
at the FH perceive internationalisation and EMI m@ssitive/necessary or nega-
tive/useless? - Is the (increasing) introductioebfl valued or condemned? - Is there
too much/too little/just the right amount done m&lyag internationalising the univer-
sSity?

3. Are there differences to previous findings (modtigm traditional universities) in
Austria and Europe? - Are there any/Which appe#etcharacteristic features of uni-

versities of applied sciences in this context?

5.3.2 Methodology

5.3.2.1 Semi-structured interviews

The main body of original data for this projectrsgefrom seven interviews conducted with
lecturers of EMI courses at the FH Campus Wierutuan 2014. The main aim was to elicit
lecturers’ beliefs and experiences regarding iteéonalisation of higher education and EMI.
The semi-structured format was chosen becausendisis of a clear outline of topics as well
as guiding questions to direct the intervieweesigints and ideas while at the same time “the
interviewee is encouraged to elaborate on the $smised in an exploratory manner” (Dorn-
yei 2007: 136). Semi-structured interviews are deagly preferred by qualitative researchers
in applied linguistics (e.g. Vogler 2014, Unterbar@012, Airey 2012) due to their open-
ended nature which is “hoped to support self-réifd@¢ (Moate 2011: 335). In addition, this
form of interview is also considered appropriate

for cases when the researcher has a good enoughiesvef the phenomenon or do-
main in question and is able to develop broad gquesabout the topic in advance but
does not want to use ready-made response catedioaies/ould limit the depth and

breadth of the respondent's story. This formatefioee needs an ‘interview guide’
which has to be made and piloted in advance (ibid.)
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The interview guide used for this project was kyndtovided by Ute Smit who had used it
before in the course of a European-wide projedeacher beliefs. It was therefore considered
well-piloted. For this project an additional Germagrsion of the guide was also prepared
since several participants understandably prefdodst interviewed in their native language.
Both the English and German version can be fountdarappendix. The interview guide con-
sists of four sections

- Personal background

- Internationalisation & language management

— Teaching and learning in EMI

- Views on the integration of content and language
Each of these parts includes five to six questiohsarying complexity, some with sub-
guestions. The first section is designed as a &fridtroduction into the interview, asking for
participants’ professional background, teachingegigmce and language skills. The following
part deals with internationalisation of higher eahiom in general as well as the FH’s particu-
lar approach and strategies. In the third sectienlécturers are required to think about their
teaching in English as well as their students’eay in English. Also, their experiences in
EMI compared to teaching a subject in German acdesl. The final section of the interview
asks for the lecturers’ views on the tricky issdeimegrating content and language in a
course. It has to be clarified at this point thas fast part will not be explicitly addressed in
the subsequent analysis section as it concernsaveloat different research context and theo-
retical background. In addition, keeping the lirditscope of this thesis in mind, it was de-
cided to prioritise an investigation of views ditgcrelated to the site of the study. Some
guestions and answers will be considered if thieynfo the category system developed, how-

ever, implications for CLIL will not be discussed.

5.3.2.2 Additional sources

In addition to the interview transcripts, some otimaterial also proved highly useful for the
development of the empirical part of this thesis. rB&commended by Dérnyei (2007: 76) a
research journal was kept during the data collagbisase in order to note down any observa-
tions and considerations which might emerge asald¢uadditions to the project. Apart from
random ideas that came to mind during the day abesrfrom informal talks with employees
of the FH Campus Wien, the most important partefjburnal includes the input received at
a meeting with Oxford University Press. The pubhghcompany is increasingly interested in

offering support for EMI lecturers at universitywé and therefore sent a delegation on a re-
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search trip to different European institutions @fHer education. On the IMarch 2015 a
meeting was arranged at the FH to collect somei@mpnand impressions from members of
the teaching staff who already had experience fiH. Representatives of different depart-
ments were present and after a brief introductiotin® FH’s current projects regarding inter-
nationalisation and EMI, a very productive discassamong staff and the OUP delegation
arose. The input from this discussion was mainkyceoned with professional experiences of
lecturers who taught their courses in English, haxesome interesting and partly personal
opinions on internationalisation and teaching inegal could also be captured.

Another valuable source for the discussion belod/ @articularly for the outline of the
internationalisation processes at the FH Campus\Wees a survey conducted in cooperation
with Dr. Andrea Zimpernik, head of the ‘Languagent@e’. Curiously, prior to the present
project, no information could be found on how mang which courses at the university were
actually taught in English. Although it was of gr@@erest to the International Office as well
as the Language Center, no comprehensive list wasgable. As a result, Dr. Zimpernik
kindly agreed to send out an Excel table to theedkht departments requesting for informa-
tion from the different study programmes on the harmand content of the EMI courses held.
The final list was not only very useful to my intigation of the FH’s internationalisation and
EMI strategies but was also welcomed by the uniteitself.

Lastly, it has to be briefly mentioned that theemiet website of the FH Campus Wien
was also used to a certain extent for this projeqtrovided valuable insight into how the
institution would like their approach to internatadisation to be perceived by the public.
However, when this image was compared to the vadigged from the interviews, occasional

contradictions or inconsistencies were exposed.

5.3.2.3 Qualitative content analysis

[T]he research outcome is ultimately the produdhefresearcher’'s subjective inter-
pretation of the data (Dornyei 2007: 38).

At the centre of the empirical part of this thestiands the qualitative analysis of the content
of afore mentioned seven interviews. Compared enttative research, the amount of data
analysed in this project seems rather limited, h@wethe iterative nature of a qualitative

approach, featuring the several coding and re-gpcycles as well as intermediate interpreta-
tions allows the maximum extraction of meaning frora data (Dornyei 2007: 243). A sig-

nificant strength of content analysis is that tlhéads split into manageable units which then
are analysed step-by-step. Central to this proresscarefully developed category system

which specifies the relevant aspects of text imtgtion extracted from the data (Mayring
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2002: 114, Mayring 2000, http://www.qualitative-easch.net/index.php/fgs/article/ view/
1089/ 2385, accessed 4 July 2015). A very basitiectgee when approaching the data, how-
ever, is to apply the pre-established frameworld strategies without constraining possible
results, i.e. applying what Dornyei (2007: 245)ersfto as “rigorous flexibility' or 'disci-
plined artfulness™.

The analysis process for this project comprise@sg\stages. Regarding the transcrip-
tion of the recorded interviews, a predominantlpteot-based approach was chosen, keeping
in mind that this resulted in the loss of most nenbal aspects of the participants’ responses
(Doérnyei 2007: 246). As recommended by Doérnyei 20R47) editing the content was
avoided since at that stage, it could not yet hedeel which parts were relevant to the pro-
ject. After a first read-through of the transcrjmspreliminary thematic category system was
developed. Then, the interviews were read agairerolmsely and relevant statements were
labelled with appropriate codes (see coding mamuappendix) using the online research
tool ‘Dedoose’. The main aim of applying a codirgpeme is to reduce a larger amount of
data “while highlighting special features of cemtalata segments in order to link them to
broader topics or concepts” (Dornyei 2007: 250)olighout the coding process the iterative
nature of qualitative research became obviousgsitcasional re-coding and revising of the
category system was necessary. In this contexeyA®011: 41-42) also emphasised the im-
portance of “reading and re-reading the data” winging to identify patterns which then are
organised as themes as part of a qualitative asal/se coded passages from the interview
transcripts were assigned to their matching themmadtegories, again with the help of De-
doose. Finally, this collection of themes or categgpand the coded passages within were
then analysed and discussed with reference toesgearch questions (cf. e.g. Mayring 2002:

117). This discussion can be found in chapter 6.

5.4 Internationalisation and EMI at the FH Campus Wen: the ‘official’ status quo
In a previous chapter, the FH Campus Wien wasdoited as a worthwhile site for a case
study on lecturers’ beliefs regarding internatissetion and EMI. This section shall now out-
line the university’s approach to internationalisat i.e. how internationalisation is under-
stood and what is done to internationalise thetuigin as well as what role EMI plays in this
context.

As most other universities of applied sciencesRReCampus Wien has been rather

regionally-oriented, at least in its earlier ye@t e.g. Brinner 2004: 51-52). Interview re-
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sponses as well as input from other conversatioppa@t the impression of a primarily East
Austrian student body. Moreover, no explicit unsigr-wide policies regarding internation-
alisation or the use of English in teaching werelace at the time the main research for this
project was conducted (autumn 2014 until springs20TIherefore, the goal of internationali-
sation as defined by Bartell (2003: 43), still aguzeto require substantial effort:

Internationalization, viewed as an organizatiorddysation, requires its articulation
by the leadership while simultaneously instituticnag a strategic planning process
that is representative and participative in thaedognizes and utilizes the power of
the culture within which it occurs (Bartell 20038)4

Hence, in order to implement true internationai@abf a university, it needs to be integrated
in all core functions of the institution to yieldhalistic strategy (Pellert 1999: 34). In accor-
dance with these ideas, the responses from inteeeie® as well as information on the website
indicated, to a certain extent, a high level okrest in internationalising the FH Campus
Wien, including an increased use of English. As toaed before, this is a development initi-
ated to no minor part by the current rector who wksted in 2012. A problematic issue
which became clear, not necessarily through thervigws but mostly through other conver-
sations, was the insufficient information about letp strategies and support, particularly
regarding English language teaching and learnimg @erson semi-jokingly stated that quite
a few members of the university were not even awéathe existence of the Language Center
(Research Journal, #™November 2014). For some, the reason for this@wnwas the highly
departmentally-oriented organisation of the uniigrst appears that an effective communi-
cation campaign, as proposed by Fortanet-Gome2(&1), would be useful in such a case.
Obviously, there is no single recipe for successitérnationalisation and the FH’s
considerable range of specialisations and diffei@ms of degrees (full-time, part-time) have
to be taken into consideration when realizing pland ideas. The FH currently approaches
internationalisation from different angles, encagimg student and staff mobility, but also the
so-called ‘internationalisation at home’ activitidhis publicly funded activity provides in-
ternational experiences to students who cannoicpaate in traditional mobility programmes.
It is aimed particularly at the numerous part-tistedents at the FH and focuses on develop-
ing and implementing a study module which includes acquisition of foreign language
skills, courses by international guest lectureravelb as the general expansion of international
cooperation (FH Campus Wiemternationalisation @ Home - |@Hhttps://www.fh-
campuswien.ac.at/projekte/international/internalmation-nome-ih.html, accessed 21 June
2015). In addition, an increasingly important aimthe context of marketised higher educa-

tion is the recruitment of international, partialyanon-EU students.
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Apart from numerous individual and department-ealadctivities such as talks, excur-
sions and summer schools, two major activities lmaemme the flagship of the FH’s interna-
tionalisation intentions: the Language Center d&edRoundation Year. These two projects are
funded for three years (2013 until 2016) by the NAthe department of the Vienna City ad-
ministration responsible for economy, employment amatistics (FH Campus Wiehan-
guage Center & Foundation Yeanttps://www.fh-campuswien.ac.at/ forschung/ forsaog-
im-fokus/ forschungsprojekte/ detail/ foundatioragétml, accessed 21 March 2015). The
focus of the Language Center is to offer customiseglish courses to domestic students and
staff in order to support presenting, learning sathing in EMI courses as well as any inter-
national mobility endeavours. While the feedbacktma activities of the Language Center is
overwhelmingly positive, organising the English z@s is not always easy. As is the case at
numerous universities, particularly since the Bakgeform, introducing additional language
courses is problematic due to the very tight orggtion of the curriculum and the strong fo-
cus on content teaching. Furthermore, extra-cuaractivities are often rejected by students
due to the extra workload which does not gener&& 3 for their degrees (van Leeuwen
2003: 34-35). This applies especially to an FH Whicllows an even stricter structure.
Moreover, it appears that the Language Centeruggling with a lack of publicity.

The Foundation Year, planned to start in Octobe52@n the other hand, does not
target local students. It focuses on the preparaifonon-EU students who wish to study at
the university in a one-year programme for enrgllior a technical Bachelor's programme at
the university. For this purpose, it includes afpuod basis in content knowledge but also
aims to develop and refine students’ German andidEngkills. Additionally, whole pro-
grammes taught in English are planned for non-Eidestts, particularly those who attend the
Foundation Year. The importance of recruiting ndah-&udents was also strongly empha-
sised during a meeting with the Oxford Universitg$3 earlier this year, including the devel-
opment of a highly effective, focussed PR campadgrart from receiving tuition fees, a fur-
ther, long-term advantage of this planned recruitinoé foreign students is the introduction
and attachment of well-educated specialists toAtingrian job market (Gnutzmann and Lip-
ski-Buchholz 2008: 157). In this context, includibgth English and German into the Foun-
dation Year appears highly sensible.

The relevance of the English language to the iat@ynalisation process of universi-
ties was made clear in the theory part of the sheSimost all commentators on the topic
agree on the importance of introducing Englishhi® teaching and learning of an institution

in order to participate in the global academic disse and education market. Currently, only
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one programme at the FH Campus Wien is taught cetedglin English: the MA in Molecu-
lar Biotechnology, which started in autumn 2014c8iit was recently shown that almost a
tenth of Austria’s higher education programmes Emnglish-taught, the FH is considerably
below the national average. In comparison, EMI netielent Denmark provides 38 per cent
of its university level study programmes in Engl{8¥i&chter and Maiworm 2014: 40).
Nonetheless, several courses across the departarentdfered in English. The exact
number was actually not known to anyone, a factctvltiould be interpreted as an indicator
for the FH'’s yet rather loose approach to EMI, artdrnationalisation in general. Thus, with
the kind support of Andrea Zimpernik, a survey wasducted at the FH’s departments in
order to determine the total number of EMI courses,content courses taught in English.
Due to the more or less voluntary nature of thisey, the results may not be exact; however,
they are a good indicator. It was revealed that ddirses are currently taught or planned to
soon be taught in English. Except for Building dekign, all departments stated to offer at

least one content course completely in English.

Distribution of EMI courses by
departments

10

B Applied Life Sciences
Social Work

B Engineering

B Health
Public Sector

Building and Design

Figure 2 Distribution of EMI courses by department (totab)

As the above diagram shows, the department of Agpliife Sciences offers the highest
number of EMI courses, which is surely due to tinew English-taught MA programme Mo-
lecular Biotechnology. At the department of Sosbrk all of the EMI courses are part of
the BA programme Social Work. The department ofldng and Design is the only one
which, according to the survey, does not offermglsi content course taught in English. Re-
garding the prevalence of English in certain staggsles, previous studies have revealed that

there are significantly more EMI courses and progrees at MA than BA level (cf. e.g. Fer-
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encz et al. 2014: 65, Bolton and Kuteeva 2012: 4%Bjs also applies to the situation at the
FH Campus Wien as the chart below explains.

Distribution of EMI courses by study cycle

B EMI courses in BA programmes

EMI courses in MA programmes

77

Figure 3 Distribution of EMI courses by study cycle (to1dl5)

Almost 67 per cent of all English-taught courseshat FH are offered in MA programmes,
while solely 33 per cent are part of BA level cass

On the whole the development and implementatioBMf courses at the FH Campus
Wien does not follow an organised agenda. Hardlydgepartment and certainly not the uni-
versity management have clear requirements abaubey type and time of English-taught
courses. Therefore, it is up to the study programthemselves to introduce an EMI course
and sometimes it appears that it cannot be pretigtech course in which semester will be
held in English. Interestingly, this informationncalso not be obtained by consulting the cur-
ricula published on the university’s website sico@irse information very rarely contains the
language of instruction. This further highlights@mewhat spontaneous approach. Much like
Gnutzmann and Lipski stated in 2008 (p. 158), theruitment of teaching staff for EMI
courses seems to depend on the lecturers’ volaetsi Similarly, Dafouz et al.’s (2013: 227)
findings also revealed that internationalisatiod &MI-related initiatives frequently are “op-
erated from a bottom-up perspective, with individigachers or departments embarking in
EMI on an experimental level”. Airey (2008: 153)ticised the incidental and unplanned
nature of EMI since findings in his study indicated“If so required, the course will be given
in English.” approach by some programmes. This da¢seem to be a common approach by
departments at the FH Campus Wien, however, ay/sote course was stated to be held in
English only on demand of incoming exchange stuglent
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Overall, despite the high level of motivation amdgiative shown by certain parts of
the management, administration and faculty, it bexalear that not everybody at the FH
Campus Wien is filled with enthusiasm regardingeastve internationalisation and certainly
not regarding EMI (Research Journal™March 2015). The university makes a considerable
effort to implement internationalisation ideas whguit all persons involved, taking the dif-
ferent fields, backgrounds and circumstances intmant. Still, the impression prevails that
some would prefer a more ‘traditional’ regional eggrh, which would also leave any Eng-
lish language responsibilities with the studentse Tollowing section shall finally shed some
light on the beliefs and experiences regardingiaionalisation and EMI of teaching staff at
the FH Campus Wien and how they perceive the sffairtheir institution and their students’
experiences.
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6. Lecturers’ beliefs at the FH Campus Wien

6.1 Data collection process and interview participats

As already mentioned, the data analysed in the rsappart of this thesis consists of the
transcription of seven interviews with lecturersell courses at the FH Campus Wien. The
first contact was established between Ute Smit Andrea Zimpernik in early autumn. Dr
Zimpernik kindly agreed to find lecturers teachingenglish who were willing to participate
in the projec Eventually, seven lecturers volunteered and theahdnterviews were con-
ducted in October and November 2014 in the coufr$eun visits to the FH. Ute Smit carried
out the first two, | the remaining five interviewall conversations were recorded for the pur-
pose of a content-focussed transcription. All ggrtints were asked the same questions from
the four-part interview guide, however, if apprape or necessary, the order or wording was
changed and various probes were used to eliciifspec more detailed responses (cf. Dorn-

yei 2007: 136). The table below provides generarmation about the interviews.

Participant Date of interview Length of interview nteérview conducted by
P1 £' October 2014 51:22 min us
P2 ' October 2014 56:03 min us
P3 229 October 2014 53:49 min KD
P4 19" November 2014 52:33 min KD
P5 19" November 2014 52:33 min KD
P6 19" November 2014 54:51 min KD
P7 24" November 2014 69:33 min KD

Figure 4 Interview information

The participants were assured that they would @teyymous, which is the reason for assign-
ing a synonym consisting of the capital letter B amumber from 1 to 7. The time frame per
interview was estimated to be around one hour, lvhiened out to be sufficient in all but one
cases.

The personal background of the interviewees wiltbesidered in the later discussion
where necessary. The following table presents sgeneral information about the seven in-

terviewees.

®At this point, | would like to again sincerely thaAndrea Zimpernik for her kind and competent supp8he
was not only immensely helpful but also very matehand interested in the whole project.
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- Profe_ssmnal/ Linguistic EMI teaching | Background of students

Participant | Sex | teaching : . )
background | experience taught in English
background

P1 male | Various German =12 < 3years MA / paretim

P2 male | Management German=[2 > 5 years BA, MAiime, part-time

P3 male | Engineering German=1L1 >5years BA, Mart-time

P4 male | Engineering German=1L1 4-5years BA, Mart-time

P5 male | Various German =12 >7years BA, MA /tirthe, part-time

P6 male | Engineering German =11 > 5years MA /-pare

P7 male | Engineering German=1L1 <5years BA, MAl-ime, part-time

Figure 5 Interviewee information

As mentioned above, the interviewees were recrwted voluntary basis, which means that
little influence could be exerted on their backgrduThis resulted in a considerable limita-
tion of this study, that not all departments anbject areas, the social sciences in particular,
could be represented. However, the strong prevelaiclecturers from engineering pro-
grammes does correlate with the make-up of stughyHadions in the majority of previous
studies. In addition, Wachter and Maiworm 2014 dsmd that a great number of English-

taught programmes belong to technical subject areas

6.2 Coding and themes

The meticulous coding of the interview transcripts one major task of the empirical part of
this thesis. Core statements from the seven ires/where labelled with codes which were
partly developed beforehand but mostly emergedhénprocess of the text analysis. As it is
usually the case with qualitative research, thaxess required some re-coding and editing of
the labels as new ideas or statements emergedySomne reason for this somewhat tricky
endeavour is the nature of people’s beliefs whiey fme seen “as social constructions of their
reality and as changeable and possibly contragit{ptittner et al. 2013: 270). A detailed
table of all codes can be found in the appendixiriguthe coding process, it became clear
that many codes could be derived from the intervigide, e.g. ‘meaningint’ (what is the
meaning of internationalisation of higher educafimnthe lecturers), but some emerged with-
out explicit suggestions from the questions, daye€lE_lecturers’ (lecturers’ level of English,

as described by themselves).
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After the coding was completed and over 500 intergdext passages were identified
and assigned to 40 codes, more general categoeiesdeveloped in order to match the codes
with a broader theme which allows a structureduwismn and comparison with the findings
of previous studies. For a comprehensive list eftttemes with all assigned codes, please see
the coding manual in the appendix. In order tdrfitvith the language of the thesis and to
further anonymise the interviewees responses atiérsients used as direct quotes in the dis-
cussions were translated into English. It was detih use this project’s two big topics for
structuring the discussion part. Therefore, thst frart of the discussion below will concern
itself with three themes related to the interviesvdaeliefs and experiences regarding interna-
tionalisation:

—General views on internationalisation

—Internationalisation and English

—Internationalisation at the FH Campus Wien
In the second part, the lecturers’ beliefs on EMd @aheir own teaching in English will be
investigated in detail:

—EMI at the FH Campus Wien

—The EMI classroom: the role of language (learning)

—Teaching in English: what's different?

—Learning in English: the reported students’ pertpec

6.3 Findings and discussion
6.3.1 Internationalisation of higher education
6.3.1.1 General views on internationalisation
The controversial nature of internationalisatiorsweatlined right at the beginning of this the-
sis. Due to the sometimes heavy debate surrourtdiagopic, it was interesting to find out
what the lecturers believed to be the primary nmggaof internationalisation of higher educa-
tion was. The responses included a range of opsnwamich partly were very indicative of
their further statements regarding the introducttérEMI and other internationalisation ac-
tivities at the FH.

P1 emphasised the introduction of a more internatistudy system as essential point
of internationalising Austrian universities. Thiee argued will “be the biggest shock to Aus-
tria, not necessarily bringing in English” (Inteevi P1, i October 2014). Another lecturer

felt that internationalisation should definitely benbraced as a process which centres on a
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more general open-mindedness towards other culamdseconomic approaches. This is a
very common opinion found in the general contexthod discussion; Knight (2008: 8) too
claims that “heightened intercultural communicatskills are important attributes for gradu-
ates of colleges and universities”. Student mgbiias stated to be at the core of internation-
alising a university by P3; however, this intervemwhad fundamental doubts about its feasi-
bility. Exchange was the basic meaning of inteoratlisation for P4 too, but he put more
emphasis on exchanging knowledge and cooperatitigother universities. Interestingly, P5
was generally sceptical about the internationa@nfibns of Austrian universities. He was also
the only one who immediately linked the questionuitihe meaning of internationalisation to
the widespread introduction of English as mediunmsfruction. P6 again claimed that inter-
nationalising primarily meant looking beyond hongoand particularly passing this way of
thinking on to students. This would also includeihg a good command of English. Finally,
the possibility for cooperation beyond nationald®ms and finding international colleagues
with similar interests but innovative approaches waemed essential in the context of inter-
nationalisation by P7.

On the whole, the interviews revealed a predomipgrdsitive attitude towards inter-
nationalisation. Positive aspects mentioned werefample facilitated staff and student mo-
bility, easier access to knowledge as well as teldyy and cooperation opportunities. At this
point, without being explicitly prompted by the emtiewer, all lecturers felt compelled to
include a language component into their argumertis. English language was perceived as
inseparable from the advantages of internatiortadisasince only a good command of Eng-
lish allows students to study abroad and later yapip¢ir knowledge outside the German-
speaking world or in an international company.

When asked for possible disadvantages of intemnalisation the responses were al-
most equally divided between language-related @hdrdactors. Only one respondent, P2,
could not think of a single negative aspect ofriméionalising higher education, which may
well be linked to his professional background irsibess since managers very often are
highly in favour of international activities andetleultural and linguistic challenges involved
(cf. Ehrenreich 2011: 94). It was further argueat tialented students and competent lecturers
with insufficient English skills will end up beirigft behind. This issue was also raised in the
discussion of critical views on English in 3.1.2h€rs criticised the introduction of English
as significant drawback if the framework conditiaugh as preparation time for lecturers and
study time for students will not be adapted. Iniao, one may also risk a “trade-off in terms

of content” (Interview P3, 22 October 2014). From a non-language-related arigleas
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noted that a university must not blindly internaabse but should keep in mind for which job
market it would like to prepare its students ancktubr they even need a fully international
education. Considering the previously outlined ahtaristics of FHs, such a statement does
definitely not come as a surprise. A thoughtlesshaled of mobility was also questioned,
since not all students may have the opportunifyatdicipate in an exchange program. This is
not a new critique, over 15 years ago Pechar engaththe importance of the local availabil-
ity of international experiences (Pechar 1999: B&garding the marketisation efforts of uni-
versities, P7 utters strong doubts in their sucessmost students seem to prefer staying at
their university for a post-graduate program anchdibembrace a more international life plan.
These first statements reveal a broad spectrunelegf® which are mostly in accor-
dance with the literature discussed above. The mgaf internationalisation includes more
abstract components such as intercultural opertmgisalso more practical activities such as
mobility programmes and scientific cooperation witternational universities. Although only
two participants mentioned the importance of Emgégplicitly, all interviewees appeared to
be aware of its relevance. Despite their genenadigitive opinions on internationalisation,
which, however, only apply if a sufficient level Bhglish is assumed, quite a few negative
aspects could be found as well. These includeubleed or careless implementation of inter-

nationalisation measures, particularly when Englista medium of instruction is involved.

6.3.1.2 Internationalisation and English
Already in the theory part it was indicated thaisinearly impossible to separate the discus-
sion about internationalisation of university ediarafrom opinions on the introduction, us-
age or dominance of the English language. Thisrhecalso obvious in the above section,
since the interview participants almost immediatelgiuded their thoughts concerning the
English language in their beliefs on internatiosetiion in general. Therefore, this part is go-
ing to deal with the relationship between intermadlisation and English, including its role at
the FH Campus Wien and more critical views on #mgliage’s increased presence.

As mentioned before, the central role of Englistaioniversity’s internationalisation
efforts was acknowledged by all interviewees. Ryesistudies have provided similar find-
ings, namely an agreement

that English is the language of the internatiomdion of HE and therefore the most
appropriate language to serve as a common mediumstfiction among speakers
from different LIs” (Jenkins 2014: 158).

In order to internationalise successfully, a comnhmguage is a necessity and “it would

probably make sense that English is the languagde ibin, because it is at least everybody’s
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second language” (Interview P2 Dctober 2014). This status as lingua franca washem
sised by others too. Interestingly, two particigaalso pointed out the suitability of English
for this purpose, since

one must not forget, the English language is ar-nfe anyways, and also for the stu-
dents | believe, a, | can express a lot in muchitshgentences, content-wise, than in
German, if | want to express something precisehatTs the main point for me (Inter-
view P6, 1§ November 2014).

P6 particularly stressed the importance of an éxeetommand of English that goes beyond
‘small talk’ in order to be able to participate anglobal professional discourse and broaden
one’s horizon. A profound and flexible command afjish was also found to be an essential
tool, especially for business people, in orderdwadop successful strategies for intercultural
ELF conversations(Ehrenreich 2011: 96). In addjtibve cooperation with international col-
leagues, the employment in an internationally-gctiompany or a simple phone call abroad
prove that “[i]t's impossible, even if you work your own country ... , to be outside the Eng-
lish language atmosphere” (Interview PZ,Qctober 2014). These statements very much re-
flect the dominant belief that university graduatiesneed English in order to succeed in a
globalised world (Doiz et al. 2013: 1407). But atke relevance of English for study-related
globally-oriented activities such as the partiagain mobility programmes or mere literature
research were brought up. These findings are eiith Tatzl's (2011: 257) results regarding
their “emphasis on the preparation of graduatesgfobal employability and education”.
From a marketing perspective, the aim of the FHetruit international students was also
noticed and in association the apparently cleaniimn to offer an increasing number of
courses in English. Curiously, none of the lecsi@oubted the relevance of English in the
slightest or tried to promote language diversibntcary to findings in a Spanish study where
a participant suggested other languages such ast-og German should be included in mul-
tilingual programmes (Doiz et al. 2013: 1415).

One patrticipant, however, seemed more sceptical tiha others. While he strongly
agreed with the global significance of English dsgua franca and claims that German is a
language of secondary importance for the FH ststipnbfessional future, he argues that

the reality is, at home you're going to speak whatdocal or native language is there.
... S0, if you've got people who are really trubcfissed internationally, fine. In my
experience, the general public has absolutely terast in internationalisation at all.
[...] This is a focus that would only be for, maybducation, not even sure about that,
and business (Interview P5,"1Blovember 2014).

Sceptical remarks regarding the increasing preseht®e English language as part of inter-

nationalising the FH could be noticed, however,emeas criticism towards the language per
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se. The risk of ‘leaving people behind’ was alreatntioned, but in this context the insuffi-
cient preparation of students for and the sporadiare of EMI courses are also referred to.

A particular aspect of scepticism towards Engliskswhe occasional acknowledge-
ment that, despite its relevance in the contexrointernationalised education, expanding the
presence of English at the FH Campus Wien wouldoedieneficial or would even have det-
rimental effects. This scepticism predominantlyeredd to English as a language of instruc-
tion. Since a significant number of the degreebatFH are part-time programmes offered to
working students who hardly encounter English eirtieveryday-lives, an increased number
of EMI courses would be a considerable obstaclatier participant claimed that graduates
of certain programmes do not aim for an internatiaareer anyways, which could be inter-
preted as him seeing English as a valuable addmi®tmo real necessity, at least in some ar-
eas. This is further supported by P3's statementiathe Department of Engineering that
“they are indeed very isolated cases, [studentg] ate a going to work somewhere where
they would need to speak English” (Interview PS“,chtober). Furthermore, P7 noted that it
should be properly thought through whether offeanghole programme in English would be
sensible, since it might scare off local studemis the FH’s prime responsibility was to edu-
cate Austrian students due to its national fundikgrording to Pechar (1999: 58) students’
demand is one the most important forces behindnat®nalisation. The impression gained
from some lecturers’ statements provide contradictoformation regarding students’ de-
mands. The student body appears reluctant, patlguf the English language is involved,
the reasons may be found in their educational amtfessional background. Since the in-
terviewed lecturers mostly teach courses in engmggrogrammes, their students are also
more technically-oriented. Indeed, the studentsiegal disinterest in foreign language learn-
ing was mentioned several times by different inewees:

The question remains, how will the students likelftyou ask the students: “Would
you like me to lecture in German or English?”, thesith 90 per cent certainty, they
will say: “In German” (Interview P7, 24November 2014).

Considering previous studies, this appears somesihatising, since usually the natural sci-
ences are perceived as more Anglophone, havinghagnoportion of their literature and uni-
versity teaching in English (cf. Airey 2012, Waahéad Maiworm 2014). An interpretation
more in line with the marketing context would bettlthe additional effort of English-
mediated course goes against the ‘customer’s’ wishe. is not what the students of engi-
neering programmes bargained for. There is, howexeclear indication of such a develop-

ment. But the students are not the only ones nbeteeally in favour of increasing the pres-
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ence of English. According to the intervieweesiggority of the, mostly part-time, lecturers
at the FH would also refuse. As P1 puts it

l.., would be very interested to see what happemsnw, or if.., all the other lecturers
here are told they have to give their lectures mglish. That would be an interesting
day (Interview P1, %t October 2014).

It was very interesting to find out which role tleeturers felt English played at their univer-
sity. The common view was that, apart from occadiguest talks or the like, English was of
a rather limited importance outside of EMI lectyreESP courses and language competence
courses offered by the Language Center. Most ofritegviewees could not even name EMI
courses apart from the ones they were doing. She@umber of courses offered in English
is rather low, and the first fully English programmwas introduced only recently, hardly any
non-German speaking students attend the FH whgltsein English being virtually absent
from the university’s everyday business and lingiisindscape. P7 reported that a number of
his colleagues already provide slides exclusivelinglish during their lectures and students
are required to read original English literature tfee courses, if no German translations are
available. This appears to be a common approattte &H Campus Wien since one biochem-
istry lecturer who was not involved in the intewgefor this project also stated in a discussion
that “you would never buy a German book” (Resegoaimal, 11" March 2015). In addition,
despite the students’ previously described relwgaan increasing number chooses to write
their BA and MA theses in English, which, accordiad®5 and P7 produces varying results.
Following this outline of the role English playst Campus Wien according to the
interviewees, a closer look will be taken at how liacturers feel about the university’s inter-
nationalisation efforts. In this context, the knedde regarding concrete policies and inten-
tions will be considered as well as beliefs regagdhe international orientation and reasons

for and relevance of introducing certain measures.

6.3.1.3 Internationalisation at the FH Campus Wien

When asked about general guidelines or policiearddgg internationalisation at the FH
Campus Wien, all interviewed lecturers could naimnkeast a couple of activities. It became
clear that some were more involved in the prodeas bthers, also depending on their admin-
istrative duties within the university. But on tiMbole, a great number of the university’s in-
ternationalisation measures, including the FoundaYiear, Language Center, excursions, and
summer schools were mentioned. Projects such egnbtionalisation @ Home’ are meant to

attract guest lecturers and allow non-mobile sttglém take part in international activities.
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Interestingly, while extensive ‘internationalisatiat home’ activities are a major component
of the FH’s efforts, another Austrian universitgetWU, regarded it merely a positive side
effect (Unterberger 2012: 89).

Almost everybody particularly emphasised the hglel of motivation on part of the
university management, including a considerableketarg push. A university-wide policy
with clear guidelines, however, could not be ideedi by anyone: “Well, now, proper..,
guidelines in that sense, currently we don’t hdnat {et. But it's certainly noticeable that it's
heading, or it's meant to be heading in this dicect (Interview P4, 18 November 2014).
This underlines the impression gained in the previdiscussion on the FH’s internationalisa-
tion efforts (cf. 5.4). The absence of strateganping and guidelines is a frequent problem of
universities in an early stage of internationaimat(Bartell 2003: p. 43). Certain scepticism
was also present, especially in terms of a rushmgdleimentation of some ideas and the actual
amount of work and time required.

Well, all this-- this appears to be a strategichpuke implementation is of course not
easy and involves considerable effort, but | thame should be aware of that or they
are aware of it anyways. And if not, they'll becomeare of it in the course of the
first projects (Interview P3, 220ctober 2014).

This issue that increasing internationalisatiol akereases demands on university employees
was also reported previously by other authors.i®éarly the academic staff has to make
additional time for tasks such as the initiationragérnational cooperations and networks, the
writing of international funding proposals, the popt of international students and the devel-
opment of international curricula (Ludescher andxéfeegger 1999: 119). A distinct point
was also raised by P5, who underlined that annatemnal university education required
properly trained educators too, particularly whiecomes to teaching in English.

Again, all of the participants automatically incked EMI as central aspect in their
statements on internationalisation at the FH CanWiien. Apparently, the increasing intro-
duction of English as language of teaching is tlustmnelevant or obvious issue in this con-
text. Indeed, it really seems that “internatiosation’ seems to be synonymous with English-
medium instruction” (Jensen and Thggersen 2011:al4) at the FH Campus Wien. Raising
the number of courses taught in English has belemgstanding plan of the FH, however,
with mixed success and popularity. Mostly origingtifrom the university management, the
introduction of English-medium courses, modulesvbole programmes has been attempted.
P6 recounted that some years ago, a first Englistiumm MA program was on the verge of
being started but was cancelled at the last mirsgiemingly due to a lack of student interest.

The lecturers, on the other hand, apparently wise \gery reluctant in the past due to their
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insufficient language skills, which, according t6 Was a major reason why English teaching
still plays a minor role at the FH.

Despite occasional scepticism, all of the partictpdelieved in the high usefulness of
EMI courses in general and easily found numeroasaes to support this claim. Interest-
ingly, P1 was the only one to mention funding asaor motive for providing courses in
English since it would attract fee-paying interoatl students. The consequential intercul-
tural experiences and knowledge exchange were ammationly afterwards. The other 6 in-
terviewees largely agreed on the importance of EMpreparing students for a possible stay
abroad, an international career or at least ircal loompany with international contacts.

I mean, the other relevance it has is ... , thataften has, particularly in bigger enter-
prises, English as a company language, and theréfas definitely an advantage if
one has already learned the English terminologigiew P3, 2% October 2014).

P2 even pointed out that this English preparatspeat would sometimes include ‘forcing’
students a bit, “particularly for those who maylectly do not accept the idea so easily, or
they don't see it so easily” (Interview P2' October 2014). The other, more abstract benefit
or reason for EMI given was, again, the broadewniingtudents’ horizons and supporting their
ability to apply the gained knowledge independently

Having talked for quite some time about the FH'&iinationalisation plans, at one
point the interviewees were asked whether theyidengshe FH Campus Wien an interna-
tional or Austrian university. Despite afore dissed internationalisation efforts, every single
answer went along the lines of ‘clearly AustrigPfobably the best summary for all responses
would be P2’s statement “I think it's an Austrianiwersity that now is doing its best to be-
come international, really” (Interview P2} Dctober 2014). This belief was strongly sup-
ported by several arguments such as the almostleteangbsence of non-German interna-
tional students or staff or the very limited numbéicourses held in English. Universities of
applied sciences are, due to their fairly diversg autonomous departments very heterogene-
ous institutions. It was found that this diversaretter “entails differing levels of interna-
tional orientation in the individual department3azl 2011: 253). The heterogeneity regard-
ing the international orientation (partly intermeatal, partly very local) of the FH Campus
Wien was noted by P3 too. P4, on the other handtgubout the clear Austrian, monolingual
German focus of the university’s daily routine attinistration. P5 also underlined the fact
that the FH'’s curriculum is far from being trulyt@nnational and still very much concentrated
on Europe.

Interestingly, the participants elaborated in & &nount of detail on what they be-

lieved and experienced to be the actual situagganding internationalisation at their univer-
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sity. Similar to the ‘official’ policy-related sidex heterogeneous picture was presented. While
P7 described his relations with international caliees as fruitful, P4 bemoaned the absence
of regular contact with foreign researchers or arsities due to a lack of time and resources.
Student mobility, outgoing and incoming, was coasid by all interviewees as very low. P3
uttered with some pessimism that student mobilibyila not increase significantly in the near
future and also doubted the international orieatatf graduates’ careers. A particular prob-
lem regarding going abroad was considered to bauthgerous part-time programmes which
are primarily attended by more mature working stisievho hardly can or want to leave for a
semester. Obviously, the nature of part-time sfudgrammes, which are primarily designed
for working students, does not easily comply withextensive stay abroad and intensive for-
eign language experience, for instance, as advibtgt&oodman (2009: 610).

Among the few students who are willing to take para mobility program outside
German-speaking countries, according to P7, thguiage barrier constitutes a major chal-
lenge since hardly any places at English-speakmygeusities are available and usually no
other foreign language is spoken by the studentsirh, the limited number of incoming stu-
dents was seen as a result of the few EMI lectoffesed. Recently, a new module was intro-
duced in all engineering BAs which only consistsEofglish taught courses, mostly held by
guest lecturers, in order to attract more inteamati exchange students. In addition, the new
internationalisation at home project aims for ahkignumber of international guest lecturers
who naturally will also increase the number of lees held in English.

A major disadvantage for the FH’s internationalmatefforts was believed by P5 to
be the rather antiquated approach to teachingnergéand the reluctance to incorporate new
ideas and materials in order to become a morenati®nalised university.

Why do | feel.., | see people out here who havenh@®tocopying the same lesson
material for as long as | have been here, and bhaea using this lesson material for
decades? (Interview P5,"18lovember 2014).

At the same time he acknowledged the great motimadf some people and that with time
and appropriate information campaigns things wikmge. Other interviewees were not con-
vinced that a top-down approach would be very sgfoé Especially, P7 highlighted the

paramount importance of individual contact betwedernational colleagues:

But what it needs is this link between two people] It doesn't help if the universi-
ties, the rectors say: “We want to cooperate’], [and then look for matching people
from above (Interview P7, 34November 2014).

Through this more personal approach, he arguedynaber of very valuable cooperations

could be initiated at the FH. Considering the centd knowledge exchange, this situation
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underlines the claim that supporting the ‘voluntloyv’ of students and teaching staff is of-

ten more comfortable than to reform whole instaos (Pellert 1999: 34).

6.3.1.4 Internationalisation - Summary

A range of beliefs regarding the meaning and relegaof internationalisation of higher edu-
cation could be identified in the above sectione Tilst dominant views are that internation-
alising a university is, by and large, a positivel avorthwhile endeavour and highly benefi-
cial for both, students and lecturers. The usugli@ents such as mobility, career prospects
and knowledge exchange were all mentioned by ttexviiewees. The lecturers appear well
informed about the FH’s internationalisation measuand intentions; however, no clear
guidelines could be identified. The ‘internatiosalion at home’ activities were particularly
valued due to the FH’s high number of part-timelsenis. It became also clear that, similar to
previous studies and surveys, English was regaadeghtral aspect of internationalisation, a
fact which was generally not criticised. Still, gas its importance, the increased presence of
English was not necessarily welcomed in all unigrareas; again, this became obvious in
other related publications (cf. e.g. Fortanet-Gor2@x2: 61). Despite the appreciation of the
internationalisation efforts, all interviewees flynagreed that they feel they still work at an
Austrian university, rather than an internationaé pas there is simply too little international
‘flair’. This could be interpreted as also meantog little English since reasons for this im-
pression included few international students off,staw EMI courses and an exclusively
German-run administration.

An interesting aspect was the participants’ expeeethat, for the most part, students
were often opponents of English and therefore atsnewhat of internationalisation. In this
context it must be kept in mind that the majorifyttee interviewees comes from a teaching
background in technical subjects. On the one htdnsl,may be seen as an explanation, re-
flecting the common belief that technicians arelsaperceived as the most language-savvy
kind of people. Still, as a matter of fact, natiaatl technical sciences are usually described as
more Anglophone and indeed, most EMI universitygpaonmes in Europe are offered in en-
gineering; business and law (cf. e.g. Wachter amiwdrm 2014). A possible explanation
provided by the interviewees themselves is thatemtgnumber of their students are older,
already working and as a result are attending fpag-programmes. This not only provides
them with less time to deal with a foreign language also makes it more unlikely for them

to aim for an international career.

70



With reference to the second part of the reseatsstpn, no clear answer can be
given regarding internationalisation. While the elepment as such is perceived as clearly
positive, the concrete plans of the FH as sucmatappreciated by everyone. All interview-
ees claimed to be happy to participate in or eméraie certain activities. Apart from a few
exceptions, it did also not become clear whetheririterviewees felt that more or less should
be done regarding internationalising the universiipwever, when it comes to the wide-
spread introduction of EMI, scepticism was voicedarding its usefulness for all students,
particularly those with a background or future mgmeering.

Overall, the differences to other universities tds tstage of the internationalisation
process were limited but present. The usual cosceciuded a rushed implementation and
insufficiently structured approach in combinatioithascepticism towards an increase of Eng-
lish in teaching. A more specific point of view,viiever, is indicated by some statements on
the limited necessity of all-encompassing inteoralisation. In addition, internationalisation
IS put into practise with a high emphasis on ‘in&ionalisation at home’ activities, which
entails a more local approach to internationalisati

6.3.2 English-medium instruction
6.3.2.1 EMI at the FH Campus Wien
Although the ratio of EMI courses at the FH Campuien is considerably lower than the
average 25 per cent found in pioneer countries sscBenmark (Dimova and Kling 2015:
62), it became obvious that the interviewees regrhieMI as a, if nothe central issue in the
context of internationalisation. It was establisteedlier that the internationalisation plans at
the FH, as is often the case, can partly be cheniaetl as “a number of uncoordinated initia-
tives on the level of specific subject matters atividual efforts by the teaching personnel”
(Ammon and McConnell 2002: 34). Subsequently, dlishe elicited whether a more struc-
tured approach is used for the implementation ofl Edirses, why certain lectures are cho-
sen and which guidelines are followed. In this eghthe participants also expressed their
thoughts regarding the presence and necessitypplosumeasures for lecturers and students
as well as what they believed were significant fgols surrounding the implementation of
the English-medium courses.

In their comprehensive survey, Wachter and Maiw@2@14: 61-62) identified five
major reasons why an institution of higher eduecatieay not introduce English-taught pro-
grammes: language proficiency, type of higher etioigainsufficient international enrolment,

lack of resources, and legal obstacles. Some setiwere also mentioned as significant prob-
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lems by the participants. In order to meet thesdl@hges, particularly at a university of ap-
plied sciences, Tatzl (2011: 264) suggests introduspecific strategies at all three levels of
university organisation:

Most funding issues will be concentrated at theitutsonal level, whereas practical

and operational issues will be most likely tackéédhe departmental level. A lot de-
pends on the personal engagement of lecturerstaddmds in order to make English-
taught programmes successful, yet it is equallyoitgmt to raise awareness among
decision-makers that such programmes require gasdéunding and staffing.

A recent study by Fortanet-Gomez (2012: 61) alsoecéo the conclusion that an “effective
communication campaign and a specific training pgogne” aiming “at convincing students,
lecturers and administrative staff” would be théimpm measure to facilitate the implemen-
tation of EMI courses at a university. The intewses confirmed the previously gained im-
pression that at the FH Campus Wien EMI coursesnémaduced more randomly. While lan-
guage course such as ‘Technical English’ or ‘Bussnienglish’ followed specific guidelines,
it appeared to be the lecturers’ responsibilitsritl how they conduct their content courses in
English. There is a somewhat diffuse wish to iraéomalise, as P4 (f9November 2014)
puts it, “but basically I'm doing it myself”. Othemlso did not receive any guidelines for their
EMI lectures from their head of department: “hedsaasically ‘just do™” (Interview P1,°1
October 2014), “actually, they said to me they [wdt restrict me], [...], [...] in this activity”
(Interview P2, 1 October 2014). It appears quite common that thectlirs of studies at the
various departments have no specific ideas how mamhich courses they would like to see
being taught in English, although one participaentroned an unofficial aim of 20 per cent
EMI courses at the Department of Engineering.

Interestingly, hardly anyone claimed to have a [@wobwith this haphazard approach
regarding the recruitment of EMI lecturers and choof courses. One participant did, how-
ever, utter his discontent with the incidental adnction of EMI courses at his department,
stating that

[tlhey should really think about how to link it the previous or following semester.
Because of course it's an additional effort for #tedents if they hear something in
German, then, next semester, the course basedisnnitEnglish. This means they
have to reflect upon everything they have hearareef, and know, which are the
technical terms in English. Then, after the semgeshe next lecture is in German
again. Well, | think this is very inconvenient @ntiew P4, 19 November).

In support of this opinion, it was found beforettislated English-medium courses may in-
deed have a negative effect on students’ contemhileg progress (Doiz et al. 2011: 354;
Wilkinson 2005, http://www.palmenia.helsinki.fi/ mgress/bilingual2005/ presentations/ wil-

kinson.pdf, accessed 25 February 2015). The lack adnsistent approach in terms of coop-
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eration within the FH was a significant issue fér#who claimed that “[t]here is no continuity,
there is no interaction between departments” (iger P5, 18' November 2014).

Apart from the above statement, general problemhk thie implementation of EMI
were much more along the lines of an increasedtafégarding time management and con-
tent knowledge teaching. P3 particularly criticigbd stiff time framework as a major chal-
lenge for both EMI lecturers and students, whideminay result in a “trade-off in terms of
content”, a concern, which was addressed by Gnutanaad Lipski-Buchholz (2008: 153),
who believed that changes of content in Englishiomadorogrammes should not be seen as
reduction but rather a reorientation towards aerirdtional job market. Although none of the
interviewees were external part-time lecturers,stineggle of this group with possibly having
to teach in English in the future was also poirdgat This and above discussed opinions also
fit in with Doiz et al.’s (2011: 353) findings whiaevealed that many lecturers feel that “[t]o
teach in English is too much of a mess”.

In another study, Doiz et al (2013: 1415) identifen additional issue related to the
implementation of EMI courses at a university, whseems relevant at the FH Campus Wien
too, namely the previously discussed oppositiomftbe student body. This was also a prob-
lem mentioned by the interviewees in the presentesd. One participant saw the crucial is-
sue regarding the implementation of EMI courses dtigher level and had a very well
thought through explanation for the overall low menat the FH. According to his view, the
university had a strong obligation to the Austrsaate as their main financiers to focus on the
education of Austrian students and this shoulddreedn German. Moreover, by switching to
English as language of teaching on a broader staleler to internationalise and attract for-
eign students and staff the FH Campus Wien woubdbadsly risk losing their local students
since they would start looking for German-taughigpammes elsewhere. As international
advertising for study programmes is difficult, thiss may not be compensated through the
number of incoming students gained through EMim#an, the easiest way would be to offer
everything twice [in German and English]. But foist more staff is needed, ansighg”
(Interview P7, 2% November 2014).

In the light of the numerous challenges encountaretithe practically complete ab-
sence of guidelines or instructions, it was int@éngsto find out which support measures for
EMI courses the interviewees were aware of. Pdatilgy because a recent publication by
Dimova and Kling (2015: 72) underlined the parantoiamportance of different university
units knowing about “available university suppogtiresources, which can help the group

leaders and lecturers identify their language needisdesign appropriate solutions”. It could
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be observed that almost all interviewed lecturegsevaware of courses for teaching and pre-
senting in English offered by the Language Cer8etely P6 appeared to have no knowledge
of these measures, since he complained about lingtarece of lecturers to start teaching in
English and added “well, certain aid and suppodush really be offered to the lecturers”
(Interview P6, 18 November 2014). There was broad agreement ondétilness of such
training classes for lecturers; still, only a cagkem to have taken a course themselves or
reported of colleagues who attended one. P2, fample stated that he “never felt the need”
for support. Interestingly, the study at the FHnieaum in Graz also revealed a rather weak
perceived need for assistance in EMI classes (PAtzll: 263). P5 is aware the low atten-
dance EMI training courses at the FH Campus Wiehagpears sceptical this situation, stat-
ing

the reality is, if you-- if it's not your native tguage, you're probably not going to

know if it's the correct term or not. And eventiiyour native language, this is ques-
tionable at best (Interview P5,"18lovember 2014).

The fact that English training courses were not alsory for lectures was also a point of
criticism for this participant because he felt sgpe®ple just may not be aware of their need
for help. A certain amount of scepticism could leelauced from P7’s views, however, from a
different angle. On the one hand, he found somer®ffom the Language Center quite useful
and even mentioned a special English training weekecturers, which is conducted during
the summer holidays. On the other hand, he wascaovinced of regular EMI training
courses at the FH due to time management issuésigyr travelling lecturers.

When asked about the students’ situation concersupgort for EMI lectures, the in-
terviewees hardly knew of any language trainings®a or the like, apart from curriculum-
related ESP courses such as ‘Business Englislappears the majority of students at FH
Campus Wien indeed do not have language lessopara®f their undergraduate studies.
This approach may be slightly questionable, pasdity if the FH intends to increase their
range of EMI courses. Very recently it was foundttbetting up an infrastructure for student
support ahead of a widespread introduction of E&highly recommendable (Symon and
Weinberg 2015: 319). As a proponent of more profb&mglish education, P1 felt that “it
would be far better for them to have had two oe¢hsemesters of English and then have [his
content] course [in English]. But they don’t haveydnglish until the Master’'s” (Interview
P1, ' October 2014). Some were vaguely aware of thepaticourses offered by the Lan-
guage Center, e.g. for academic writing, othersevoenvinced students did not receive any
support. Rather it was mentioned that the uniweesssumed a certain level of English when

the students enrolled for the programmes. Regartti@gdea of offering additional language
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classes for students, P7 felt that language edurcatas beyond the FH’s scope of teaching
responsibilities:

To be honest, other institutions are better at fhia¢y [the students] may go to Berlitz
and take a language course, yes. Surely, thatterbiétl want to really learn a lan-
guage than having an additional class here (Irter®@7, 24 November 2014).

Also, he mentioned the higher level of motivatidndents might have attending an external
course which they have to pay for. In this contfiextings of a previous study revealed that
separate parallel language courses offered atwvensity may indeed be less beneficial since
student motivation is usually lower (Hellekjaer aNdkinson 2003: 92).

After addressing the beliefs regarding the gengitahtion of EMI at the FH Campus
Wien as well as its challenges, the following s@tiwill treat the lecturers’ concrete experi-
ences and views concerning their EMI courses. hiqudar, the role of language skills and

learning will be discussed.

6.3.2.2 The EMI classroom: the role of languagarfkng)

After establishing a more general frame of belefisl opinions, this section will delve into
the everyday business of EMI. A special focus i&qgito the role of language. This includes
the lecturers’ observations on students’ Englishss&and language background as well as the
role of other languages than English in EMI courdesaddition, the popular issue of lan-
guage learning in content courses will also be idened and the interviewees’ views dis-
cussed.

Considering the previously outlined internationallyented trends and developments
in higher education, it may be said that studentsmaversity level are commonly expected to
have fairly advanced English language skills. Femttore, they often “tend to find them-
selves in linguistically and culturally heterogensogroups” (Smit and Dafouz 2012: 3).
These claims, however, correspond, only in parh wie experiences of the interviewed lec-
turers. Far from the University of Copenhagen’&iinational 30 to 50 per cent (Dimova and
Kling 2015: 67), all participants agreed on teaghoverwhelmingly local student groups. A
very small proportion of students, according toaR@ P5 no more than 20 per cent, appear to
have an international background, e.g. from Eadienmope or the Middle East. From a lin-
guistic point of consideration this percentageigétsity decreases even further, since

They all speak German because, although they agdenaot German, they come
from a family that came here a generation agohey were born here, or they've al-
ready been educated here (Interview BF2)gtober 2014).

German is a prerequisite for enrolling in all bnegrogram at the FH and none of the inter-

viewed lecturers taught courses in the then nemtlpduced English MA program ‘Molecular
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Biotechnology'. It was revealed that German alsayetl a certain role in most of the lectur-
ers’ EMI courses. For instance, P1 allows his sitgléo talk in German to each other in
group work and occasionally translates unknown Bhgvocabulary. Similarly, P3 and P4
regularly provide German terminology and summadesng their lectures. It appears that
language issues during the lectures usually wenaexied to content issues, i.e. “the intro-
duction or explanation of mainly subject-speciecnis or expressions” (Smit 2010: 408). A
common method seems to be that students are allowfmmulate questions in German if
they feel their English skills are insufficient tivat they may add German clarifications to
answers in written exams. P7 solely uses Germaadiministrative matters before or after the
actual lecture. In the present context, this apgraeems legitimate, nevertheless, one always
has to keep in mind that “parallel language usenlg possible when both students and teach-
ers have adequate language competences in Englisinahe local language” (Bolton and
Kuteeva 2012: 432). There seems to be awarendss agsue since it was stated that German
was only acceptable during lectures if all peoplespnt were able to understand it and “if
there are incoming students who don’t speak Gerniem, German doesn’t play a role” (In-
terview P3, 2% October 2014). Similar findings were made by Digand Kling (2015: 67)
with regard to the use of Danish in EMI courseghat University of Copenhagen, however,
one has to bear in mind the much higher proporifanternational students at that institution.

Regarding the afore mentioned expected high lestuaents’ English proficiency,
responses where rather uniform in revealing a demnable variety of competence. Similar to
Doiz et al.’s (2011: 355) findings, a range of Hslglskills among students was identified by
all the interviewees.

I mean, you can find the average class there’spenson who speaks flawless English
and he or she will ask you questions and then yan$wer it and then there’ll be an-
other reply and then you can have a chat. And yleenlook around and you see peo-
ple going mimes dosing dff, because they didn’t understand any of it {witav P1,

1*' October 2014).

Most of the lecturers agreed that these differermoesd be ascribed to the students’ educa-
tional and professional backgrounds. Some commentsational backgrounds were also
made; however, these were so scarce that no ¢egaments can be presented (cf. Doiz et al.
2011: 355). Overall, it appears that mature panetistudents, whose secondary education
dated back several years, often struggle partigulaiEMI lectures. Another group who tends
to have more problems with English-taught coursegtipose who attended secondary techni-
cal schools specialised in engineering or the Nkaried oral skills, especially presenting in
English, were mentioned as significant challengesttiose students. These impressions re-

ceived further support by Tatzl’s FH findings (Tla2@11: 256) as well as statements of EMI
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lecturers present at the OUP meeting at the FHe dénvhich were interviewed for this pro-
ject (Research journal, TIMarch 2015). In the course of the discussion, teye asked
what single thing they would change in order torgngee a smoother and more successful
implementation of EMI courses at the FH. Severaigh were mentioned, but the broadest
agreement was found on the wish of a more simdaell of students’ English. The highly
varying levels of language competence are indeeidhportant issue which may be the root
of possible problems since “students' diverse Bhglanguage abilities are also a relevant
factor in classroom discourse and thus knowledgestcaction” (Smit 2010: 405). In this con-
text, Fortanet-Gomez (2012: 60) suggests not todoice EMI until the third or fourth year in
order to give students time for sufficient prep@armat Since English language courses are sel-
dom part of university curricula and students’ mation for attending parallel courses are
proven to be rather low, the feasibility of this/ex@ remains doubtful.

Interestingly, without being requested to do soy fof the seven interviewees (P2, P3,
P4, P7) also felt the need to describe and pardiify their own English proficiency. While
they claimed a sufficient to good command of Ermglanguage, they were quick to deny any
language teaching responsibility or intention bel/tre area of technical language and termi-
nology.

As was frequently found in previous studies, lamguigarning aspects in general were
mostly perceived as absent or at least as secotmlapntent learning. On the other hand, P1
and P3 thought that the English language learnspge may very well be a ‘two birds, one
stone’ kind of motivator for studentat first, all the lecturers were convinced thatith®y far
most important responsibility was the teachingaritent. As P1 puts it

| don’t want them to sit there and think “I'm nagny good at English, this is gonna be
a nightmare”, | want them to think “This is in Ermsyl but it is about [the subject]”.
That's why they are there; they are not there &mnéenglish in this class (Interview
P1, ' October 2014).

This supports a rather traditional view were larggukearning is “seen as a separate undertak-
ing from content learning, as happening exclusivelyhe classes reserved for that endeav-
our” (Smit 2010: 407). Although, in the course & tconversation a number of specific lan-
guage learning issues were identified by the imtgrges. At this point, it must be said that it
was occasionally extremely difficult to identify wh kind of language learning the partici-
pants were referring to in their statements. Celtaithey usually meant second language
learning; however, sometimes this was mixed up With language of the discipline, which

often happens to be also English, and linguistimmetences or rhetoric skills in general. It

’A recent Israeli study revealed, however, “thatlstHEMI enables greater language exposure, withautitable
support framework, it is unlikely to increase laaga learning outcomes” (Symon and Weinberg 2019).31
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was curious to find out that, despite the allegleskeace of language learning objectives, the
exposure to English was also regarded as highleflmea for the students by the lecturers
themselves.

While most participants felt that some incidentalduage learning may occur, it was
generally believed that “it's not supposed to bedim of the lesson; [...] it's sort of a benefi-
cial by-product” (Interview P1,%1October 2014). Tatzl (2011: 258) found similariéfsl in
his interviews at another FH, lecturers denyingylaage learning intention but valuing EMI
“lectures as a good exercise for students”. Assianptsuch as these indicate a view were
“the foreign language used for teaching is considex tool only” (Hellekjaer and Wester-
gaard 2003: 66). Still, P4 admitted a positive iotpE his EMI lectures on the students’ lin-
guistic competence, but also mentioned the limitedye of English usage in his lecture since
mathematics and engineering only requires a certamber of well-defined concepts (cf.
Airey 2012: 76). Similarly, P3 denied a profounahéfit for the students’ English skills as

the terminology is English anyways and would aleddught in English if the lecture
would be held in German, also because literatuaty dheets etc. are written in Eng-
lish. This means | would also teach the Englisimiteology in an otherwise German
lecture. This means it's not really about learrfimglish (Interview P3, 22 October).

In agreement with this, it was further claimed thht construct a building, it doesn’t matter
which language | use to communicate, the drawisgsuah are already a language a symbolic
representation” (Interview P6, T9November 2014). These statements are stronglinén |
with Airey’s findings in Sweden where lecturerspbfysics also denied any responsibility of
English language teaching while at the same timphasising the relevance of advanced
English technical terminology and the languagehefdubject as such (Airey 2012: 72-75).

6.3.2.3 Teaching in English: what's different? whalifficult?

For this project, it was also of particular intéreshow far lecturers feel they are influenced
by a different language in their teaching. Thisa@mns not only their experiences on what
they actually do differently regarding presentatmrassessment, but also struggles and chal-
lenges when teaching mostly non-English native lsgrsan English.

While all interviewed lecturers offer their EMI ames voluntarily and often on their
own initiative, they did report a considerable nembf issues related to teaching in English.
A range of problems, some more challenging thaerstttould be elicited from the lecturers’
statements. The by far biggest challenge, howevas, revealed to be an almost ubiquitous
worry not to be able to convey the content propenty not being understood by the students

due to their diverse English skills and differedteational backgrounds. This fear was also
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shared by EMI lecturers at the FH Joanneum whebedi a “greater need for clarification of
concepts during lectures” was present (Tatzl 2@EB). Other major challenges mentioned
include additional personal effort required for gmeng and teaching a course in an L2. An
interesting issue was added by P6 who stated ¢h&dund it most challenging to always stay
updated on his subject content since teaching glignallowed, and at the same time re-
quired, him to present only the newest informatomis students. Following these most sig-
nificant challenges, the lecturers elaborated omraber of less critical issues which, never-
theless, concerned them in their EMI courses.

Often the lecturers do struggle with the studehighly diverse English skills as was
already indicated. A perceived reduction of contamtered during a lecture, particularly in
the part-time programmes, was also pointed ou#sebsome by one lecturer. In support of
this impression, Tatzl (2011: 259) found in hisdstihat due to increased effort for prepara-
tion as well as delivery in English, certain aspeiftthe subject may have to be neglected. In
the context of increased effort, it was claimedvadl that teaching in English was much more
tiring and stressful, particularly at the beginnioiga semester or after a longer break. This
finding is also present in Moate’s study (2011: 3B6Finland where “[e]ach teacher referred
to the extra input required, the exhaustion, ihitervous tension, extra adjustment after holi-
days and stress of swapping language”. A more patsmmponent of teaching which was
perceived as problematic was a lack of spontaraitgumour, factors which are crucial in
motivating and entertaining students (cf. Moate12(BB7).

There’s this, | don’t know, emotional or relatiom@mponent how to motivate people,
to pick them up and take them along, that's alwagse difficult in another language,
to get this across is more difficult in a foreigamguage (Interview P3, ¥20ctober
2014).

Thggersen and Airey (2011: 219) pointed out in tiaistext that lecturers often seem to have
a remarkably different rhetorical style when teaghin English instead of their L1 and use a
much more formal, almost textbook, language. Lastbme linguistic challenges were also
mentioned as hindrances of a smooth presentationgdan EMI lecture. On the whole, these
problems were all commonly found to differing dezgen previous studies and are definitely
not specific to this type of university. Negativeperiences of EMI teachers in the form of
linguistic limitation, increased workload and pearabeffort, for example, were already dis-
cussed by Vinke et al. (1998) almost 20 years ago.

Obviously, lecturers do hold certain expectatiofemwthey decide to start teaching a
supposedly international group in their and/or stedents’ L2. The interviewees admitted

that some experiences were of a rather surprisatgre, positively for some, negatively for
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others. The following list presents a overviewldd variety of unexpected experiences among
only seven lecturers, depending on factors sucth@is own previous (language teaching)
experiences and personalities. When starting &lir courses the participants were particu-
larly surprised by

—the students’ openness towards EMI

—the students’ increasing resistance regarding BMt the semester

—the students’ high level of English competence

—the students’ low level of English competence

—the students differing levels of English competence

—the lack of student participation during the leetur

—the increase of one’s own language skills and egtbeusing English

—the difficulty of holding students’ attention whesaching in English
The sheer variety of views and obviously contramticiexperiences of such a limited number
of interviewees would surely provide a basis fov@thwhile discussion. In the context of
this chapter they will definitely be kept in mirtayt shall serve more as a kind of background.
Unexpected experiences certainly play a role indbtescious or unconscious decision to
teach, assess or examine differently when teacnigternational group or in a second lan-
guage, respectively.

Previous studies have revealed that a change dhitenlanguage is often perceived
not to entail any alterations in teaching style andtent. Unterberger’'s (2012: 94) interview
participants at the WU did reject any differencesa®en their L1 an L2 teaching and Wilkin-
son’s (2005, http://www.palmenia.helsinki.fi/ corgs/ bilingual2005/ presentations/ wilkin-
son.pdf, accessed 25 February 2015) respondentbalieved that they used the same meth-
ods for EMI courses than for L1 teaching. Orgamset structures also seem to hardly differ
for English-taught lectures (cf. Hellekjaer and Yéegaard 2003: 71).

The responses of the interviewees of this projectved some diversity in this regard.
While only one participant claimed not to changgthimg at all apart from the language he
spoke when he taught in English, everybody elseitéetinalterations of a greater or lesser
degree. The sole participant to mention a diffeteathing style in general, referring to a par-
ticular Anglophone approach, was P3. However, Hg mdlicated the option of using a dif-
ferent style. Concerning their actual delivery loé tecture, several lecturers stated to adapt
their speed and rhetorical style to the diversguage skills of the students by, for example,
purposely slowing down, speaking more distinctly;'mot using too unusual words or turns

and if, then re-phrasing the whole thing with diéfiet words or explaining the terms again”
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(Interview P3, 2% October 2014). P1 also notes that, compared teEmdhgroups, he tries

to reduce his speaking time as much as possibbedi@r not to strain the students’ attention
too much and lets them do more tasks and group imst&ad. Also providing more extensive
explanations and the like, P4, however, adds thahe whole his approach does not differ
drastically since the technical subjects he teaohesly require the students to calculate and
apply mathematical formulas. A rather uncommonghisivas provided by P2 who claimed
that the main difference to him lecturing in his Wwas that everything was a great deal easier
in English. This interesting opinion may be rootethis management background since it was
argued that for business people English is frequergarded a second nature (Ehrenreich
2011: 95). Indeed, Unterberger’'s (2012: 94) studgha University of Economics and Busi-
ness came to a similar conclusion.

Regarding the contents and topics covered in &Mir lectures, broad agreement was
present that in general no adaptations were maedeifg@lly for these courses. Some pre-
sumed possibly going into a little less detail aving to leave out a few minor aspects com-
pared to the L1 versions of the courses. But onnthele the tenor was that the topics were
prescribed by the curriculum and should remainstime irrespective of the language of in-
struction. Therefore, every effort was made naettuce or alter the contents of the EMI lec-
tures, still, P3 explicitly criticised the immineladss of content. The interviewees’ compara-
tively low concern with content alterations dueatchange of the teaching language could be
traced back to Bernstein’s disciplinary knowledgeictures. Most of interviewees’ disci-
plines have hierarchical knowledge structures. &loee, they work mostly with existing
ideas and theories in which new knowledge is ino@ted at lower levels and language does
not play a central role in this process (Airey 2062—-68, Bernstein 1999: 162). Perceiving
language predominantly as a tool means that chgrgm language in which knowledge is
communicated is believed not to have an impactidéas remain the same.

Apart from the actual classroom lectures, the pigdints also commented on other
differences concerning their EMI courses. Despiggdient mentioning in previous studies,
only P3 complained about a significantly higher kboad when preparing his English-taught
lectures. He alone also referred to preparatoyristiahead of generally starting with EMI in
the form of attending training courses for teachim@nglish. Still, when it comes to the ma-
terials used by the interviewees in their lecturebecomes apparent that for some an addi-
tional effort must be involved. P1,for example,e®that in EMI courses “my lecture notes
are much more explicit, my slides are much mordieXpand that he has “a lot more hand-
outs” (Interview P1, ¥ October 2014). In order to facilitate the readirichis English docu-
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ments, P4 even provides German translations of fitapbvocabulary and concepts to his
students. Others do not show that much consideratiaiming that the students can easily
use a dictionary (P3) or that they should get aoconed to using English original literature
(P6).

When it comes to assessing their students’ work amdlucting exams in the EMI
courses, it was interesting to find out that themviewees display a wide range of opinions on
an appropriate approach. Predominantly, an appraduth attempts to disregard language
issues in EMI courses as much as possible was asis(ah Wilkinson 2008: 178). Focussing
on the students’ understanding of the essentigieabof the lecture, for some it seems more
important that

you can show me that you have understood the cts)aapd communicate those con-
cepts to me, then ... , | won’t be so harsh orsgiedling and the grammar, punctuation,
syntax and things like that (Interview P Qctober).

P2 also notes that as long as he feels that therstinas got the point, he will try to keep the
language matter aside. P1 again admits that herddegemand any critical pieces of writing
in exams but rather proof of comprehension, whdeatimits that

if 1 was teaching English people, or English spegkpeople .., I'd be looking for
more .., of their own opinions and their own ideakgereas with .., German speaking
people I'm more looking to see that they've undesdtthe concepts (Interview P! 1
October).

A more lenient approach is also chosen by P3 wipta@s that in case of doubt he tends to
assess linguistically ambiguously exam answeravodr of the student. He justifies this with
his own lack of language skills which may resulamambiguously phrased question. While
P6 also claims to be more permissive when assessingnts in his English-taught courses,
P4, P5 and P7 are convinced they have the sanmeiardand requirements for their EMI
courses as well as for teaching L1 groups. P7 itiqodar appears very meticulous about this
matter, emphasising that irrespective of the teachanguage he always tries to phrase his
exams questions similarly, so that the English @nsmould almost be identical to the Ger-
man one. Furthermore, he demands that a “sentexxcéottontain a clear statement, the stu-
dent’'s answer” and “[i]f the statement of the saenteis not clear, I'm not completing it [for
the student]” (Interview P7, $4November 2014). In their varied approaches, theigpa
pants’ responses reflect recent findings on thentation to English which revealed a fairly
even distribution of more normative-minded and ntoterant lecturers (Jenkins 2014: 163).
Finally, since most of the lecturers normally te#tofir subjects in German and appar-
ently no particular training was required for teaghin English on the part of the university,

it was interesting to elicit if they believed teawdhnin English required any special skills, apart
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from the obvious language competence. On the whol@articular extra skill was claimed to
be crucial by the participants. Interestingly, Raéught teaching in English was easier than in
German, since usually the students’ English skilkse much poorer than his, giving him
some sort of advantage. Additional patience anenttteness appear to be a useful skill,
again due to the possible lack of sufficient Ergk&ills among the students but also as a re-
sult of the lecturers’ own linguistic inadequacigdtimately, a less tangible skill concerned a
perceived personal or emotional barrier (cf. Mdxié1: 342-343). Paramount importance in
this regard was given by several interviewees ¢eréain degree of openness and willingness
to delve into EMI and the different teaching appiues this may entail in order to motivate

students.

6.3.2.4 Learning in English: advantages and dravisaaf EMI for students

As final part of the discussion a brief glimpsenitite students’ experiences when learning in
English shall be given. This insight obviously istrvery representative, since no student
opinions were collected as part of this projectwdeer, it is worthwhile to discuss the lectur-
ers’ views on the students’ situation and expesené range of positive and negative aspects
of EMI courses reported to affect the studentssorde ideas about what the participants be-
lieved it meant to learn their subject in Englishuld also be elicited.

When thinking about positive effects of learningotigh the medium of English, the
high relevance of the language for different fieldss mentioned several times. In numerous
subjects most of the literature is in English onhgrefore P1, P2 and P6 saw a benefit in be-
ing taught in English altogether and being ablevtok with the latest original publications.
Particularly with reference to engineering, an EMlurse may help

especially the new students who just got out obsdary school and perhaps did not
have any contact with engineering. They may nondwe aware of the [significant]
role English plays in this field (Interview P4,"1Blovember 2014).

Benefits for students’ professional future wereoatkimed by the interviewees. Being con-
fronted with a subject in English enables the sttgl¢o “delve into the subject faster”, and
“use the knowledge [...] somewhere outside the @arspeaking area” (Interview P6,"9
November 2014; Interview P3, #20ctober 2014). The argument of future usefulneas w
further supported with the claim that “[n]aturalthjs thing opens you in different directions
too”, since “studying is not only about trainingofessional competence” (Interview P4"19
November 2014).

Occasionally it was also believed that studentshirsge a course taught in English as

language learning opportunity. The impression sitadlents value EMI courses for its alleged
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language learning effect finds support in a questre survey among FH students in Graz
(Tatzl 2011: 257). This is curious because in ttevipus sub-chapter it was revealed that the
lecturers collectively deny any responsibility imat matter. An interesting impression was
noted by P7 who felt that the increased attentiseraad required re-reading of English texts
may help students to thoroughly understand topickdoes prevent dealing with matters too
superficially.

Despite the dominant belief that EMI courses, astiéo a certain extent, are beneficial
to the students, a number of problems were alsorteg by the lecturers. The most common
ones were related to the insufficient English skdf most students. Similar problems were
present in other studies, where e.g. lecturergjuage-related problems were minimal and/or
disappeared relatively quickly while students sfifad much more, especially regarding oral
production (Hellekjaer and Westergaard 2003: 73-FP%)worried about a particular issue,
namely, “the double challenge of learning a congalpt and linguistically unfamiliar sub-
ject” (Hellekjaer and Wilkinson 2003: 83). This ptematic issue was the main reason why
“we usually still teach in German, because we daht to hinder them from understanding
the subject due to [lacking] linguistic competendéiterview P7, 2% November 2014).
Struggles to keep up with the lecture, not to ldeethread and a higher workload at home
were mentioned by almost all participants in thisitext. The lecturers’ impressions find
some support in Tatzl's study where students nafted management and workload as the
greatest challenge” and “vocabulary and technieaiinology represented a major chal-
lenge” (Tatzl 2011: 256). P1 also felt that studemere unfortunately not able to contribute
much to the class due to their limited languagemetence. This could relate to some kind of
personal inhibitions too, since many students argply not used to being confronted with
English to this extent. This is one reason why $6onvinced that in order to reduce inhibi-
tions and reluctance, students have to be inforabeait the purpose and benefit of an EMI
lecture at the beginning of the semester, becaifis®rheone says that this is only hardship
and has no use, then this person will not actieelytribute” (Interview P6, 18 November
2014).

In the previous sub-chapter of this thesis, it ¥easd that the interviewees felt that
teaching in English included quite a few differen@®m L1 teaching. Interestingly, they did
not believe this was entirely true for learningénglish. Only half of the lecturers explicitly
mentioned issues which they believed to be diffefenstudents who are taught in their L2,
i.e. English. P3 was convinced that the overwhejyiiGerman group was definitely out of

their comfort zone when they were being taughtmglish, while P1 mentioned an enhanced
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need for support in finding appropriate literatamed sources in English. Remembering his
own university studies, P3 believed that studerdy struggle with increased efforts regard-
ing attention in and time management outside afscl&eferring to the ‘universal’ language
of mathematics which apparently is hardly influeshbg the language of instruction, P4 could
not imagine a massive extra effort for the studemerely some troubles with getting used to
listening to a different language.

Despite the limited awareness of differences forl BiMidents, the participants be-
lieved that certain extra skills are required farhing in English. A possible interpretation of
this circumstance could be that the lectures Felt these skills do not require any additional
tangible effort from the students. Apparently, wiired students mainly need is extra motiva-
tion and openness towards the different langualyis. eans also a developing a certain feel-
ing for the English language in general and leaymn‘flick the switch’ (P4, P6).

6.3.2.5 EMI - Summary

Considering the research questions, it can betBatdEMI in general is viewed posi-
tively by the interviewees. This is not surprisiag the lecturers interviewed since are all
teaching their courses in English voluntarily arstially even on their own initiative. On the
whole, much like with internationalisation in gealethe FH Campus Wien appears to find
itself at the beginning of developing and implenmeggnEMI in their teaching. From the inter-
viewees’ responses a rather uncoordinated approattte choice of subjects as well as lec-
turers and implementation of courses could be dsgludowever, hardly anyone claimed to
have a problem with this somewhat haphazard apprda@me general concerns and more
negative opinions were uttered regarding an inténderease of the implementation of EMI
due to reasons such as possible time managemaas if® lecturers and students or a trade-
off in terms of content.

Regarding their own EMI courses, the participamsigted to some unexpected ex-
periences, both negative and positive. These iedutle discovery of highly diverse issues
such as the students’ good, bad or highly variegli§m language skills as well as the open-
ness or reluctance of a course group. The studscggticism, particularly at the Department
of Engineering, was also mentioned, with one p@iat even claiming that the FH may in-
deed lose students if the post-graduate teachirggsmatched to English-only. With some
exceptions, the usefulness of teacher trainingsesufor EMI was strongly confirmed,; still,

the perceived need for help was found to be rdtherwith these lecturers. Regarding the
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students’ language support, knowledge and, to ioeetgtent, interest was limited, possibly
due to the fact that the FH’s language teachingarsibility is denied by some.

It can be said that the interviewees’ personal B&pees are mixed but rather positive.
Some criticism was reflected in their attitudes aods the (further) implementation of EMI at
the FH Campus Wien. Solely one or two participavese totally in favour of heavily increas-
ing the number of EMI courses. However, all agreed certain extent on the necessity of
such courses, for preparing students for theirgagibnal future or to guarantee a thorough
education in Anglophone disciplines such as engingeFor the lecturers personally the EMI
courses did present some challenges, particuladydar of not conveying the content prop-
erly. An increase of the workload was not bemoanedh by the participants, but for a few a
higher personal effort and loss of spontaneity all as flexibility during teaching was per-
ceptible (cf. Airey 2011, Vinke et al. 1998). Oretlwhole, no particular extra skill was
claimed to be crucial by the participants. Stildaional patience and attentiveness were re-
vealed to be useful, due to the possible lack dewsaof English skills among the students but
also as a result of the lecturers’ own linguistiadequacies (cf. Tatzl 2011: 263).

As the chapter on internationalisation already stthva noticeable difference to pre-
vious studies is, also in the context of EMI, thetlirers’ belief that a significant part of the
student body is highly sceptic regarding being eiig English. Tatzl's study for example
showed that students and lecturers both are inufawbEnglish-taught courses (Tatzl 2011:
262). It has to be kept in mind though, that thatgrt only investigated lecturers and stu-
dents from MA programmes which were already pritgasi completely conducted in Eng-
lish, whereas the FH Campus Wien only introduced Edurses sporadically. The briefly
discussed impact of EMI courses on students regtdlilat lecturers believe that their EMI
groups experience the most significant struggles wuinsufficient language skills. Apart
from the linguistic issue, the lecturers could tiobk of any differences to L1 learning. Nev-
ertheless, they felt that some more abstract ekitis were demanded of students who attend
an EMI course such as openness or overcoming thetaace to speak a foreign language.
The role of language and language learning is \sedigo be minimal if not absent in EMI
courses (cf. e.g. Airey 2012). Despite this vidwe kecturers feel that for the students the im-
provement of their English skills is a major factarEMI. In support of this impression,
Tatzl's (2011: 262) questionnaires revealed exattily opinion among the students, i.e. im-
proving language proficiency, as paramount reasofalouring EMI.

It was discussed several times in previous papérsther the change of teaching lan-

guage does have an influence on the lecturershiegcTatzl (2011: 263) as well as Airey
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(2011: 44-45) found that lecturers noticed a reidacin detail when delivering the content in
English, and so did some of the interviewees. Harethey denied an influence of the con-
tents of their courses as such. In addition, miagéd that they alter their presentation style in
order to accommodate to the students’ less advaBoetish skills. It was also found that
students are assessed more leniently in termsnglibtic style and expression in EMI
courses, most lecturers even claimed to disregagliage issues as far as possible.
Overall, the FH Campus Wien does not display atgrember of particularities when

it comes to lecturer’s beliefs regarding EMI. Whitee general usefulness of EMI courses at
universities is not questioned, a mix of enthusias scepticism characterises the views on
the situation at the FH. Benefits and challengessanilar to those identified at other (tradi-
tional) universities and include issues regardingetmanagement, increased personal effort,
and, most significantly, language skills. It apgesgmarkable, nonetheless, that it could be
repeatedly observed that a considerable part o$ttsent body, especially at the Department
of Engineering, seems to oppose being taught idigngrhis could, however, have several
reasons. The very job-oriented nature of FH edonatnay play a role as much as the high
number of mature part-time students with full-tijobs, the students’ educational background

or the discipline as such.

6.4 Internationalisation and EMI: main insights
Despite the considerable number of previous studiethe topic of internationalisation and
EMI, several notable insights could be providedgassult of this project. The beliefs which
were elicited through the qualitative analysis havepecific quality due to the interviewees’
status as EMI pioneers at the FH Campus Wien. Thed their students’, partial scepticism
towards more comprehensive internationalisationswess, particularly in the form of EMI
courses, may be traced back to several roots. @merfmentioned was, for example, the re-
spective discipline of the lecturers, with managengenerally being more supportive of Eng-
lish taught courses and a global orientation amgineering showing less enthusiasm. Another
characteristic of the site was the rather uncoaiteith, sporadic implementation of EMI and
general internationalisation measures. This, howewught be traced back to the university’s
particular approach to internationalisation.

In the theory part it became obvious that variagdrs and approaches are involved
in the internationalisation of a university, andttht is important to be aware of those. Re-

garding EMI, for instance, some universities (tiyYollow an uncompromising English-only
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approach (e.g. Williams 2013), while others prefenore sporadic implementation (e.g. Doiz
et al. 2011, Airey 2012, Airey 2008). Drawing tdgat theory and empirical findings, it can
be said a variety of approaches can also existrwithe single university. Internationalising
may, on the one hand, involve the temporary mobdftstudents and staff. A different kind
of internationalisation is presented by measureb sis the FH Campus Wien’s ‘Foundation
Year’ which is meant to recruit foreign studentghwihe aim of a more permanent stay in
Austria. ‘Internationalisation at home’ activitiggarticularly favoured by some interviewees,
are especially aimed at students who cannot omtlevant to partake in ‘traditional’ mobility
activities. This individual, multi-tracked approacbuld present an advantage. It may very
well reflect the needs of this particular instituij to a certain extent even of this whole type
of university. The frequently mentioned high numbemature part-time students and general
prevalence of a very local student body play aiBgamnt role in this context. In addition, the
regional orientation of the university type as wad| as one interview participant noted, obli-
gations towards the Austrian state as financieusdcde-emphasise the need for a fully inter-
nationalised FH Campus Wien.

Despite the fact that this institution is not a tiimlgual university in the narrow sense,
the “complex interplay of local and global drives8came clearly visible (Dafouz and Smit
2014: 12). Therefore, an individual approach whiomsists of a variety of measures (e.g.
EMI, internationalisation at home, some mobilityifhin one institution and reacts to the de-
mands of a more global education without neglectivgglocal character may be appropriate.
It might even make sense, in an institution witlkersautonomous departments, to allow a
spectrum of measures and activities, dependindieméeds and expectations of the respec-
tive discipline. However, even such a ‘customisgdrnationalisation’ needs clear structures,
communication and coordinated measures. The cusiamtion at the FH Campus in this
regard appears not to be optimal, since the stenyaled a high degree of randomness in cer-
tain areas, particularly with regard to the introon of English as a medium of content

teaching.
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7. Conclusion

It was the aim of this thesis to present a qualtainvestigation of teacher beliefs regarding
internationalisation and EMI at an Austrian univigrof applied sciences against a back-
ground of thoroughly researched theory. Interviewth seven lecturers who are teaching
some of their courses in English have revealedoadspectrum of opinions which mostly
corroborate findings of previous studies. Intemradiisation of higher education is generally
seen as a positive development. The participargscade it with certain abstract concepts
such as intercultural openness but also more peddctivities such as mobility programmes
and scientific cooperation with international unsiges. Some more negative views include
the rushed or careless implementation of internatisation measures, particularly if English
as a medium of instruction is involved.

While everyone claims to be more or less in favafua more international orientation,
a certain resistance could be detected in referenttee widespread introduction of English as
a language of teaching. This impression was not gained from the conducted interviews
but also from several other conversations and ttem@ance of an EMI-related meeting. Es-
pecially the opinions regarding EMI ranged fromHhhgenthusiastic to agreeable to fairly
sceptical. However, to a certain extent all pgpaats agreed on the necessity of EMI courses,
for preparing students for their professional fatar to guarantee a thorough education in
Anglophone disciplines. For the lecturers persgna#iaching in English does present some
challenges, most significantly the fear of not ceyiag the content properly. Another signifi-
cant struggle stated was the students’ varyingdagg skills.

A noticeable difference to most previous studies W lecturers’ belief that a signifi-
cant part of the student body is highly scepticualdmeing taught in English. In addition, a
distinct issue raised was the belief that FH gréekiaften do not aim for an international fu-
ture, therefore, all-encompassing internationabsagefforts and English teaching may not be
desired. The more vocationally-oriented nature ldfdelucation was suggested to play a role
in this context. Another factor could be the higimiber of mature part-time students who
obviously have significantly different backgrourttien regular full-time students. The inter-
viewees mostly agreed that this group also pagrtuktruggles with English-taught courses.
Tatzl's 2011 FH study did come to a somewhat dgffiérconclusion in this regard, since his
lecturers and students agreed on favouring Engtisdium instruction. For the sake of a
complete picture, it would be very useful here lBpanvestigate students’ beliefs at the FH

Campus Wien.
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Generally, it can be said that the FH Campus Wiedsfitself at the beginning of in-
ternationalising their institution as well as dey@hg and implementing EMI in their teach-
ing. Although no explicit recommendations can beegito the university as a result of this
project, it may well be important to keep its fings in mind as “without addressing teachers’
pre-existing beliefs, changes cannot successfdlymplemented in teacher attitudes or be-
haviour” (Huttner et al. 2013: 269). Hence, if tentral role of teachers or lecturers in a uni-
versity is considered, it is indeed important tketeanto account their thoughts on the current
situation. Ignoring their concerns may make a ss&fc realisation of future plans or ideas
regarding an internationalised institution additéity strenuous. In addition, the variety of
approaches towards internationalisation taken aalddferent universities, but also within an
institution must be taken into account.

The high relevance of the investigated topics becarareasingly clear in the course
of time since numerous people showed a lot of @stein this project, including members of
the British Council Austria as well as the Oxforditkrsity Press. Without a doubt, interna-
tionalisation and EMI in the context of tertiaryuedtion and from the lecturers’ perspective
are currently of significant importance in reseaashwell as university development. Due to
its small scale and limitations, this study is @uwgly of limited representativeness; still, it
may serve, together with previous findings, asrdagon and indicator for present develop-
ments in Austrian higher education.

90



References

Adamson, Lena & Anders Flodstrom. 2013. EU and Bo# a new educational agenda for
the knowledge society and its global students.dmille B. Kandiko & Mark Weyers
(eds.).The global student experiendn international and comparative analysi85—
154. London and New York: Routledge.

Aigner, Theresa. 2012. Arbeitsmarkt: FH Absolvertiaben bessere ChancBme Presse.
com http://diepresse.com/home/bildung/universitaei@BD0/Arbeitsmarkt_FH-
Absolventen-haben-bessere-Chancen (accessed 18 RIGi5).

Airey, John. 2008. Bilingual scientific literacyh&@ use of English in Swedish university sci-
ence coursedlordic Journal of English Studié¥3). 145-161.

Airey, John. 2011. Talking about teaching in ErfgliSwedish university lecturers' experi-
ences of changing teaching langudférica 22. 35-54.

Airey, John. 2012. "l don't teach language.” Theluiistic attitudes of physics lecturers in
SwedenAILA Review25. 64-79.

Ammon, Ulrich (ed.). 200IThe dominance of English as a language of scidgitects on
other languages and language communitizexlin, New York: Mouton de Gruyter.

Ammon, Ulrich & Grant D. McConnell. 200English as an academic language in Eurofie
survey of its use in teachiiuisburger Arbeiten zur Sprach- und KulturwisséragtDu-
isburg papers on research in language and culrd®. Frankfurt am Main, New York:
P. Lang.

Bamgbose, Ayo. 2001. World Englishes and globabrmaiVorld Englishe0(3). 357-363
(accessed 29 January 2015).

Barnett, Ronald. 2011. The marketised universigfedding the indefensible. In Mike Mo-
lesworth, Richard Scullion & Elizabeth Nixon (ed3.he marketisation of higher educa-
tion and the student as consum@®—-51. London and New York: Routledge.

Bartell, Marvin. 2003. Internationalization of Ueisities: A University Culture-Based
FrameworkHigher Educatiord5(1). 43—70. http://www.jstor.org/stable/pdfpl@447513.
pdf?acceptTC=true (accessed 29 January 2015).

Bernstein, Basil. 1999. Vertical and Horizontal &arse: An essaritish Journal of Soci-
ology of Educatior20(2). 157-173.

Block, David & Deborah Cameron (eds.). 20G2obalization and language teachingpn-
don: Routledge.

Block, David & Deborah Cameron. 2002. IntroductionDavid Block & Deborah Cameron
(eds.).Globalization and language teachint-10. London: Routledge.

Bloom, David E. 2005. Raising the pressure: Glaaion and the need for higher education
reform. In Glen A. Jones, Patricia L. McCarney &diiael L. Skolnik (eds.Creating
knowledge, strengthening natiofi$ie changing role of higher educatj@i—41. Toronto
[etc.]: University of Toronto press.

Bolton, Kingsley & Maria Kuteeva. 2012. Englishasacademic language at a Swedish uni-
versity: parallel language use and the ‘threa&Enflish.Journal of Multilingual and Mul-
ticultural Developmen83(5). 429-447.

Borg, Simon. 2011. The impact of in-service tea@trrcation on language teachers’ beliefs.
SystenB89(3). 370-380.

91



Breidbach, Stephan. 200Blurilingualism, democratic citizenship in Europedthe role of
English http://www.coe.int/t/dg4/linguistic/Source/BremthEN.pdf (accessed 23 May
2015).

Brenn-White, Megan & Edwin van Rest. 2012. Englisbight Master's programs in Europe:
New findings on supply and demand. http://www.iig/Research-and-Publications/ Pub-
lications-and-Reports/lIIE-Bookstore/English-Langerddasters-Briefing-Paper (accessed
4 April 2015)

Brunner, Christian. 200MDie bildungspolitischen Auswirkungen des Fachhdghisc
Studiengesetzedlien, Graz: neuer wissenschatftlicher Verlag.

Busch-Lauer, Ines-Andrea & Sabine Fiedler (ed€).12Sprachraum Europa - Alles Eng-
lisch oder... Berlin: Frank & Timme.

Chang, Junyue. 2006. Globalization and Englishhm€se higher education. Research Re-
port. World Englishe®5(3/4). 513-525.

Coleman, James A. 2006. English-medium teachirifunopean higher educatidoanguage
Teaching39(01). 1-14.

Coyle, Do, Philip Hood & David Marsh. 2010LIL - Content and Language Integrated
Learning.Cambridge: Cambridge University Press.

Dafouz, Emma, Mar Camacho & Elena Urquia. 2013reSuthey can't do as well’: a com-
parison of business students’ academic performamnEaglish-medium and Spanish-as-
first-language-medium programmésinguage and Educatiae8(3). 223-236.

Dafouz, Emma & Ute Smit. 2014. Towards a dynamizceptual framework for English-
medium education in multilingual university setngpplied Linguistics1-20.
doi:10.1093/applinfamu034

Dafouz, Emma, Julia Huttner & Ute Smit. (forthcogiinUniversity teachers beliefs of lan-
guage and content integration in English-mediuntaton in multilingual university set-
tings. In Tarja Nikula, Emma Dafouz, Pat Moore &8mit.Conceptualising integration
in CLIL and multilingual educatiarMultilingual Matters.

Dalton-Puffer, Christiane. 2011. Content-and-Lamggubntegrated Learning: From Practice to
Principles?Annual Review of Applied Linguistid4. 182—204.

Dalton-Puffer, Christiane. 2012. A postscript ostitutional motivations, research concerns
and professional implication8lLA Review25. 101-103.

de Cilla, Rudolf & Teresa Schweiger. 2001. Englisha language of instruction at Austrian
universities. In Ulrich Ammon (ed.JThe dominance of English as a language of science
Effects on other languages and language commun8&3%-387. Berlin, New York: Mou-
ton de Gruyter.

Dieterstorfer, Maria. 200®er Bologna-Prozess in Osterreich: Universitatenl tfachhoch-
schulen in Bewegunyienna: University of Vienna. Diploma Thesis.

Dimova, Slobodanka & Joyce Kling. 2015. Lecturé&nsglish proficiency and university lan-
guage policies for quality assurance. In Roberkidon & Walsh, Mary Louise (eds.)
(eds.).Integrating Content and Language in Higher Educatibrom Theory to Practice
Selected papers from the 2013 ICLHE Conference741Frankfurt am Main etc.: Peter
Lang (accessed 21 April 2015).

Doiz, Aintzane, David Lasagabaster & Juan Manueir&i 2011. Internationalisation, multi-
lingualism and English-medium instructioorld Englishes80(3). 345-359.

Doiz, Aintzane, David Lasagabaster & Juan Manueir&i 2013. Globalisation, internation-
alisation, multilingualism and linguistic strainshigher educatiorStudies in Higher Edu-
cation38(9). 1407-1421.

92



Doiz, Aintzane, David Lasagabaster & Juan Manueir&iEnglish-medium instruction at
universities: global challenge8ristol, Buffalo, Toronto: Multilingual Matters.

Dornyei, Zoltan. 2007Research methods in applied linguistiQaantitative, qualitative, and
mixed methodologig®©xford applied linguistics). Oxford, New York, N..YOxford Uni-
versity Press.

ec - European Commission. 20Etasmus+ EU programme for education, training, youth
and sport http://ec.europa.eu/programmes/erasmus-plus/iretektm (accessed 4 April
2015).

Eder, Teresa. 2009. Uni- gegenuber FH-Absolventewarteil. derStandard.at
http://derstandard.at/ 1246541893282/Studie-Ungegeieber-FH-Absolventen-im-Vortell
(accessed 12 March 2015).

Ehrenreich, Susanne. 2011. Doing Business in Eusofdéeyond - Englisch als Lingua fran-
ca und andere Sprachen in der internationalen tHafs In Ines-Andrea Busch-Lauer &
Sabine Fiedler (eds.$prachraum Europa - Alles Englisch oder,.89-106. Berlin:

Frank & Timme.

Ferencz, Irina & Friedhelm Maiworm. 2014. Part I\mpact of ETPs. In Bernd Wachter &
Friedhelm Maiworm (eds.English-Taught Programmes in European Higher Ediotat
The state of play in 201419-125. Bonn: Lemmens.

Ferencz, Irina, Friedhelm Maiworm & Marija MiticO24. Part Il - Traits and daily operation
of ETPs. In Bernd Wéachter & Friedhelm Maiworm (g@d&nglish-Taught Programmes in
European Higher Educatioi he state of play in 201863-97. Bonn: Lemmens.

Feucht, Gudrun & Christian Friesl. 2014. ZukunftdBing - wirtschaftliche und gesellschaft-
liche Perspektiven. In Helmut Holzinger & Kurt Kalek (eds.)20 Jahre Fachhochschu-
len in OsterreichRolle und Wirkung75-84. Wien: Facultas.

FH Campus WienCampus International - FH Campus Widnttps://www.fh-
campuswien.ac.at/ studium/ internationales/camptgnational.html (accessed 21 June
2015).

FH Campus WienChronologie - FH Campus Wiehttps://www.fh-campuswien.ac.at/fh-
campus-wien/die-fh-campus-wien-im-fokus/chronoldgiel (accessed 21 March 2015).

FH Campus WierF-oundation Year - FH Campus Widritps://www.fh-campuswien.ac.at/
studium/studien-und-weiterbildungsangebot/foundmatiear.html (accessed 21 June
2015).

FH Campus Wiennternationales - FH Campus Wiehttps://www.fh-campuswien.ac.at/
studium/internationales.html (accessed 21 June)2015

FH Campus Wiennternationalisation @ Home — I@H - FH Campus Wiettps://www.fh-
campuswien.ac.at/projekte/international/internalmation-nome-ih.html (accessed 21
June 2015).

FH Campus WierLanguage Center - FH Campus Wiéttps://www.fh-campuswien.ac.at/
lehre/lehre-im-fokus/language-center.html (acce@dellarch 2015).

FH Campus WiernLanguage Center & Foundation Yeduttps://www.fh-campuswien.ac.at/
forschung/forschung-im-fokus/forschungsprojekteddébundation-year.html (accessed
21 March 2015).

FH Campus WierlLeitbild - FH Campus Wierhttps://www.fh-campuswien.ac.at/fh-campus-
wien/die-fh-campus-wien-im-fokus/leitbild.html (sessed 21 March 2015).

FH Campus WienStudien- und Weiterbildungsangebot - FH Campus Witps://www.fh-
campuswien.ac.at/studium/studien-und-weiterbildangsbot.html (accessed 21 March
2015).

93



FH Campus WienWege nach Wien - FH Campus Wibktips://www.fh-campuswien.ac.at/
studium/internationales/wege-nach-wien.html#c12&@@essed 21 June 2015).

Fortanet-Gomez, Inmaculada. 2012. Academics' Isediebut language use and proficiency in
Spanish multilingual higher educatiohlLA Review25. 48-63.

Gnutzmann, Claus (ed.). 20@nglish in Academia - Catalyst or Barriem2ibingen: Gunter
Narr Verlag.

Gnutzmann, Claus & Miriam Bruns. 2008. English icedlemia - Catalyst or Barrier?: Zur
Einfuhrung in eine kontroverse Diskussion. In Cl@&mitzmann (ed.English in Acade-
mia - Catalyst or Barrier?9—24. Tubingen: Gunter Narr Verlag.

Gnutzmann, Claus & Kathrin Lipski-Buchholz. 2008\glischsprachige Studiengange: Was
kénnen sie leisten, was geht verloren? In Claust£dmann (ed.)English in Academia -
Catalyst or Barrier? 147-167. Tubingen: Gunter Narr Verlag.

Goodman, Allan E. 2009. Language Learning and SAlmtpad: The Path to Global Citizen-
ship.The Modern Language Journ@8(4). 610-612.

Haag, Johann, Josef Weil3enbdck & Wolfgang Grulos.e2013Berufsbegleitende Stu-
diengange als Herausforderung fir Curriculumentwioky und HochschuldidaktilBei-
trdge zum 2. Tag der Lehre an der FH St. Polteriam.2013.1., Aufl. (Tag der Lehre
Tagungsband 2). [S.l.]: Fachhochschule St. Polteteihing Skill.

Haarstrup, Kirsten. 2008. English-Medium Higher Eation in Denmark (EMHEDNordic
Journal of English Studieg(3). 205—-206.

Hellekjaer, Glenn O. & Marit R. Westergaard. 2088.exploratory survey of content learn-
ing through English at Nordic universities. In Akarvan Leeuwen & Robert Wilkinson
(eds.).Multilingual approaches in university education:atlenges and practice$3—-80.
Nijmegen, Maastricht: Valkhof Pers; Universiteit d&richt.

Hellekjaer, Glenn O. & Robert Wilkinson. 2003. Tderin content learning through English
at universities: a critical reflection. In Charkeen Leeuwen & Robert Wilkinson (eds.).
Multilingual approaches in university education:atlenges and practice81-102. Nij-
megen, Maastricht: Valkhof Pers; Universiteit Maiakt.

Holzinger, Helmut & Kurt Koleznik (eds.). 20120 Jahre Fachhochschulen in Osterreich
Rolle und WirkungWien: Facultas.

Huttner, Julia, Christiane Dalton-Puffer & Ute Sn2013. The power of beliefs: lay theories
and their influence on the implementation of CLHogrammesinternational Journal of
Bilingual Education and Bilingualisrh6(3). 267—284.

Jenkins, Jennifer. 201English as a lingua franca in the international ueisity. The politics
of academic English language polityondon, New York: Routledge.

Jensen, Christian & Jacob Thggersen. 2011. Damsletsity lecturers' attitudes towards
Englisch as the medium of instructidbérica 22. 13-34. http://www.aelfe.org/documents/
01_22 Jensen.pdf (accessed 2 March 2015).

Jones, Glen A., Patricia L. McCarney & Michael ko#ik (eds.). 2005Creating knowl-
edge, strengthening natiankhe changing role of higher educatidroronto [etc.]: Uni-
versity of Toronto press.

Kandiko, Camille B. 2013. Introduction: The glolsalident experience. In Camille B.
Kandiko & Mark Weyers (eds.Jhe global student experiend international and com-
parative analysis1-10. London and New York: Routledge.

Kandiko, Camille B. 2013. Students in a global nearkn Camille B. Kandiko & Mark Wey-
ers (eds.)The global student experiend international and comparative analysisS—
26. London and New York: Routledge.

94



Kandiko, Camille B. & Mark Weyers (eds.). 20Ihe global student experiendn interna-
tional and comparative analysisondon and New York: Routledge.

Kastner, Johann. 2014. Besonderheiten der Angewarkdirschung an Fachhochschulen. In
Helmut Holzinger & Kurt Koleznik (eds.20 Jahre Fachhochschulen in OsterreiBolle
und Wirkung 203-215. Wien: Facultas.

Knight, Jane. 2008digher education in turmailThe changing world of internationalisation.
Rotterdam, Taipei: Sense Publishers.

Kubota, Ryuko. 2009. Internationalization of Unisities: Paradoxes and Responsibilities.
The Modern Language Journ@8(4). 612—615.

Kurtan, Zsuzsa. 2003. Teacher training for Englisddium instruction. In Charles van Leeu-
wen & Robert Wilkinson (eds.Multilingual approaches in university education:ath
lenges and practiced445-161. Nijmegen, Maastricht: Valkhof Pers; Wmsiteit Maast-
richt.

Lassnigg, Lorenz & Martin Unger (eds.). 206@&chhochschulen - Made in AustrRReview
des neuen Hochschulsektorgien: Lit Verlag.

Ludescher, Marcus & Andrea Waxenegger. 1999. Zuandtler Internationalisierung an drei
Osterreichischen Universitaten: Internationalisatd three Austrian universities - state of
the art.Zeitschrift fr HochschuldidaktiR3(1). 111-125.

Maringe, Felix. 2011. The student as consumerraéfioces and constraints in a transforming
higher education environment. In Mike Moleswortlghrd Scullion & Elizabeth Nixon
(eds.).The marketisation of higher education and the sttids consumer42-154. Lon-
don and New York: Routledge.

Mayring, Philipp. 2000. Qualitative content anasy§iorum: qualitative social researcih(2).
http://www.qualitative-research.net/index.php/fgséée/view/1089/2385 (accessed 4 July
2015).

Mayring, Philipp. 2002Einfihrung in die qualitative Sozialforschurigne Anleitung zu
gualitativem Denkergth ed. (Beltz-Studium). Weinheim [u.a.]: Beltz.

Mersch, Britta & Dorothee Fricke. 2008. Uni confilachhochschule: Wo studiert man bes-
ser?Spiegel ONLINEhttp://www.spiegel.de/unispiegel/studium/uni-agant
fachhochschule-wo-studiert-man-besser-a-577419 (aockessed 12 March 2015).

Moate, Josephine M. 2011. The impact of foreigmlearge mediated teaching on teachers’
sense of professional integrity in the CLIL claggsroEuropean Journal of Teacher Edu-
cation34(3). 333-346.

Molesworth, Mike, Richard Scullion & Elizabeth Nimd@eds.). 2011The marketisation of
higher education and the student as consuin@ndon and New York: Routledge.

Nationalagentur Lebenslanges Lernen/OeAD (Ostérnissihe AustauschdiensBrasmus+
Hochschulbildunghttp://www.bildung.erasmusplus.at/hochschulbilgiufaccessed 4 Ap-
ril 2015).

Nikula, Tarja, Emma Dafouz, Pat Moore & Ute Smibrihcoming).Conceptualising inte-
gration in CLIL and multilingual educatiomMultilingual Matters.

Ostermann, Gudrun. 2014. Was Uni- und FH-AbsolvertrdienenderStandard.at
http://derstandard.at/ 1389860169112/Was-Uni--uHdAbsolventen-verdienen (accessed
12 March 2015).

Pechar, Hans. 1999. Die Auswirkungen der Globalisig auf die Hochschulen: The impact
of globalization on higher educatiafeitschrift fir HochschuldidaktiR3(1). 44—78.

95



Pechar, Hans & Ada Pellert. 2004. Austrian univeEsiunder pressure from Bolograuro-
pean Journal of Educatio®9. 318-330.

Pellert, Ada. 1999. Die globalisierte Gesellschalte Universitat als internationale Organisa-
tion: The globalized society - university as intranal organisatiorZeitschrift fur
Hochschuldidaktik3(1). 8—43.

Sauntson, Helen & Liz Morrish. 2011. Vision, valuesl international excellence: the 'prod-
ucts' that university mission statements sell tolabts. In Mike Molesworth, Richard
Scullion & Elizabeth Nixon (eds.Jhe marketisation of higher education and the sttde
as consumer73-85. London and New York: Routledge.

Schmid, Gabriele. 2014. Naheverhéltnis aus guteam@r~achhochschulen und Arbeiter-
kammer - im Interesse von Berufstatigen aktiv. eirkut Holzinger & Kurt Koleznik
(eds.).20 Jahre Fachhochschulen in OsterreiBolle und Wirkung93-98. Wien: Facul-
tas.

Schomburg, Harald. 2014. Erfolgreicher Berufseatgstier Fachhochschul-Absolventinnen -
Ergebnisse von Befragungen der Absolventinnen.dimidt Holzinger & Kurt Koleznik
(eds.).20 Jahre Fachhochschulen in OsterreiBiolle und Wirkung99-112. Wien: Facul-
tas.

Schwindsackl, Martina. 201Uni vs. FH Ein direkter Imagevergleich aus Sicht der heimi-
schen Kommunikationsbranchéenna: University of Vienna. Diploma Thesis (aczexd
21 April 2015).

Scullion, Richard, Mike Molesworth & Elizabeth Nimo2011. Arguments, responsibility and
what is to be done about marketisation. In Mike &éaforth, Richard Scullion & Elizabeth
Nixon (eds.).The marketisation of higher education and the sttde consumeR27—

236. London and New York: Routledge.

Shohamy, Elana. 2007. Reinterpreting globalisatiomultilingual contextsinternational
Multilingual Research Journal. 127-133.

Smit, Ute. 2010English as a lingua franca in higher educatiénlongitudinal study of
classroom discours@rends in Applied Linguistics 2). Berlin, New Yorklouton de
Gruyter.

Smit, Ute & Emma Dafouz. 2012. Integrating contamd language in higher education: An
introduction to English-medium policies, conceptisgalies and research practices across
Europe AILA Review25. 1-12.

Statistik Austria. 2014Studierende in Osterreich 2011/12-2013/titp://www.statistik.at/
web _de/ statistiken/ bildung_und_kultur/ formalakldngswesen/ universitaten_studium/
(accessed 10 July 2015).

Statistik Austria. 2014Studierende in Osterreich 2011/12-2013/#échschulstatistik
http://www.statistik.at/web_de/statistiken/menscherd_gesellschaft/bildung_und_kultur/
formales_bildungswesen/universitaeten_studium/iridexd (accessed 10 July 2015).

Student Point - University of ViennZum Studium an der Universitat Wien
http://studentpoint.univie.ac.at/ zum-studium/ gssed 10 June 2015).

studieren.atDie verschiedenen Hochschulformen in Osterreici-Uberblick
http://www.studieren.at/ verschiedene-hochschulrrtaccessed 12 March 2015).

studieren.atFachhochschulen in Osterreich - Ein Uberblibitp://www.studieren.at/ fach-
hochschulen (accessed 18 March 2015).

studieren.atUniversitaten in Osterreich - Ein Uberblickttp://www.studieren.at/ universitae-
ten (accessed 18 March 2015).

96



Symon, Miriam & Linda Weinberg. 2015. Introducinyl[Einstruction in an EFL context:
Can the integration of content and language indrigldlucation improve students' English
proficiency? Selected papers from the 2013 ICLHBf€e@nce. In Robert Wilkinson &
Walsh, Mary Louise (eds.) (edsintegrating Content and Language in Higher Educatio
From Theory to PracticeSelected papers from the 2013 ICLHE Conferen@@,-322.
Frankfurt am Main etc.: Peter Lang (accessed 21 2p15).

Tatzl, Dietmar. 2011. English-medium masters’ paogmes at an Austrian university of ap-
plied sciences: Attitudes, experiences and chadleldgurnal of English for Academic
Purposesl0(4). 252-270.

Thggersen, Jacob & John Airey. 2011. Lecturing uprdeluate science in Danish and in Eng-
lish: A comparison of speaking rate and rhetorstglle. English for Specific Purposes
30(3). 209-221. http://ac.els-cdn.com/S088949060A88/1-s2.0-S0889490611000032-
main.pdf?_tid=a99b50ec-bcd5-11e4-al12c-00000aachathdat=1424858838
88980fac5db9c026b34bcb6702ch8ff7 (accessed 25 &shiz015).

Unger, Martin, Hans Pechar & Lorenz Lassnigg. 2. 6sterreichische FH-Sektor. In Lo-
renz Lassnigg & Martin Unger (edsbachhochschulen - Made in AustrReview des
neuen Hochschulsektord—38. Wien: Lit Verlag.

University of Vienna. 2014nternational Report 2014https://international.univie.ac.at/en/
home/ international-report/ (accessed 14 April 2015

Unterberger, Barbara. 2012. English-medium programat Austrian business faculties: A
status quo survey on national trends and a cadg stuprogramme design and delivery.
AILA Review25. 80-100.

van Leeuwen, Charles. 2003. Feasibility of policyniversity language teaching today. In
Charles van Leeuwen & Robert Wilkinson (edstltilingual approaches in university
education: challenges and practicd9—45. Nijmegen, Maastricht: Valkhof Pers; Univer
siteit Maastricht.

van Leeuwen, Charles & Robert Wilkinson. 2003. @Giviag a bilingual university: chal-
lenges and issues: Preface. In Charles van Lee&viRobert Wilkinson (eds.Multilin-
gual approaches in university education: challenged practices7—10. Nijmegen,
Maastricht: Valkhof Pers; Universiteit Maastricht.

van Leeuwen, Charles & Robert Wilkinson (eds.).200ultilingual approaches in univer-
sity education: challenges and practicBi§megen, Maastricht: Valkhof Pers; Universiteit
Maastricht.

Vinke, Adriana A., Joke Snippe & Wim Jochems. 1®@&glish-medium content courses in
non-English Higher Education: a study of lectungueziences and teaching behaviours.
Teaching in Higher Educatio8(3). 383-394.

Vogler, Philipp M. 2014English in European tertiary education: a case statithe Faculty
of Chemistry at the University of Viennaien: Universitat Wien Diplomarbeit.

Wachter, Bernd & Friedhelm Maiworm. 20@Bnglish-taught programmes in European
higher educationThe picture in 200Bonn: Lemmens.

Wachter, Bernd & Friedhelm Maiworm (eds.). 20E#4glish-Taught Programmes in Euro-
pean Higher EducatianThe state of play in 2018onn: Lemmens.

Werner, Eva. 2014. Internationalisierung im osiehischen FH-Bereich. In Helmut Holzin-
ger & Kurt Koleznik (eds.)20 Jahre Fachhochschulen in OsterreiBolle und Wirkung
164-174. Wien: Facultas.

97



Weyers, Mark. 2013. Conclusion: The changing laage@and marketisation of higher educa-
tion. In Camille B. Kandiko & Mark Weyers (edsDhhe global student experiend in-
ternational and comparative analys&8—276. London and New York: Routledge.

Wiener Zeitung. 2014. Kaum Gehaltsunterschiedecweis FH- und Uni-Absolventen -
Wiener Zeitung OnlineWiener Zeitung.athttp://www.wienerzeitung.at/ themen_channel
/bildung/ uni/636992 Kaum-Gehaltsunterschiede-zimescFH-und-Uni-Absolventen.htmi
(accessed 12 March 2015).

Wilkinson, Robert. 2005The impact of language on teaching content: views tthe content
teacher http://www.palmenia.helsinki.fi/ congress/bilire@005/ presentations/ wilkin-
son.pdf (accessed 25 February 2015).

Wilkinson, Robert. 2008. English-taught study cesrgprinciples and practice. In Claus
Gnutzmann (ed.English in Academia - Catalyst or Barrier269—182. Tubingen: Gunter
Narr Verlag.

Wilkinson, Robert. 2013. English-medium instructetra Dutch university: challenges and
pitfalls. In Aintzane Doiz, David Lasagabaster &duManuel Sierr&English-medium in-
struction at universities: global challenge®24. Bristol, Buffalo, Toronto: Multilingual
Matters.

Wilkinson, Robert & Walsh, Mary Louise (eds.). 20IrfBegrating Content and Language in
Higher Education: From Theory to Practic8elected papers from the 2013 ICLHE Con-
ference. Frankfurt am Main etc.: Peter Lang (aaxt4 April 2015).

Williams, Megan. 2013. Elite Italian universitysfigles with shift to EnglisiChe Chronicle
in Higher Educatiorb9(38). http://search.proquest.com/ docview/
1370714407?accountid=14682 (accessed 17 Octobéd).201

Yang, Rui. 2002. University internationalisatiots imeanings, rationales and implications.
Intercultural Educationl3(1). 81-95.

Zegers, Vera & Robert Wilkinson. 2005quaring the pyramid: internationalization, pluri-
lingualism and the universithttp://www.palmenia.helsinki.fi/ congress/bilireg@005/
presentations/ zegers.pdf (accessed 23 May 2015).

Software used

citavi 4, Version 4.5.0.11, Swiss Academic Software GmbH
WWW.citavi.com

Dedoose Version 6.1.18, SocioCultural Research ConsugtdritC
www.dedoose.com

98



Appendix

A) INTERVIEW GUIDE - ENGLISH

Teacher Beliefs on EMI / FH Campus Wien
Autumn 2014

Topic: tapping into lecturers’ beliefs about EMI

Our wider frame / research frame and interest: \We iaterested in the ideas, opinions, ex-
perience(s) of teachers who have been involveegaching international student groups /
their subjects through the medium of English

(a) particularly in FHs / Universities of Applied&i®nces in Austria and

(b) across various institutions in different Eurapesettings .

Personal background:

1) Can you tell me about your professional backgrowMifat and where did you study,
how long have you been working here?

2) Which courses do you teach now and in which languag

3) Can you describe a typical student group in thisre® (home, international, lan-
guage/national background, age, E (TL) skills) sgug what are their biggest diffi-
culties/challenges?

4) What subjects / courses have you taught previguslgeneral, L1, English)? Did you
ever teach in another language than E?

5) Please describe your foreign language skills (EemopFramework, 4 skills). For what
purposes do you use English / other languages?

Internationalisation & language management

6) What does internationalisation in higher educati@an for you?
7) What do you see as its advantages/disadvantages?
8) What's the role of EMI courses for universitiegtie 2f' century?
9) What do you know about the university‘s internasilgation policy?
10) Do you feel you're working in an international ar Austrian university? Why?

11) What kind of guidelines / shared ideas of how tackethrough English are there in
your department? (explicit or implicit; support fecturers)

a. Is there any support for students learning throbgglish? What do you make
of it, what else would you like to see?

b. Is there any support for NNS lecturers for teachmd=nglish? What would
you suggest/ like to have?
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Teaching & learning in EMI

12) Do you do anything differently in your teachinggiglish is not the mother tongue of
many/most of your students? (methodology, matenmikgparation, assessment)

13) If English not first language, what kinds of skiisfeatures are required from the
teacher when teaching in English?

14) If English not first language, what kinds of skiisfeatures are required from the stu-
dent when learning in English?

a. What learning difficulties/advantages might studdmve when learning
through English?

b. Are there differences in assessing student woBniglish when compared to
their L1 / when compared to native speaker stu@e@tauld you please give
some examples?

15) What are the biggest challenges when teaching ghr&nglish as second language?

16) What has taken you by surprise when teaching thr&rglish? (work load, student
participation, T personality)

Views on the integration of content and language

17) To what extent do you think teaching is about legytanguage? (what do we mean by
“language” — of the subject, the discipline)

c. How do you see the relationship between teachingeod and language?
d. How do you see the relationship between learnimgecd and language?

18) Has teaching in English had any effects on howsemithe relationship between con-
tent and language when teaching in L1?

19) How does teaching your subject in L1 differ fromirdpit in English (if at all)?
20) How does learning your subject in L1 differ fromimtpit in English (if at all)?

21) Has the teaching through English to internatiohadients had any impact on what you
teach (syllabus/curriculum)? If so, in which ways?

22)Are there any other topics / ideas you'd like targhwith me on the topic of English-
medium teaching?
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B) INTERVIEW GUIDE — GERMAN

Ansichten Lehrender zu EMI/Englisch als Unterrichts/ Arbeitssprache

FH Campus Wien
Herbst 2014

Thema: Eruierung der Ansichten Lehrender zu EMI

Unser weitgefasster/s Forschungsrahmen und —inderé#/ir sind interessiert an den ldeen,
Meinungen und Erfahrungen von Lehrenden die intgonale Studierende/ihr Fach durch
das Medium Englisch unterrichten

(a) im Besonderen an FHs in Osterreich und
(b) an verschiedenen Institutionen im europaischen Raum

Personlicher Background / Werdegang

1)

2)
3)

4)

5)

Kdnnen Sie mir tber Ihren beruflichen Werdegandilden? Was und wo haben Sie
studiert, wie lange arbeiten Sie schon hier?

Welche Kurse/Facher unterrichten Sie und in wel&prache tun Sie dies?

Kdnnen Sie beschreiben wie eine typische Kursgrupmammengesetzt ist (einhei-
misch, international, Sprache/Herkunft, Englischkarsse) — eventuell auch etwaige
Schwierigkeiten/Herausforderungen?

Welche Facher/Kurse haben Sie in der Vergangenimérrichtet (generell, in der
Muttersprache, auf Englisch)? Haben Sie jemalsnareanderen Sprache als Englisch
unterrichtet?

Bitte beschreiben Sie Ihre FremdsprachenkenntriiSeeneinsamer Européischer Re-
ferenzrahmen: Verstehen, Sprechen, Schreiben, Al1ZiPwelchem Zweck/in wel-
chem Kontext verwenden Sie Englisch/andere Spr&chen

Internationalisierung & Sprachenmanagement

6)
7)
8)

9)

Was bedeutet Internationalisierung in der héheréuBg fur Sie?
Wo sehen Sie die Vor- und Nachteile dieses Kon2epts

Was ist die Rolle von EMI-Kursen (Kursen mit Enghsals Unterrichtssprache) an
Hochschulen im 21. Jahrhundert?

Was wissen Sie uber die Strategie/Richtlinien diésechschule bezuglich Internatio-
nalisierung?

10) Haben Sie das Geflhl an einer internationalen édegrreichischen Hochschule zu

arbeiten? Warum?

11)Welche Richtlinien/Vorstellungen zum Unterrichtenglischer Sprache herrschen an

Ihrem Institut/Ihrer Abteilung? (explizit oder impit, Unterstitzung fir Lehrende)

e. Erhalten die Studierenden in irgendeiner Form Wtikzung fir den englisch-
sprachigen Unterricht? Was halten Sie von der dktu&ituation? Was wir-
den Sie gerne &ndern?

f. Erhalten Lehrende nichtenglischer Mutterspracheetstiitzung fur den eng-
lischsprachigen Unterricht? Haben Sie diesbeziuylmtschlage/Winsche?
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Unterrichten & lernen mittels EMI

12)Gehen Sie beim Unterricht in irgendeiner Weise eder wenn die Muttersprache
vieler/der meisten lhrer Studierenden nicht Englist? (Methodik, Materialien, Vor-
bereitung, Beurteilung)

13)Falls Englisch nicht die Muttersprache ist, weléf&igkeiten und Kenntnisse werden
von einer/einem Lehrenden verlangt wenn sie/eEaglisch lehrt?

14)Falls Englisch nicht die Muttersprache ist, weléf@nigkeiten und Kenntnisse werden
von einer/einem Studierenden verlangt wenn siefeEaglisch lernt?

c. Welche Schwierigkeiten/Vorteile konnten Studiereriddben wenn Sie auf
Englisch unterrichtet werden/lernen?

d. Gibt es Unterschiede bei der Beurteilung der ArBaitdierender auf Englisch
im Vergleich zu ihrer Muttersprache/zu englischeuttérsprachlern? Kénnten
Sie hierzu einige Beispiele nennen?

15)Was sind die gro3ten Herausforderungen beim Untdrauf Englisch als Zweitspra-
che?

16)Was hat Sie beim englischsprachigen Unterrichtraseht? (Arbeitsaufwand, Studie-
rendenbeteiligung am Unterricht, Personlichkeit)

Ansichten zur Integration von Inhalt und Sprache

17)Inwieweit denken Sie, geht es beim Unterricht urs darnen von Sprache? (Was mei-
nen wir mit “Sprache” — des Faches, der Disziplin)

g. Wie sehen Sie den Zusammenhang zwischen der Lemrénhalt und Spra-
che?

h. Wie sehen Sie den Zusammenhang zwischen dem Leomelmhalt und Spra-
che?

18)Hat das Unterrichten auf Englisch in irgendeiners&’'déhre Sicht auf den Zusammen-
hang zwischen Inhalt und Sprache beim Unterrichitiar Muttersprache beeinflusst?

19)Inwieweit unterscheidet sich Ihr Unterricht in Ihiduttersprache von lhrem Unter-
richt in Englisch (falls tberhaupt)?

20)Inwieweit unterscheidet sich das Lernen Ihres FacHlerer Muttersprache vom Ler-
nen auf Englisch (falls tberhaupt)?

21)Hat lhr englischsprachiger Unterricht von interoatilen Studierenden irgendeinen
Einfluss darauf gehabt was Sie unterrichten (L&tuadienplan) Falls ja, inwieweit?

22)Gibt es sonst noch Themen/ldeen Uber die Sie indenf Englisch als Unterrichts-
sprache/EMI sprechen méchten?
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C) CODING MANUAL

INTERNATIONALISATION OF HIGHER EDUCATION

General views on internationalisation

Code Description Example
Firstly, internationalisation
meaninalnt the essential meaning of internationalisar means for me that one has to lo
9 tion of higher education for the lecturers | beyond the horizon and find out
what others are doing.
featurelnt features/characteristics of internationalisp-=.. a more global education pro-
tion of higher education gram.
nealnt negative aspects/characteristics of internaFhe downside is loss of regiona
9 tionalisation (of higher education) ity.
. . . ..., that we can run joint researc
oslnt positive aspects/characteristics of interna- roiects where we can comple-
P tionalisation (of higher education) proj P
ment one another.

Internationalisation and English

at.

=

h

Code Description Example
the role of English, the connection be- | You can be anywhere; everythin
E+Int tween English and internationalisation | comes in English, yeah, so you
(Englishisation?) cannot, basically, do it without.
| think perhaps it might put of
neqE negative aspects of English language us- some students that are gifted in
9 age/dominance perhaps, engineering, but are nq
good at languages, | can see th
. ..., then there are two per cent g
the role English plays (should/could play) |
E@FH at the FH Campus Wien one per cent of'the qutures whi¢
are conducted in English now.
If you ask the students: “Should
moreEne critical views regarding an increased in- | lecture in German or English?”,
9 corporation of EMI in the FH’s curricula | then they’ll say with 90 per cent
security: ,in German*.

Internationalisation at the FH Campus Wien

Code Description Example
internationalisation policies/guidelines atl Regarding the strategy, projects
policyFHint the FH Campus Wien lecturers are awargexist, just like ,Internationalisa-
of tion at home" ,...
Itis a process of leading..., to-
reasonEMI relevance of/reasons for EMI courses atjawards the ability to exchange
university one’s professional views with
others, ...
. : | | think it's an Austrian universit
FH:int/Aut impressions whether the FH Campus W'eﬂﬁat now is doing its best to be}/
' is an Austrian or international university . .
come international, really.
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realitylntFH

the reality/everyday experiences regardi
internationalisation at the FH

..., we do have part-time study
rogrammes, this also means th
's not that easy for these stu-

dents to say “I'm going abroad

for a semester”, ...

h

at

ENGLISH-MEDIUM INSTRUCTION

EMI at the FH Campus Wien

DS

Code Description Example
. why/how was it decided to offer a course in ..., S0 they told me “Well, perhay
whyEMlIintro : ; "
English? teacher selection? you can try?”.
guidelines given to lecturers regarding the rWeII, there's only this wish, or
guideEMI teaching in English (from their department“the strategic orientation, to In-

from the FH management)

“clude more internationalisation,
but basically I'm doing it myself.

numberEMIcourses

number of EMI courses the lecturers are
aware of

No, when | asked them, it's the
only one ,...

probsEMI_gen

general problems regarding the developm
and implementation of EMI courses at the
FH

aThere is no continuity, there is n

*fiteraction between department
there is no shared.., technology
for the most part.

supportEMI_lecturers

which kind of support lecturers receive for
teaching in English

Courses were offered here, for
teaching in English.

supportEMI_students

which kind of support lecturers are aware
that students receive for being
taught/learning in English

fVVeII, it can be said that it's a
g prerequisite. But there are also
courses such as ‘Business Eng-

lish’ ...

The EMI classroom

Code

Description

Example

typEMIgroup

what a typical group of EMI students looks
like (international, Austrian, languages etc

Typically it is most-- mostly Aus
)trians, yeah, mostly Austrians.

levelE_students

Usually, there are students in th

general level of students' English as noticedyroup who struggle with English

by lecturers when teaching EMI courses

to an extent that they have serig
problems.

L)

levelE_lecturers

lecturers’ level of English (as described by
themselves)

And therefore I'm probably the
wrong teacher for the language,
because I'm probably making
mistakes.

diffFullPart

differences between full-time and part-timég
students (mostly regarding their English
skills)

X Of course, it's much much harde

" with the part-time students, to
introduce an international com-
ponent, since they can't leave.
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langEMI

the role of language(s) in EMI courses, the
extent of the use of English and other lan-
guages

» What | do is that in between |
often tell them what the German
term is.

lang_learning

language learning that might occur during
EMI courses, possible CLIL aspects

| do believe that they build up a
richer technical vocabulary
through engaging with the topic
in a different language.

contentteach_first

primary importance of content teaching,
language teaching secondary or absent

I’'m basically saying, it's not a
language course.

Teaching in English

Code

Description

Example

posEMI_lecturers

positive effects/aspects of EMlIléxturers

| can go everywhere and | can
teach everywhere in English.

probsEMI_lecturers

problems lecturers (might) have with/in EN
courses

1INo, the difficulties-- the big diffi-
culty is the different levels..,

bigMIchallenge

what lecturers perceive as their biggest ch
lenge when teaching in English (their L2 o
their students' L2, or both)

alFhat’s one thing, if you teach for
r a longer time, during one day, th
personal effort is heavier.

e

surpriseEMI

unexpected experiences when starting wit
EMI/with teaching international groups

Well, there are hardly any ques-
tions then, because the students
don’t dare to speak English

=y

diffEMI_assessment

differences to L1 teaching regarding asses
ment of students

sWe don't penalise them because
~of-- because of the language bal-

rier.

diffEMI_content

difference to L1 teaching regardicantents

Of course, it could be possible
that | would be faster if I'd do it
in German and perhaps could
include another aspect or two.

diffEMI_exam

differences to L1 teaching regarding prepa
ing and conducting of exams and tests

This means, in case of doubt, |

irtend to count it as correct,
leaving room for linguistic
expression.

diffEMI_lecture

differences to L1 lecturing/ presieiy

But regarding the language one
obviously tries to speak more
slowly and distinctly and perhap
to leave out particular terms or t
explain them.

OO

diffEMI_material

differences to L1 teaching regarding the
materials used and provided to the studen

My lecture notes are much morg
Sexplicit, my slides are much more

t g
explicit.

diffEMI_preparation

differences to L1 teaching regarding the
preparation of lessons

, but there is a price to pay, and
that's the more elaborate prepa
ration.

skillsEMI_teaching

extra skills needed for EMI teaching (com-
pared to L1 teaching, teaching of L1 group

Didactic. .. Pure and simple, fun
sand didactic.
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Learning in English

Code

Description

Example

posEMI_students

positive effects/aspects of EMistadents

Well, that they’re able to absorb
foreign-language literature more
easily, that they can communica
more easily with others.

probsEMI_students

problems students (might) have with/in EN
courses

What | always notice, obviously,
that there’s a certain inhibition tq
start speaking in English.

{

diffEMI_learning

differences to L1 learning (from the lectur-
ers' perspective)

when they hear the terms, they
don’t remember them so easily,
not only the terms as such, but
also how to pronounce them.

skillsEMI_learning

extra skills needed for learning through EN
(compared to learning through the L1)

this means they have to switch
from German to English within
one moment.

i

te
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Abstract

Higher education in Europe has experienced chandeeorientation in recent decades. In-
ternationalisation with all its cultural, politicahd economic implications can clearly be iden-
tified as major driving force in this context. Namly were universities required to undergo
general organisational and directional changesthauever-increasing dominance of the Eng-
lish language athe medium of teaching and learning resulted in higpgcific challenges.
Numerous stakeholders are involved and their tsebefd opinions do play a crucial role in
the success or at least smooth implementation rtdinemeasures in the process of interna-
tionalisation of tertiary education.

Based on a thorough theoretical underpinning,ttiesis’ empirical research concerns
itself with the beliefs and opinions of a centrakeholder group, the university lecturers. In
contrast to most previous publications on the tomicAustrian university of applied sciences

was chosen as site of the case study. It was asistiraethe particularities of this type of in-

stitution may have considerable influence on itedseand requirements regarding interna
tionalisation policies and English-medium instraot(EMI) courses.

The main aim of this research was to reveal thieiters’ beliefs about the internation-
alisation of tertiary education and especially thie EMI plays in this context. The qualita-
tive analysis of interviews with seven lecturersted FH Campus Wien, Austria’s biggest
university of applied sciences, revealed a rangéebiefs regarding internationalisation in
general, its implementation at the university, émel participants’ experiences in their EMI
courses. While internationalisation is mostly sasra positive process, the need of its ubiqui-
tous presence, particularly in the form of Englighght courses or programmes was occa-
sionally questioned. To a certain extent, everyageeed on the necessity of EMI, e.g. for
preparing students for their professional futurer. the lecturers personally, teaching in Eng-
lish does, however, present challenges, most gignily the fear of not properly conveying
the content to a group of students with varied leagg skills.

A noticeable difference to most previous studies & lecturers’ belief that a certain
part of the student body seems highly scepticalabeing taught in English. In addition, it
was argued that FH graduates often may not ainafiomternational future, therefore, all-
encompassing internationalisation efforts and Ehgieaching may not be desired. The more
vocationally-oriented nature of FH education waggasted to play a role in this context. An-
other factor could be the high number of maturd-fware students who obviously have sig-

nificantly different backgrounds than regular ftiihe students.
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Zusammenfassung

Wandel und Neuorientierung sind bedeutende Charskka des europaischen Hochschul-
sektors der letzten Jahrzehnte. Internationalisgermit ihren kulturellen, politischen und

wirtschaftlichen Implikationen kann in diesem Kaorxttsicherlich als wesentliche treibende
Kraft genannt werden. Es war fir Universitaten hialr notwendig Anderungen in Organisa-
tion und Ausrichtung vorzunehmen, die stetig zunete VVormachtstellung der englischen
Sprache als Medium der Lehre und des Lernens ¢yt spezielle Herausforderungen. Zahl-
reiche Akteure sind hier involviert und ihre Andieh und Meinungen spielen eine signifikan-
te Rolle fur den Erfolg, oder zumindest die reibsloge Einfiihrung, von Internationalisie-

rungsmaf3nahmen an tertiaren Bildungseinrichtungen.

Ausgehend von einem umfassenden theoretischen Aitisdbefasst sich diese Mas-
terarbeit mit den Meinungen einer zentral relevar@uppe, den Lehrenden. Im Gegensatz
zu friheren Studien wird dieses Projekt eine Fachéchule (FH) untersuchen. Es wurde
namlich angenommen, dass die Besonderheiten ditsglsschultyps durchaus Einfluss ha-
ben auf die Bedurfnisse und Anforderungen im Irggamalisierungsprozess und beim eng-
lischsprachigen Fachunterricht. Das Hauptziel warktuierung der Ansichten von Lehren-
den zur Internationalisierung der tertiaren Bildwngd im Besonderen zur Rolle von eng-
lischsprachigem Fachunterricht in diesem Kontext. dqualitative Analyse von Interviews die
mit sieben Vortragenden der FH Campus Wien, OstlisegroRter Fachhochschule, gefiihrt
wurden, brachte ein breites Spektrum an Meinungeiternationalisierung, deren Umset-
zung an der FH und den eigenen Erfahrungen beirartictiten auf Englisch zum Vorschein.
Wahrend Internationalisierung im Allgemeinen alssipe wahrgenommen wurde, fanden
sich bezuglich der allumfassenden NotwendigkeiseBeProzesses, besonders in Verbindung
mit der potenziellen Zunahme von Englisch als Urdktssprache, auch kritische Worte. Bis
zu einem gewissen Grad stimmten alle BefragterNaéwendigkeit von englischsprachigem
Fachunterricht zu, z.B. um Studierende auf ihrauftiehe Zukunft vorzubereiten. Die Leh-
renden personlich stellt der Unterricht auf Englélerdings vor einige Herausforderungen,
besonders die Sorge ob die Kursinhalte einer Grupipeinterschiedlichen Sprachkenntnis-
sen verstandlich vermittelt werden.

Ein merklicher Unterschied zu den meisten vorheggdien Studien zu den Ansichten
von Lehrenden ist die Feststellung, dass ein TailStudierenden dem englischen Unterricht
mit Abneigung begegnet. Zusatzlich wurde argumentiass FH-Absolventen oft keine in-
ternationale Zukunft anstreben und daher umfassemndenationalisierung und die weitrei-

chende Einfihrung von English als Unterrichtsspeaglar nicht winschenswert waren. Die
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eher praxisorientierte Ausrichtung von FH-Bildungrde hinter diesen Meinungen vermutet.
Ein weiterer Faktor kdnnte die hohe Anzahl von Zatktudierenden sein, die offensichtlich

deutlich andere Lebens- und Arbeitsumstande hasaegulare Vollzeitstudierende.
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