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INTRODUCTION

As universities in non-English speaking countries adapt to the demands of globalization, many
have adopted policies that aim to internationalize their campuses through Englishization and
the implementation of English-medium instruction (EMI) (Coleman, 2006; Cots et al., 2014;
Galloway et al., 2020; Lanvers & Hultgren, 2018; Sabaté-Dalmau, 2019). Often endorsed as a
way to facilitate international mobility, increase institutional competitiveness, and develop
English proficiency among local students, EMI has become a growing worldwide phenomenon
(Dearden, 2014; Galloway et al., 2017; Sandström & Neghina, 2017; Wächter & Maiworm,
2008, 2014). Nonetheless, research into university students’ attitudes toward the prioritization
of English and the use of EMI reveals that students hold mixed beliefs about their usefulness
and suitability (Cots et al., 2016; Lindström & Sylvin, 2014; Macaro et al., 2018; MoratinosJohnston et al., 2018; Sabaté-Dalmau, 2016).
As part of the University of Andorra’s (UdA) strategic goals with regard to internationalization
and multilingualism, UdA has incorporated language policies to promote the learning and use
of English, including the introduction of compulsory EMI courses into all four of its on-campus
bachelor’s degrees (Grup de Recerca en Llengües de la Universitat d’Andorra, 2018).
Neverthetheless, research on EMI at UdA is almost non-existent. The aim of this study is to
provide the first qualitative data, to our knowledge, on students’ beliefs about the prioritization
of English proficiency and the use of EMI at UdA. It examines UdA’s language policies with
relation to Spolsky’s three-component theory (language management, language beliefs, and
language practices) (Spolsky, 2004). In particular, this study seeks to understand students’
language beliefs in conjunction with UdA’s language management decisions, whose
congruency, along with students’ language practices, may determine UdA’s language policy
outcomes (Spolsky, 2005).
Ten students from three different on-campus bachelor’s degrees at UdA completed an openended questionnaire via email in spring 2020, including two students from the Bachelor of
Computer Science, four students from the Bachelor of Business Administration, and four
students from the Bachelor of Nursing. All students participated in EMI for the first time during
the 2019-2020 academic year. In order to achieve a maximum variation sampling (Dörnyei,
2007), the researcher selected participants based on the education systems where they had
completed their pre-university schooling and the English proficiency scores they had received
1
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on the Oxford Placement Test. Final participants represented all three education systems in
Andorra (French, Spanish, and Andorran), as well as the Spanish education system in
Catalonia. Students’ Oxford Placement Test scores ranged from A2 to C1.
This study’s findings reveal students’ beliefs about the adequacy of their linguistic
preparedness for their prospective professions and for EMI participation, and the limited role
of formal education in their linguistic preparation in English. They also discuss students’
perspectives on the usefulness of languages, especially the professional advantages derived
from English proficiency, and which languages UdA should prioritize as languages of
instruction. Other findings describe students’ perceptions of EMI’s impact on their English
proficiency, self-confidence, and learning motivation. Finally, findings also report on the
factors students believe that administrators should consider when determining the suitability of
applying EMI at UdA, specifically the preparedness of students and EMI instructors, the
difficulty of a subject’s content, the varying degrees of English needed by future professionals
from each discipline, and the effects of in-person vs online EMI teaching.
The structure of this research paper is divided into nine sections. The theoretical framework
for this study is found in section two. It explains the internationalization and Englishization of
higher education, as well as the characteristics of EMI and its supposed benefits and
constraints. It also describes Spolsky’s language policy theory, attributes of language attitudes,
and previous research on students’ beliefs about EMI. Section three details the research context
of this study, comprising information about Andorran language practices and the country’s
three education systems at pre-university level. It also informs about the characteristics of
UdA’s student body and its de jure language policies. Section four presents the design of this
research. It describes the chosen research paradigm and instrument, the criteria used for the
selection of participants, and details of the data analysis process. Section five explains this
study’s extensive findings. Section six discusses its most important findings in relation to
previous research. Section seven summarizes this study’s most significant conclusions,
presents the author’s policy recommendations for UdA, outlines the study’s limitations, and
provides ideas for future EMI research at UdA. Section eight includes the list of references
used in this research. Section nine is the appendix.
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2

THEORETICAL FRAMEWORK

2.1

Internationalization and Englishization of European Education

The internationalization of higher education can be defined as the “the process of integrating
an international, intercultural, or global dimension into the purpose, functions, or delivery of
postsecondary education” (Knight, 2003: 1). As higher education institutions in non-English
speaking countries strive to adapt their overarching educational objectives to the international
context, many universities adopt language policies that prioritize English learning and use as a
way to facilitate international mobility and prepare students and faculty for studying and
working in a globalized world (Coleman, 2006; Cots et al., 2014). Moreover, the increasingly
significant role of English as a lingua franca in international scientific publications has also
contributed to this trend (Earls, 2016b; Lasagabaster, 2017).
Ironically, the dominant position of English in the European educational context has been a
somewhat direct result of European policies aimed at promoting plurilingualism. The European
Commission’s 2004/2006 Action Plan, which advocates for the achievement of communicative
competency in two languages beyond one’s native language, has in reality bolstered English
language learning (Llurda et al., 2015). A statistical analysis on foreign language education in
2017 found that 91% of European school children were learning English at the time, far more
than French (15%), German (11%), Spanish (9%), or Russian (2%) (Pew Research Center,
2020), an occurrence that is likely attributed to Europeans’ beliefs about the usefulness of
languages. An extensive study by Busse (2017) into European secondary school students’
attitudes toward learning languages, which she conducted using qualitative surveys in Bulgaria,
Germany, the Netherlands, and Spain, found generally favorable attitudes toward learning
English and less favorable attitudes toward learning other languages. Secondary education
students in her study viewed English proficiency as an essential skill for their futures and very
few participants placed greater value on another language or languages. Only 9% of
participating students felt positively about learning many languages, a finding that contrasts
sharply with the European Commission’s aforementioned plurilingualism goals.
Likewise, research in other contexts indicates that the general European population shares
similar beliefs about the usefulness of English. In a European Commission Eurobarometer
report (2012), wherein researchers asked respondents from all 27 member countries to identify
which two languages they believed to be most useful, 67% of respondents stated that English
3
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is an important language for their personal development, much more so than German (17%),
French (16%), or Spanish (14%). Strikingly, and again in contrast with the European
Commission’s goals regarding a more equative promotion of languages, even more
respondents (79%) indicated that English is an important language for their children’s futures,
more than German (20%), French (20%), Spanish (16%), or Chinese (14%). In terms of
attitudes toward learning languages, young people (15-24 years old) in the survey were more
likely to have favorable attitudes than older respondents. 54% believed that learning languages
would facilitate opportunities to study abroad, and 29% held the view that learning languages
would expand their future career prospects. Nevertheless, like students in Busse’s (2017) study
and the older Europeans surveyed in the Eurobarometer report, most of the young respondents
(79%) in the survey also valued English over other languages. Similarly, another publication
supported by the European Commission, Araújo et al.’s (2015) report through the Joint
Research Centre, which aimed to assess the effects of knowing languages on employability,
concluded that plurilingualism enhances career opportunities for young people in Europe by
making professionals more competitive in European markets, and that varied social, cultural,
and economic realities determine the value that individual countries give to certain languages.
They also found that languages other than English are particularly useful for businesses when
engaging with labor markets where very little English is spoken, but that English proficiency
augments employability among youth in all European countries.
In higher education, European mobility programs like the Erasmus Program, which were
designed to foster intercultural exchange while encouraging the learning of less-studied
languages, have often fomented English-taught programs in universities as a way of attracting
foreign students (Doiz et al., 2011). For those countries whose national language(s) are lesstaught languages, where bilateral exchange is often a challenge without the use of an
international language in the classroom, English is a common solution (Coleman, 2006). Yet,
research demonstrates that despite institutional tendencies toward Englishization, when granted
the freedom to make their own language choices at internationalized universities, local and
international students employ a variety of languages to communicate with one another and
participate in academic tasks (Hazel & Mortensen, 2013; Ikeda & Bysouth, 2013; Moore et al.,
2013). This casts doubt on whether promoting the dominance of a sole language, English, as a
means to internationalize, is always the most logical, beneficial, or moral choice, causing some
scholars like Llurda et al. (2013) and Söderlundh (2013) to support more flexible language
policies as universities move toward internationalization.
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In all, the general trend toward Englishization, though contentious, is partly fueled by the
prestige and economic incentives associated with internationalization. As shown by Busse
(2017) and the European Commission Eurobarometer report (2012), European youth value
English as an essential skill for their personal and professional futures. This reality has
contributed to a concept described by Coleman as the marketization of education, where
universities promote English, not only as a way to prepare students for their professional
careers in a globalized economy, but also for universities to compete with one another for
students and economic resources. He explains (2006:5):
The recruitment of international students and international staff, which English
facilitates, leads to enhanced institutional prestige, greater success in attracting
research and development funding, and enhanced employability for domestic
graduates. Institutional and individual self-interest thus coincide both for
academic staff, whose international careers depend on a demonstrated ability to
teach and publish in English, and for students whose access to a good
employment track on graduation also depends heavily on their proficiency in
English.

2.2

EMI: General Traits and Supposed Benefits of a Global Trend

An integral component of Englishization has been the proliferation of English-medium
instruction (EMI) (Coleman, 2006; Doiz et al., 2014a; Galloway et al., 2020; Lasagabaster,
2016). Macaro et al. define EMI as “the use of the English language to teach academic subjects
(other than English itself) in countries or jurisdictions where the first language of the majority
of the population is not English” (2018: 37). In other words, EMI refers to the use of English
as a vehicular language in educational contexts where English is not a first language for most
of the participants. Strictly speaking, therefore, the content-based objective of EMI sets it apart
from language-focused courses like English for Specific Purposes (ESP), which aim to instruct
students on the basis of discipline-specific language needs (González-Ardeo, 2013). EMI is
also different from Content and Language Integrated Learning (CLIL), even if it is commonly
carried out in English. This is because CLIL, which is mostly used in non-university settings,
usually aims to meet both content and language training objectives (Martín del Pozo, 2017).
Graddol (2006: 86) cited in Airey (2016: 72) differentiates between CLIL and EMI in the
following way: “CLIL is an approach to bilingual education in which both curriculum content
- such as science or geography - and English are taught together. It differs from simple Englishmedium education in that the learner is not necessarily expected to have the English proficiency
required to cope with the subject before beginning study.” However, university courses taught
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through English seldom qualify as CLIL/ICLHE (Integrating Content and Learning in Higher
Education) courses, given that they rarely cater for content together with language-based
objectives and outcomes (Airey, 2016). Still, in some cases, university stakeholders assign
language learning objectives to EMI. Moncada-Comas and Block (2019) describe this
phenomenon as CLIL-ized EMI, wherein EMI instructors inadvertently and unwillingly
acquire the role of English language teacher.
When viewed in terms of Coleman’s marketization of education, by which English facilitates
the recruitment of international students and staff and boosts competitiveness, it is easy to
understand EMI’s rising popularity and why the trend is expected to continue. In a 2013-2014
study published by Dearden (2014), instructors from 55 different countries were surveyed on
the status of English-medium instruction in their respective countries. Their findings confirmed
that EMI is a burgeoning, albeit controversial, worldwide phenomenon. Among the study’s
conclusions, researchers illustrated that proponents of EMI, including policymakers,
administrators, educators, and parents of students, often equate English with modernity and
prosperity, and many view EMI as a way of building English language skills and creating
academic and business opportunities for students and rising professionals. Tellingly, 67% of
respondents predicted that EMI would become more prevalent in their countries in the future,
with only 7% foreseeing a diminution of EMI. Moreover, Dearden (2014) describes a
somewhat limited trend by universities to replace traditional EFL courses with EMI, an
inevitable consequence of their limited financial resources.
Research into the European context suggests an equally optimistic future for EMI on the
continent. Wächter and Maiworm’s longitudinal study (2008, 2014) on the growth of EMI in
twenty-eight European countries, exposed a 1,000% increase in the number of programs
offered by European universities between 2002 and 2014. In 2014, 27% of European higher
education institutions offered at least one English-taught program, of which 6% were
exclusively in English. When researchers asked institutional coordinators and program
directors to identify the benefits of EMI, the most common responses were foreign student
enrolment and the development of international competences of domestic students.
Interestingly, only 24% of all program directors and 36% of institutional coordinators cited the
economic gains attained through foreign student enrolment as a considerable benefit. However,
when researchers examined responses with attention to regional differences, economic factors
were more important to respondents from certain southern and eastern European regions, and
6
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researchers concluded that these findings could stem from the high levels of unemployment in
respondents’ respective countries. In any case, other aspects, like sharpening the institution’s
profile, “brain gain,” and altruistic motives (helping students from poorer countries receive a
quality education) were more highly rated than economic profits overall (Wächter & Maiworm,
2014). These findings underscore the value that institutions place on the non-economic benefits
of EMI in addition to the aforementioned economic gains.
EMI’s rate of expansion and the breadth of its impact in Europe have varied, as evidenced in
Wächter and Maiworm’s (2014) publication. A detailed review of EMI at European universities
shows notable discrepancies between regions, with northern and central European countries
having thus far more readily adopted EMI than their southern counterparts. Specifically, 61%
of Nordic universities (Denmark, Finland, Iceland, Sweden, and Norway) in 2014 offered EMI
compared to only 18% of southwestern universities (Spain, France, Italy, and Portugal). Larger
institutions and universities with more advanced degrees, primarily at the master’s level, offer
more EMI programs, and there are imbalances between fields of study, as well. In 2014, 35%
of EMI was offered in the social sciences, business, and law, 23% in general sciences, and 18%
in engineering, manufacturing, and construction, with all other fields below 10%. Nonetheless,
another study, which analyzed the evolution of English-taught bachelor´s programs1 in Europe
between 2009 and 2017, illustrates how some of these imbalances are evolving. During this
period, English-taught bachelor’s degrees grew from 55 to nearly 3,000, and some countries
now offer more English-taught bachelor’s degrees than master’s degrees. Of the nineteen
countries involved in the study, Spain offered the third highest number of English-taught
bachelor’s programs, with 37% of Spanish universities providing an overall total of 241
English-taught programs (Sandström & Neghina, 2017). Likewise, Andorran higher education
seems to be following suit. In 2016, the University of Andorra introduced compulsory EMI
subjects into all four of its on-campus bachelor’s degrees under its Pla d’Acció per al
Multilingüisme (Plan of Action for Multilingualism), with plans to steadily increase the number
of required English-taught subjects in each degree (Consell de la qualitat de la Universitat
d’Andorra, 2017). By the 2019-2020 academic year, three of UdA’s four bachelor’s degrees
had incorporated at least 30 ECTS credits of EMI (Les llengües als bàtxelors, 2021) out of the
total 180 ECTS required credits (Universitat d’Andorra, 2020). Despite the scarcity of EMI
1

Sandström and Neghina (2017) indicate that they cannot fully verify the percentage of English used in these
programs and that data sometimes differ between website sources and national agencies. It is essential to note that
whereas Wächter & Maiworm (2014) specified that they used the terms English-taught programs and EMI
interchangeably, Sandström and Neghina (2017) did not make this distinction.
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offered by southern European universities in 2014, these recent trends in Spain and Andorra
suggest that regional discrepancies have somewhat diminished.
Finally, in addition to the expected benefits already discussed, EMI is often deliberately,
perhaps erroneously, endorsed as a tool for language learning. This notion is based on the
premise that students learn language through exposure. In reality, however, part of this debate
stems from a lack of consensus regarding the distinctions between EMI and CLIL, as teaching
practices in the “EMI” classroom are fluid and often incorporate both content and languagebased objectives (Moncada-Comas & Block, 2019). With this reality in mind, most of the
studies that support the positive effects of EMI on student English language learning use selfassessment as data and surprisingly little research has been carried out on the topic using
objective language tests (Macaro et al., 2018). Of the tests that have employed objective
measuring tools, researchers have found some evidence of gains in students’ receptive skills
(Aguilar & Muñoz, 2014; Yang, 2015) and academic vocabulary (Lin & Morrison, 2010).
Nevertheless, Aguilar and Muñoz (2014) claim that EMI may offer more language learning
benefits to students with lower proficiency levels. Their research on postgraduate engineering
students in Spain explored the effects of students’ proficiency on their linguistic gains2 via preEMI testing and post-EMI testing. They detected more benefits in listening skills and grammar
for students with the lowest initial proficiency levels. However, students with the highest
proficiency levels did not improve their listening skills and, curiously, their grammar scores
declined after participating in EMI. Meanwhile, intermediate level students made small
positive gains in their listening skills and minimal gains in their grammar. The authors
emphasize, however, that instructors’ low proficiency levels may have influenced these
findings, as the instructors in the study had rather limited English proficiency, citing other
studies that would support this theory (Lasagabaster, 2008; Sercu, 2004). In conclusion, despite
these examples, differing testing instruments and terminology between studies, as well as
discrepancies between the kinds of skills researchers analyze, mean that we do not yet have
enough conclusive evidence to support EMI as an effective language learning tool (Macaro et
al., 2018).

2

This study uses the term CLIL but explains that EMI is the actual approach used by teachers in the research
context.
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2.3

Constraints of Englishization and EMI

Notwithstanding these purported trends and benefits, some scholars question the degree to
which Englishization is ultimately inevitable and they suggest that the data used to measure the
scope of EMI may be deceptive (Phillipson, 2015). Likewise, opposing voices to
Englishization/EMI raise ideological objections and bring attention to the obstacles that
complicate the acceptance and execution of EMI, which Lueg (2018) organizes into four
perspectives:
i)

internationalized knowledge economy

ii)

language and teaching quality

iii)

national domain loss

iv)

inequality

The internationalized knowledge economy prospective relates to EMI’s role in institutional
competitiveness and career preparation and has already been covered in section 2.2. Many of
the arguments against EMI can be found in the three other categories and will be explained in
a general way below. Students’ beliefs and ideologies about English and EMI will be more
fully discussed in section 2.5.
The language and teaching quality perspective comprises most of the practical objections to
EMI cited by universities, which tend to center on insufficient language skills and a loss of
lecturer credibility (Lueg, 2018). Specifically, some researchers criticize EMI as a form of
experimentation in language learning and contend that students’ insufficient English skills
hinder content learning, participation, and motivation, whereas other researchers argue that
instructors’ low English proficiency levels contribute to a simplification of course content or
negatively impact their professional status (Dimova et al., 2015). In Breeze’s (2014) study at
the University of Navarra, which aimed at identifying the competences needed by EMI students
for successful EMI learning, the author found that students with higher listening
comprehension (shown by their scores on a standardized test) were more likely to express
satisfaction with their EMI experiences and perceived coping abilities. Curiously, however, as
measured by their satisfactory final grades at the end of the semester, Breeze found that some
students with lower listening comprehension scores were still successful in EMI. Therefore,
although some degree of English competency is logically needed, her research concluded that
it was impossible to establish an absolute cutoff level for EMI enrolment. Nonetheless, she also
9
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determined that students with English proficiency levels below a high B2 CEFR would most
certainly face learning obstacles, but that universities could support these students by providing
them with more efficient notetaking skills and adapting their EMI teaching practices.
Specifically, she suggests that EMI instructors speak more slowly during lectures, use language
void of colloquialisms and unfamiliar cultural references, and provide students with glossaries
and lecture outlines. Conversely, institutional coordinators and program directors in Wächter
and Maiworm’s (2014) research emphasized the challenges of teaching EMI students with
heterogenous English levels, but few conveyed concerns about low English proficiency as a
problem in itself. Other obstacles for administrators include those associated with human
resources and the workplace culture, the need for specific EMI training for personnel, and
support for international students (Galloway et al., 2017).
The national domain loss perspective presents EMI as a threat to national language and identity
(Lueg, 2018). Some scholars of this perspective, such as Phillipson (2015), equate
Englishization with linguistic imperialism. Some, like Earls (2013), criticize that decisions to
increase English learning in higher education result in a perceived greater value of English,
which only further perpetuates the learning of English in lieu of other languages. Others, like
Lasagabaster (2016), assert that English in higher education threatens plurilingualism by
marginalizing local and minority languages. He argues that this marginalization may actually
cause some students to develop negative attitudes toward English. Consequently, Doiz et al.
(2014a) recommend a more flexible and balanced approach to EMI teaching practices in order
to help students warm to multilingualism, placing less importance on correctness, recognizing
the inevitability of L1 interference, and allowing for students to draw from their L1. Relatedly,
Van der Walt (2013) supports the promotion of what she calls active biliteracy, which refers
to the activation of the linguistic resources previously acquired in multiple languages, often
suppressed by the student or university due to cultural ideologies about language use. In other
words, EMI instructors should see these languages as a resource instead of a problem.
Similarly, Kuteeva and Airey (2014) contend that universities should make room for disciplinespecific variations to language policies relating to the use of EMI and/or other languages as
vehicular languages. They note that there are fundamental differences between sciences and
humanities in the knowledge-building practices of each, and argue that these dissimilarities
influence how and why students use language. For all of these reasons, some call for more
cultural and linguistic awareness in order to promote a more inclusive kind of plurilingualism
and intercultural dialogue in higher education (Doiz et al., 2014b).
10
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In the inequality perspective, EMI drives inequity by favoring students in high-quality EMI
over students in low-quality EMI, by creating a meaningless institutional hierarchy that rewards
EMI and internationalization, by excluding non-English language content, and by attracting
higher strata students and discouraging lower strata students (Lueg, 2018). An example is Ball
and Lindsay’s (2013) research on the skills and training that instructors believe are necessary
in order to teach EMI more effectively. In their study, EMI instructors question the fairness of
applying the same procedural and conceptual objectives for native and non-native English
speakers who face clear linguistic disadvantages. Consequently, Ball and Lindsay maintain that
EMI instructors should achieve a balance between continuous and summative assessment, and
that they should use assessment criteria that are less linguistically demanding so that non-native
students are able to express their knowledge of concepts more fully. In similar fashion, Santos
et al. (2018) highlight the discrepancies between English proficiency levels in southern Europe
and northern Europe, where students have more exposure and opportunities to use the language.
They explain that students with lower English proficiency levels may feel higher levels of
anxiety in the EMI classroom and that females tend to have more positive attitudes toward EMI
while simultaneously experiencing more anxiety than their male counterparts. Similarly,
Guarda and Helm (2017) discuss the inequality of EMI outcomes caused by instructors’
varying English skills, differing levels of preparedness for EMI teaching, and the number of
students in EMI classes. Larger class sizes result in more heterogeneous English proficiency
levels among students, posing unique challenges for instructors as they attempt to meet
students’ diverse needs and expectations. In like manner, Mancho-Barés and Aguilar-Pérez
(2020) expose inequalities derived from instructors’ teaching practices. They explain that even
though EMI instructors commonly reject the notion of English teaching as part of their
academic responsabilities, many EMI instructors actually provide their students with corrective
language feedback, thus aiding in their development and perfection of professional English.
That said, beneficial feedback is not guaranteed to all students, especially because the
objectives of EMI are not language-based. Additionally, the provision of feedback, as well as
its quality, depend on the professional characteristics of each instructor. For this reason,
Mancho-Barés and Aguilar-Perez recommend that policymakers implement EMI and
ESP/EAP together, so that all students can improve their English via feedback from content
and language experts alike.
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2.4

Englishization and EMI as Language Management Choices

In response to internationalization, universities usually choose to adopt one of three
approaches: a monolingual (almost exclusively English) policy, a bilingual (English and the
national language) policy, or a trilingual (English, the national language and the regional
language) policy (Risager, 2012). For example, universities in Catalonia, such as the University
of Lleida, often adopt trilingual policies, where English, Catalan, and Spanish may be used as
vehicular languages, but not simultaneously. In essence, the degree to which universities
embrace or reject Englishization and EMI reflects their language policy choices, as explained
by Spolsky (2006: 2160):
Language policy is about choice. It may be the choice of a specific sound, or
expression, or of a specific variety of language. It may be the choice regularly
made by an individual, or a socially defined group of individuals, or a body with
authority over a defined group of individuals. It may be discovered in the
linguistic behavior (language practices) of the individual or group. It may also
be discovered in the ideology or beliefs about language of the individual or
group. Finally, it may be made explicit in the formal language management or
planning decisions of an authorized body.
In the school domain, for its role in socialization and consequential development of linguistic
competence, choices about which languages are used as a medium of instruction are of utmost
importance (Spolsky, 2005). Decisions about which languages students should learn and how
early to introduce them, and how much attention educators should give to global languages or
minority languages, are all made in the school domain. Most schools make decisions based on
the official national language policies that govern them (Spolsky, 2004). In all, decisions about
vehicular languages are ultimately language policy decisions, but they are most accurately
described as a particular form of language management. The below overview of Spolsky’s
approach to language policy clarifies this distinction.
Spolsky (2004) articulates language policy in three components: language practices (linguistic
behaviors), language beliefs (shared ideas about appropriate language practices), and language
management (explicit plans or policies about language use) of a community or polity. He
emphasizes that these three components are not necessarily congruent: “The way people speak,
the way they think they should speak, and the way they think other people should speak may
regularly differ” (Spolsky, 2005: 2160). Moreover, beliefs are derived from and influence
practices, and practices can simultaneously provide a foundation for, and be modified by,
12
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language management. Language policy choices are therefore best studied within the
multilayered ecological context wherein they occur, taking into account a complex
combination of sociolinguistic factors, language ideologies, pressures of English as a world
language, and notions of language rights (Spolsky, 2004).
Lasagabaster (2016) illustrates the multidimensional aspects of European educational language
policy in reference to four levels: macro (European), meso (state), micro (university), and nano
(stakeholders). The macro and meso levels refer to supranational and national initiatives to
either promote and/or protect languages or eliminate others, such as the European
Commission’s directives with relation to plurilingualism and the national policies that
determine which languages are taught in schools. This current study, which will be reported in
subsequent sections, is concerned with Lasagabaster’s micro and nano levels, the levels that
deal with the language policies of higher education institutions and how stakeholders’ beliefs
and ideologies interplay with language management.
Language management refers to the efforts by an authorized body to manipulate the language
situation (Spolsky, 2004). As universities adopt explicit policies with respect to English and/or
EMI, they are carrying out a form of language management. The success of these efforts
ultimately may depend on their alignment with the beliefs and practices of the university
community: “Language management remains a dream until it is implemented, and its potential
for implementation depends in large measure on its congruity to the practices and ideology of
the community” (Spolsky, 2005: 2161). Nevertheless, many of the language management
decisions about English and EMI at universities take a top-down approach and rarely heed the
serious concerns of stakeholders like students and EMI instructors (Denver et al, 2017; Macaro
et al., 2018; Sabaté-Dalmau, 2016).

2.5

Language Ideology and Beliefs about English Proficiency and EMI

With these aspects of Spolsky’s theory in mind, this study aims to understand how students at
the University of Andorra (UdA) support, reject, and/or tolerate EMI, and the importance they
endow to English language skills. An analysis of language management decisions and their
congruency with beliefs and ideologies, in light of the complex ecological context of Andorra
and UdA, may help to discern the degree to which language planning is likely to succeed. This
research, therefore, focuses on two components of Spolsky’s theoretical framework: language
management, which has been explained in the foregoing section, and language beliefs and
13
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ideologies. Data concerning language practices, although fundamental to understanding the
University of Andorra’s language policy, have been excluded from this study and should be
explored in future research. This current section will briefly explain language beliefs and
ideologies, and it will subsequently provide an overview of relevant research on students’
beliefs about English proficiency and EMI in higher education.
Spolsky’s (2004) component of language ideology and beliefs refers to a particular group’s set
of beliefs and assumptions about appropriate language practices and the prestige and values
assigned to particular language varieties. He summarizes language ideology as “language
policy with the manager left out, what people think should be done” (2004: 14). While this
study explores language beliefs and ideology in relation to Spolsky’s theoretical framework,
applied linguists often discuss language hierarchy, evaluations, and judgements under the
umbrella term “language attitudes” (O’Rourke & Hogan-Brun, 2012). Researchers tend to
agree that language attitudes are learned via our social environment and our personal
experiences, and they are described in terms of cognition (beliefs), affect (feelings, favorability
vs unfavorability, approval vs disapproval, etc.), and behavior (predispositions to act in certain
ways). Some language attitudes are believed to be subjective to change, whereas other attitudes,
due to their socially-structured origins, and especially those learned early in life, are more
durable (Garrett, 2012). Language policies operate on the optimistic assumption that language
attitudes can or should change (O’Rourke & Hogan-Brun, 2012).
Macaro et al. (2018) provide a comprehensive summary of EMI research on university
students’ beliefs about the usefulness of English, their abilities to participate in EMI, and the
effects of EMI on content learning and their English language skills. Among the studies they
reviewed, some students associated English proficiency with career enhancement (Ellili-Cherif
& Alkhateeband, 2015) and others saw EMI as a way to improve their English overall (Byun
et al., 2015; Chapple, 2015). Also, some students associated English with modernization and
prestige (Earls, 2016a; Ellili-Cherif & Alkhateeband, 2015). However, some questioned the
usefulness of EMI in all subjects and suggested that EMI might be more suitable for courses
with international content (Earls, 2016a). With respect to the perceived effects of EMI on
content learning, almost all of the studies on instructors’ and students’ beliefs about EMI
exposed generalized concerns related to students’ insufficient language skills (Cho, 2012;
Hensadeekul et al., 2014; Khan, 2013; Kirkgöz, 2014; West et al., 2015). These students
acknowledged difficulties in understanding lectures and materials, impaired overall learning of
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Students’ Beliefs about English Proficiency and English-Medium Instruction at the University of Andorra – Alisa M. Vaughan

content when compared to content learning in local languages, hesitancy to participate, and
fears of negative evaluation and social comparison. With respect to the effects of EMI on
English proficiency, some students perceived improvement, mostly in their listening
comprehension (Yeh, 2014), while some did not progress at all and some students even
regressed (Bozdoğan & Karlidağ, 2013).
Beyond the studies cited by Macaro et al.’s (2018) review, EMI students in other studies have
perceived benefits in relation to their sense of achievement (Fidan Uçar & Soruç, 2018),
general English proficiency (Clark, 2017; Tatzl, 2011), and the acquisition of disciplinespecific vocabulary (Ackerley, 2017; Aguilar & Rodríguez, 2012). However, some students in
these studies believe that learning through EMI requires more of an effort than learning through
their L1, largely in terms of lecture comprehension, class participation, and greater workload
(Aguilar & Rodríguez, 2012; Airey, 2009; Cots et al., 2016; Tatzl, 2011). For this reason, some
students use strategies in order to overcome these added challenges by drawing from other
languages in their linguistic repertoires through translanguaging and codeswitching (FujimotoAdamson & Adamson, 2018; Moore et al., 2013; Van der Welt, 2013), adapting their
notetaking styles (Airey & Linder, 2007), and improving their study time management and
effort regulation (Rivero-Menéndez et al., 2018).
In addition to the general findings described above, which include students from Asia, Europe,
and the Middle East, details of studies carried out in European multilingual universities,
especially where minority languages are used, are particularly relevant to our research, given
the multilingual ecology of Andorra (see section 3.2). Many of these do not limit their scope
to attitudes toward EMI, but rather discuss combined attitudes toward internationalization,
multilingualism, Englishization, and EMI. For instance, one study by Lindström and Sylvin
(2014) at the University of Helsinki, used focus group discussions to explore how different
stakeholders experience language policy. Like many of the studies already discussed, students
believed English to be predominantly useful in internationalization and science, and most
students expressed a desire and willingness to participate in EMI. At the same time, due to their
perceived low English proficiency, they expressed a certain level of hesitancy to use English
in academic writing. Additionally, they reported that learning content in English was
significantly more difficult than in Swedish or Finnish.
A further example is Cots et al.’s (2016) comparative study at Cardiff University, the
University of Lleida, and the University of the Basque Country, which used questionnaires to
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assess local and international students’ beliefs about internationalization, multilingualism, and,
indirectly,

English

and

EMI.

Some

positive

stances

by

students

toward

multilingualism/Englishization included the increased exposure to languages and opportunities
to practice languages, the chance to study in their preferred language (mainly international
students and Welsh students), cultural diversity, better understanding and tolerance of
differences, and career enhancement. Negative stances included difficulties in understanding
courses taught in other languages and a consequential reduction of taught/learned content, more
effort (workload, time), social isolation, and inequality of education received by students due
to their varying abilities to understand lectures. A striking conclusion from the study was the
large number (48%) of Basque students who associated multilingualism with a loss of Basque
language. Researchers concluded that these beliefs stem from the Basque Country’s unique
sociolinguistic context, in which students’ fears could refer to Spanish and/or English. These
views of Englishization as a threat to Basque and Catalan have also been observed in research
in similar studies (Garrett & Gallego Balsà, 2014) and comparable contexts (Doiz et al., 2013),
wherein students attest that the prioritization of English at universities has resulted in fewer
opportunities to use minority languages.
Another relevant study is Sabaté-Dalmau’s (2016) research at the Autonomous University of
Barcelona. In this study, the researcher asked EMI students3 to explain their perspectives on
English as a lingua franca using essay writing. Overall, whereas a few students in her study
saw Englishization as a threat to minority languages and cultures, most students reported
positive attitudes toward English, emphasizing its usefulness in career enhancement, academic
achievement, and intercultural communication. However, some students felt that universities
should also encourage the learning of other languages. Sabaté-Dalmau argued that some of
these favorable positions toward English could be derived from the complex Spanish-Catalan
relationship in Catalonia and students’ perceptions of English as a neutral language. Finally, in
regards to English proficiency, students felt positively about using official language tests to

3

These students were enrolled in Combined Languages degrees at the Faculty of Letters, designed to prepare
students for language-based careers by developing proficiency in English and at least one other language. Students
completed nearly half of their credits (105 ECTS) in English-taught subjects and students chose between French,
Catalan, Spanish, or Classics (Latin and Greek) as the vehicular language(s) of another 105 ECTS credits in which
to receive instruction. Course content focused on the language, literature, and culture of each language. Students
also had the option to complete a third module of 30 ECTS with coursework in German, French, Italian, Galician,
or Basque.
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measure language skills and, surprisingly, students with lower proficiency did not take a
negative stance toward English.
As to students’ beliefs about their instructors’ linguistic shortcomings in English, several
studies discuss students’ dissatisfaction with their instructors’ proficiency levels (Doiz et al.,
2019). A study by Denver et al. (2017) at the University of Copenhagen found that students
were more critical of instructors with whom they shared the same L1. They concluded that
students’ perceptions of their instructors’ competency levels were related to their ability to
understand lectures, determined mostly by instructors’ formal language skills and their metadiscursive abilities. Likewise, Jensen et al. (2013) also claimed that students’ beliefs about their
instructors’ competency levels were largely determined by how students viewed their
instructors’ English proficiency. Finally, in the same way, in Studer and Konstantinidou’s
(2015) research at the Zurich University of Applied Sciences, students affirmed that EMI
instructors’ lack of English proficiency had affected their teaching efficiency, meaning that
EMI students ultimately learned less content than students enrolled in German-taught courses.
Finally, a study by Moratinos-Johnston et al. (2018) at the University of the Balearic Islands,
explored the effects of English-taught courses4 on self-confidence in English. The study used
a mixed methods approach via surveys and questionnaires and included students from diverse
fields of study. Researchers aimed to understand how students perceived their own language
skills and how those perceptions changed in relation to the number of English-taught courses
they completed. They based their hypotheses on research by Dörnyei (2005), which had
demonstrated the positive effects of linguistic self-confidence on learning motivation. In like
manner, Sampasivam and Clément (2014) had shown that students’ self-confidence depended
on frequency of contact with a second language, the quality of contact, specifically the
pleasantness of the contact, and students’ language proficiency levels. Additionally, Studer and
Konstantinidou’s (2015) research in Switzerland had also demonstrated a correlation between
strengthened self-confidence and more positive attitudes toward EMI. As expected, MoratinosJohnston et al.’s (2018) overall results concluded that, as students participate in English-taught

4

While the authors use the term Integrating Content and Learning in Higher Education (ICLHE), which they
define as a continuation of CLIL at the tertiary level, they also refer to ICLHE, English-taught programs, and EMI
interchangeably. This may be problematic for fundamental reasons previously explained in this theoretical
framework, mostly because the use of ICLHE (or CLIL) implies a pedagogical intervention where content
objectives and language objectives alike are planned, taught, and eventually assessed, but the results of the study
do provide some valuable insights, and I have included them for this reason.
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courses, their perceived English proficiency levels and attitudes toward English improved, with
a noticeable difference after participating in their fourth English-taught course.
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3

RESEARCH CONTEXT

3.1

Andorra

The Principality of Andorra is a microstate in the Pyrenees, located between Spain and France.
The country’s historical, sociocultural, and linguistic ties to its neighbors are embodied in its
parliamentary co-principality, whose co-princes are the president of France and the bishop of
Urgell from nearby Catalonia. Culturally speaking, Andorra’s relationship with Catalonia is
especially noteworthy, as they share a common language, which is Catalan, and many of the
same traditions. Moreover, the country’s economic transformation over the last century from
an agriculturally-based society to one dependent on tourism, finance, and commerce has
attracted large numbers of immigrants from Spain, France, and Portugal, drastically reshaping
the country’s demographics (Lluelles, 2007). In 2018, of its 80,275 official residents, 48.8%
were Andorran, 25.1% were Spanish, 12.0% were Portuguese, and 4.4% were French (Govern
d’Andorra, 2019). Additionally, the frequent flux of visitors to and from neighboring countries
for tourism and employment has solidified their shared economic and social connections
(Almarcha París & Recerques, 2010).

3.2

National Language Policy in a Plurilingual Country

Andorran national language policy is best understood when taking into consideration the
precarious situation of Catalan as a minority language on a worldwide level, in competition
with the more favorably positioned native languages of Andorra’s large immigrant population
(Revuelta Novell, 2018). Andorra is the only country in the world with Catalan as its sole
official language, having acquired its status under Article 2.1 of the Constitution in 1993.
Nonetheless, it was not until the 1999 Llei d’ordenació de l’ús de la llengua oficial (Law on
Official Language Use Planning) that the Government regulated its status, granting Catalan
special protections and implementing measures to encourage its use (Molla, 2003).
Over the last twenty years, the Government has carried out numerous studies to monitor the
language proficiency levels and language practices of its residents, including a longitudinal
study by the Language Policy Service on language proficiency and use in Andorra. With the
most recent data collected in 2018, this study found that language proficiency levels, which
they reported on a scale from 1 to 10, were highest in Spanish (9.3) and Catalan (8), and levels
in French (5.4), English (4.3), and Portuguese (3.1) were substantially lower. Of these
19
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languages, Catalan and Spanish were the most frequently used languages, followed by French,
Portuguese, and to a much lesser extent, English and other languages. Remarkably, participants
estimated that they use English only 3.2% of the time (Govern d'Andorra, 2019).

3.3

Education Systems and English

There are three free education systems in Andorra: French, Spanish, and Andorran. During the
2019-2020 academic year, there were 10,979 students enrolled in nursery, primary, and
secondary education in the country, distributed between 32 centers of learning. The largest
percentage of these students belonged to the Andorran system (41.3%), followed by the French
system (32.1%), and the Spanish system (25.9%) (Govern d’Andorra, 2020).5
Even though the 1993 Llei qualificada d’educació (Organic Education Law) guarantees the
teaching of Catalan and Andorran-specific content in the curricula of all education systems, the
Law also underscores the Andorran education system’s commitment to the promotion of other
languages, granting permission for any language, in addition to Catalan, to be used as a
vehicular language (Marquet, 2000). Language policies in the French and Spanish education
systems, including those concerned with the selection of languages to be used for teaching
content, are otherwise decided by the education authorities from their respective governments
(Pérez & Calvo, 2012). In this way, the languages used for instruction and the approaches to
English as a Foreign Language (EFL) vary substantially between systems. The French system
uses French as a vehicular language and teaches EFL in primary and secondary schools.
Curiously, the Spanish system includes both public and Catholic schools and both have distinct
language policies. For instance, Spanish public schools use Spanish as a vehicular language
and teach EFL in both primary and secondary schools, whereas Spanish Catholic schools use
Catalan as a vehicular language and teach EFL in nursery, primary, and secondary schools
(Huguet et al., 2014).
The Andorran system, which depends on the Andorran Ministry of Education, currently uses
Catalan and French as vehicular languages and teaches EFL in both primary and secondary
schools (Huguet et al., 2014). A recent undertaking by the Ministry of Education to restructure
the Andorran education system’s curriculum, the Pla Estratègic per a la Renovació i Millora

5

One private school from the British school system was established in 2018, which accounts for 0.8% of Andorran
students.
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del Sistema Educatiu Andorrà - PERMSEA (Strategic Plan for the Renewal and Improvement
of the Andorran Education System), calls for a plurilingual and pluricultural communicative
approach to language learning “a través d’una perspectiva conjunta en l’ensenyament i l’ús
vehicular de totes les llengües d’ensenyament” [through a joint perspective in the teaching and
vehicular use of all taught languages] (Ministeri d’Educació i Ensenyament Superior, 2017: 5).
Nevertheless, although contemplated in the PERMSEA, and despite intentions by leading
educational authorities in the Ministry of Education to introduce English as a vehicular
language, the official move to incorporate this change in the Andorran curriculum has not yet
taken place (Van Santvoort, 2019).

3.4

University of Andorra: Language Policy, Internationalization, and EMI

The University of Andorra (UdA) is the country’s only public university, offering academic
and professional training through both on-campus and online learning. During the 2019-2020
academic year, there were 542 students in official undergraduate and graduate programs at
UdA and an additional 1,426 students in lifelong learning programs. The majority of UdA’s
undergraduate students were enrolled in its four on-campus bachelor’s degrees in Nursing,
Teaching and Learning, Computer Science, and Business Administration (Universitat
d’Andorra, 2020).6 Of the entire student body, 62.2% had completed their secondary education
in Andorra, 25.6% in Spain, 3.7% in France, and 8.5% in other countries (L’UdA en xifres,
2020).
Like many higher education institutions around the world (Coleman et al., 2018), the university
is undergoing structural changes in order to prioritize English as a means to promote
internationalization and adapt to globalization while simultaneously preserving its plurilingual
identity (Política lingüística, 2021). UdA’s main working and teaching language is Catalan, as
stipulated under Article 11 of the 2018 Llei de l’Ensenyament Superior (Higher Education
Law), which grants Catalan its position as the llengua pròpia [own language] of higher
education (Consell General, 2018). At the same time, Article 11 of the same Law also dictates
that institutions must promote linguistic competences in other languages and that other
languages may be used as vehicular languages in research and academic programs. Hence, the

UdA’s bachelor’s degrees require 180 ECTS credits and are completed over a period of three years (full-time).
An on-campus two-year (120 ECTS) post-baccalaureate Bachelor of Specialty in Obstetrical and Gynecological
Nursing is also offered (Universitat d’Andorra, 2020).
6
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objectives outlined in UdA’s main language policy document, its 2018 Pla d’Acció per al
Multilingüisme – PAM (Plan of Action for Multilingualism), are organized according to two
axes:

Catalan,

as

the

university’s

“own

language,”

and

multilingualism

and

internationalization, with a prioritization of English (Grup de Recerca en Llengües de la
Universitat d’Andorra, 2018). The PAM explains that its multilingualism goals respond “ … a
les necessitats dels àmbits acadèmic i laboral, cada dia més globals, mitjançant el coneixement
i l’ús de llengües, que poden ser vehiculars, amb un èmfasi especial en la llengua anglesa com
a llengua franca de comunicació científica i internacional” [ … to the needs of academic and
professional spheres, which are more global every day, through the knowledge of languages,
which may be vehicular languages, with a special emphasis on English as a lingua franca in
international and scientific communication] (2018: 2). The PAM also accentuates language
knowledge, primarily knowledge of English, as a necessity for international mobility: “Un
aspecte fonamental per fer possible la mobilitat és el coneixement de llengües, especialment
l’anglès” [Fundamental to making mobility possible is the knowledge of languages, especially
English] (2018: 6). Beyond the PAM, UdA’s institutional prioritization of English and its
commitment to internationalization are reiterated in its 2018-2022 Strategic Plan (Universitat
d’Andorra, 2018), wherein it identifies English as a working language and an essential tool for
achieving its internationalization goals: “English is a working language along with Catalan in
all university areas. These working languages coexist with the knowledge and use of other
languages” (2018: 8); and “Objective 4.2: Increase the number of international students by
incorporating the English language as a working language” (2018: 11).
In order to identify some of the general characteristics of UdA’s language beliefs, attitudes,
and practices, particularly in regards to English, UdA’s Grup de Recerca en Llengües – GREL
(Research Group on Languages) performed an English proficiency test on students and carried
out sociolinguistic surveys at two different moments during the 2010-2011 and 2011-2012
academic years. Of the students who participated in the research, 29.78% indicated Spanish as
their first language, followed by Catalan (27.65%), Portuguese (14.36%), French (12.76%),
other languages (12.23%), and both Catalan and Spanish (3.19%). Also, respondents reported
Catalan as the main language used between students and teaching staff both inside and outside
the classroom. As to other languages, students stated that Spanish was their strongest language
and English was their weakest language, although they expressed a general desire to learn more
English in the future. When GREL asked students about their willingness to participate in EMI,
32% strongly opposed EMI, 34% were strongly in favor of EMI, and 33% were open to the
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idea of EMI but did not have a strong opinion for or against it. Importantly, the study revealed
that UdA students were insufficiently prepared for EMI, as determined by their scores on the
English proficiency test and their self-reported levels (Bastida et al., 2015).
UdA’s language policies have been more clearly defined since the GREL’s 2015 publication
and the details of UdA’s current policies are explained in three separate sections of the 2018
PAM. The first section is related to its Catalan-specific objectives, which aim to expand its
knowledge and use, raise the linguistic quality of Catalan used by UdA stakeholders, and
encourage positive attitudes toward the language. The other two sections outline UdA’s
policies related to internationalization and multilingualism. On one hand, they specify the
actions UdA has taken in order to further the knowledge and use of languages (other than
English and Catalan), which consist of (Grup de Recerca en Llengües de la Universitat
d’Andorra, 2018: 24):
•

the use of French as a vehicular language in the Bachelor of Teaching and Learning;

•

Portuguese language and culture courses (offered by Camões Institute);

•

Chinese language and culture courses (offered by Confucius Institute); and

•

French language courses for personnel.

On the other hand, they describe the numerous ways in which UdA has moved to expand the
knowledge and use of English, including (Grup de Recerca en Llengües de la Universitat
d’Andorra, 2018: 2-3):
•

English language courses for personnel;

•

the employment of Oxford University’s English Placement Test (Oxford Placement
Test) as a tool for measuring students’ English proficiency levels upon admission
and before graduation;

•

the establishment of a B2.2 English proficiency level according to the Common
European Framework of Reference for Languages7 as a graduation requirement for
all students;

7

The Common European Framework of Reference for Languages (CEFR) is an instrument introduced by the
Council of Europe in 2002 for measuring language proficiency. The system organizes competencies according to
a six-level system: A1-A2 (basic user), B1-B2 (independent user), and C1-C2 (proficient user) (Common
European Framework of Reference for Languages: Learning, Teaching, Assessment, 2020).
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•

proposed (extracurricular) English language preparatory courses8 for students in
order to help students achieve a B1.1 level in preparation for EMI;

•

the implementation of EMI in all on-campus bachelor’s degrees; and

•

EMI preparatory courses for instructors and students.

The PAM justifies the application of EMI as a means to promote mobility and ensure students
reach its B2.2 English proficiency graduation requirement. It recommends that UdA apply EMI
to curricula gradually once students have acquired the necessary proficiency level to follow
courses adequately and that UdA distribute EMI courses in the academic calendar in a way that
facilitates student mobility between UdA and other universities (Grup de Recerca en Llengües
de la Universitat d’Andorra, 2018). The document refers to EMI as a necessary complement to
English language courses: “ … per preparar els estudiants per poder viure en anglès, les
assignatures de llengua anglesa com a tal no són suficients. En canvi, vehicular continguts en
anglès fa que augmenti la motivació per aprendre la llengua i que s’utilitzin de manera plena
els recursos comunicatius que aquesta ens ofereix” [ … to prepare students to live in English,
English language courses by themselves are insufficient. However, content learning in English
increases motivation to learn the language and to use all of the communicative resources it
offers] (2018: 16-17).
During the 2019-2020 academic year, when the data for this current study was collected, in
line with the PAM’s goals specific to English as a vehicular language, UdA’s EMI course
offerings included a total of seventeen subjects distributed across all four on-campus
undergraduate disciplines, which are displayed in Table 1:

8

At the time of this research (2019-2020 academic year), English 1 and 2 were included in the first two semesters
of UdA’s Computer Science and Business Administration curricula (12 credits), but were not offered in Nursing
or in Teaching and Learning curricula (Les llengües als bàtxelors, 2020). In order to address shortcomings in the
linguistic preparation of these students and better prepare them to participate in EMI, the 2018 PAM recommends
the creation of these preparatory courses. The first preparatory course was offered in September 2020 (Curs
preparatori de nivell B1 de llengua anglesa, 2020) to all students with a proficiency level below B1, which was
scheduled after this research was gathered. It should be noted that as of September 2020, the Bachelor of Computer
Science has also eliminated English 1 and 2 from its curriculum (Bàtxelor en informàtica, 2020).
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BACHELOR OF

 Nutrition and Dietetics (some Catalan-taught content)

NURSING

 Nurse Leadership
 Documentation and ICT
 Biostatistics

BACHELOR OF

 Business Management

COMPUTER

 Degree Final Project

SCIENCE

 Statistics
 Networks II
 Operating Systems

BACHELOR OF

 Auditing

BUSINESS

 International Trade (offered in both fall and spring semesters)

ADMINISTRATION

 Human Resources
 Commercial Management II
 Computing Tools II

BACHELOR OF
TEACHING AND
LEARNING

 Teaching and Learning of Content in a Foreign Language I
(module with both Catalan and English-taught sections)
 Teaching and Learning of Experimental Sciences II (module with
both Catalan and English-taught sections)
Table 1. 2019-2020 EMI Course offerings (Llengües, 2020).
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4

RESEARCH DESIGN

4.1

Research Questions

Globalization and the internationalization of higher education have directly impacted language
management, beliefs, and practices at universities, and they have contributed to the
Englishization of institutions and the proliferation of EMI (Coleman, 2006; Cots et al., 2014;
Lanvers & Hultgren, 2018; Sabaté-Dalmau, 2016). The University of Andorra’s complex
linguistic ecology described in section 3.4, together with the limited research that has been
conducted on students’ perceptions of English proficiency and EMI at UdA, provide a valuable
context for exploring students’ beliefs about language management. Therefore, on account of
this reality, and pursuant to the foregoing theoretical framework, this study aims to answer the
following research questions:
❖ What are the linguistic and educational backgrounds of students enrolled in EMI
courses at UdA?
❖ What are UdA students’ perspectives of EMI as a tool for learning content and English?
❖ How do students’ and instructors’ English proficiency levels affect students’ beliefs
about EMI?

4.2

Research Paradigm and Research Instrument

This study is based on the qualitative paradigm. Qualitative researchers aim to describe and
clarify multidimensional human life experiences (Polkinghorne, 2005). Like most qualitative
research, it adopts an interpretivist view, meaning that it focuses on how people interpret and
experience the world, and it uses people and their perceptions, understanding, and meanings as
its main source of data (Mason, 2002). Qualitative researchers, therefore, use an inductive
approach to interpret these experiences, analyzing textual and audiovisual data in order to find
meaning through themes and patterns (Creswell, 2009).
With regard to the selected instrument for this study, it is important to note that UdA shifted to
online learning in the spring of 2020 as a result of the Covid-19 pandemic outbreak, at a time
when this research had already begun. Initially, the researcher intended to use semi-structured
group interviews as her main data collection instrument. She planned to perform interviews at
two different moments: once during the first weeks of EMI and again during the final weeks
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of EMI. Due to the nationwide lockdown, however, students were unable to participate in the
interview process, citing difficulties in scheduling, more coursework caused by online learning,
and general emotional distress. Consequently, the researcher chose a single questionnaire with
open answers as the most logical and suitable alternative because students could respond via
email at a convenient time. It was sent to students near the end of the semester.
Qualitative research is most commonly conducted in the form of interviews, observations,
document analysis, and, less commonly, open-ended questionnaires (Baxter et al., 2008). Some
noted advantages of self-administered questionnaires include their practicality for both the
researcher and the respondent, the increased time they allow for self-reflection in responding
to questions, and the anonymity or “distance” from the researcher, which may allow some
respondents to feel more comfortable and willing to share their opinions (Braun et al., 2020).
Despite these advantages, questionnaires pose unique challenges to the qualitative researcher,
as well. In order for the questionnaires to yield the desired information, the researcher must
choose wording that is concise and unambiguous to avoid confusion about his/her intended
meanings, and questions should encourage unbiased, profound reflection and sharing (Braun
et al., 2020).
The researcher administered the questionnaire via email and instructed respondents to answer
the questions as thoroughly as possible and to contact her for any necessary assistance or
clarifications. The questionnaires consisted of seventeen (Questionnaire A) and fifteen
(Questionnaire B)9 open questions in Catalan, which aimed to answer the following five subquestions:


What are students’ linguistic and educational backgrounds?



What are students’ beliefs about the usefulness of English in their studies and
prospective careers?



How do students perceive their English language skills?



What are students’ beliefs about EMI as a tool for learning English and content?



What are students’ attitudes about having compulsory EMI in their studies?

UdA’s shift to online learning in the spring of 2020 explains discrepancies between the number
of questions administered to students. Whereas students from the Bachelor of Business

9

See below the explanation for having two different numbers of questions.
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Administration and Bachelor of Computer Science participated in both in-person and online
EMI due to the lockdown (hence answering 17 questions), students from the Bachelor of
Nursing followed a different academic calendar than other students and had already fully
completed their EMI courses on campus by the time the lockdown began (hence answering 15
questions). Questions related to the online pedagogical paradigm that EMI subjects had to
accommodate, were added to the questionnaire so that students in the first group could reflect
on this experience. The full list of questions for both questionnaires (A/B) is available in the
appendix.

4.3

Participants

Ten students from three different bachelor’s degrees at UdA completed the questionnaire in
spring 2020, including two students from the Bachelor of Computer Science, four students
from the Bachelor of Business Administration, and four students from the Bachelor of Nursing.
At the moment they completed the questionnaire, all ten students were enrolled in or had
recently completed EMI courses for the first time. Having requested and received written
authorization from UdA’s Academic Board,10 the researcher contacted EMI course instructors
via email in order to present the research project to students. The resulting interested candidates
read and signed the research information sheets and informed consent forms.
The strategy for student recruitment was that of maximum variation sampling, a purposive
sampling that allows us to achieve a wide variation of responses and identify commonalities.
A purposive sampling is useful in providing the rich, varied insights needed to enhance our
understanding of a topic (Dörnyei, 2007). In order to achieve a maximum variation sampling
of respondents, the researcher considered two factors in the selection of candidates: the
education systems where students had completed their secondary studies and their English
proficiency levels. Candidates provided this information on the informed consent form11 (the
consent form is available in the appendix). Students reported their English proficiency levels
according to the CEFR scores they had received on the Oxford Placement Test, which most
students had completed at the time of admission to UdA. Those students who had not received
their Oxford Placement Test results granted the researcher written permission to access their

UdA’s Academic Board granted the researcher permission to perform this study and request students’ consent
to access their Oxford Placement Test scores. Copies of the authorization documents are included in the appendix.
11
UdA’s Academic Board granted the researcher permission to request this information in the informed consent
form.
10
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scores.12 Two additional students from the Bachelor of Computer Science responded to the
questionnaire, but they had not taken the Oxford Placement Test and the researcher omitted
these two students from the sampling in order to guarantee objectivity. Moreover, just as the
Covid-19 pandemic affected the tool of inquiry, the lockdown substantially impacted the
willingness of some candidates to participate. For this reason, although the researcher intended
to include an equal number of respondents from all four on-campus bachelor’s programs for
the sake of more accurately representing UdA’s campus, students from the Bachelor of
Teaching and Learning did not respond to the questionnaire and the researcher has hence
excluded them from the sampling, as well.13
The resulting maximum variation sampling (see Table 2 below) included ten respondents from
three bachelor’s degrees. Eight students had completed their pre-university schooling in the
Andorran, French, and Spanish education systems in Andorra, and two students had completed
their pre-university schooling in Catalonia, Spain.14 Overall, the English proficiency levels of
participants ranged from A2 to C1. For practical and ethical reasons, the researcher assigned
each student an identification code, which helped to discern between participants during
analysis while at the same time preserving their anonymity in the research findings. Each code
communicates four types of information: each student’s bachelor’s degree (C for Computer
Science, B for Business Administration, and N for Nursing), a number (1-4) to differentiate
students within each degree, their CEFR English proficiency level according to the Oxford
Placement Test, and the education system where they completed their secondary education
(AND for the Andorran education system, FR for the French education system, SP for the
Spanish education system in Andorra, and CAT for the Spanish education system in Catalonia).

12

Of the ten selected respondents, seven students granted the researcher permission to access their Oxford
Placement Test scores and three students provided their scores themselves.
13
The study aimed to incorporate four students from each bachelor’s degree for a total of sixteen respondents,
which would have included four students from the Bachelor of Teaching and Learning and two additional students
from the Bachelor of Computer Science.
14
As explained in the Research Context section, approximately 26% of UdA’s students completed their secondary
education in Spain. The researcher included these two students in order to achieve a more comprehensive student
sampling.
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Bachelor of Business Administration
ID Code

CEFR English Proficiency Level

Education System

B1B2FR

B2

French

B2B1SP

B1

Spanish (Catholic)

B3B1CAT

B1

Spanish (Catalonia)

B4B1FR

B1

French

ID Code

CEFR English Proficiency Level

Education System

N1B1AND

B1

Andorran

N2A2AND

A2

Andorran

N3B2FR

B2

French

N4B1CAT

B1

Spanish (Catalonia)

Bachelor of Nursing

Bachelor of Computer Science
ID Code

CEFR English Proficiency Level

Education System

C1C1AND

C1

Andorran

C2A2B1FR

A2/B1

French

Table 2. Characteristics of student sampling

4.4

Data Collection and Analysis

The researcher received the questionnaires via email in spring 2020 and translated them into
English. Subsequently, the researcher analyzed the qualitative data from the open-ended
questions in order to identify codes, categories, and themes, using the principles from Saldaña’s
(2016) model displayed in the following scheme (see Figure 1):
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Figure 1. Saldaña’s qualitative analysis scheme (2016:14)

The researcher coded data using two coding cycles. During the first coding cycle, the researcher
used a combination of elemental and affective methods, including descriptive coding (codes
using descriptive nouns to summarize basic topics), in vivo coding (codes taken verbatim from
the data and placed in quotation marks), values coding (codes related to values, attitudes, and
beliefs), and versus coding (codes related to conflict between two groups i.e., one group versus
another). During the second coding cycle, the researcher organized the data using focus coding
(identifying the most frequent or significant codes to create categories) and axial coding
(relating categories to subcategories and defining their properties and dimensions), aided by
diagrams and codeweaving, a narrative technique described by Saldaña (2016) that integrates
codes and phrases in order to understand how they correlate. The description and analysis of
the final resulting themes are presented in the Findings and Discussion of this research (see
sections 5 and 6 respectively).
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5

FINDINGS

An analysis of the ten questionnaires reveals four general themes: 1) adequacy of language
proficiency and linguistic preparation; 2) rationalizing the prioritization of languages; 3)
benefits of EMI; and 4) negotiating the suitability of EMI. These themes are discussed below.

5.1

Adequacy of Language Proficiency and Linguistic Preparation

As explained in the foregoing Research Context section, the University of Andorra’s language
ecology is diverse and complex. UdA students are plurilingual, having inherited from their
families and attained through schooling and their environment varying degrees of proficiency
in several different languages. This first section examines students’ beliefs about the adequacy
of their language proficiency and the linguistic preparation they have received.
5.1.1 Varying Degrees of Plurilingualism
The researcher asked students to explain which languages they know, where they learned them,
and self-assess their proficiency in each language.15
Firstly, an inquiry into students’ language practices at home discloses the following valuable
information (see Table 3), which is juxtaposed, for comparison, with students’ Oxford
Placement Test scores and the education systems where they completed their schooling.

15

Questions 1-4 (Questionnaires A and B)
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Code

Degree

Education system

CEFR English

Bachelor of Nursing
Language (s)

N1B1AND

Catalan

Andorran

B1

spoken at

N2A2AND

Spanish

Andorran

A2

N3B2FR

Spanish

French

B2

N4B1CAT

Spanish

Spanish (Catalonia)

B1

home

Bachelor of Business
Administration
B1B2FR

Catalan, Spanish, French

French

B2

B2B1SP

Catalan

Spanish (Catholic)

B1

B3B1CAT

Catalan, Spanish

Spanish (Catalonia)

B1

B4B1FR

French

French

B1

Bachelor of Computer Science
C1C1AND

Catalan, Spanish

Andorran

C1

C2A2B1FR

Portuguese

French

A2B1

Table 3. Full details – language(s) spoken at home

As Table 3 illustrates, most participating students speak only one language at home: three
students speak only Spanish, two speak only Catalan, one speaks only French, and one speaks
only Portuguese. Notably, all Nursing students belong to this group. Two students from mixedlanguage families speak both Catalan and Spanish at home. Curiously, one student, whose
parents are native Spanish and French speakers, uses Catalan to communicate with family
members.
B1B2FR: My mother is Spanish speaking and my father is French speaking but
at home we have always spoken in Catalan. However, I know all three perfectly.
In regards to schooling, the two students with French as a home language and the only student
with Portuguese as a home language studied in the French education system. All students from
the Andorran and Spanish education systems (including Catalonia) speak either Catalan and/or
Spanish at home.
These data on languages spoken at home are comparable to the GREL’s 2012 findings (see
section 3.4), which identified Spanish as UdA students’ most common native language
(29.78%), followed by Catalan (27.65%), Portuguese (14.36%), and French (12.76%) (Bastida
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et al., 2015). They are also similar to data from the Language Policy Service’s 2018 study
(referenced in section 3.2), which identified Spanish and/or Catalan as the native language(s)
of most residents, and Portuguese and French as the native languages of markedly fewer
residents (Govern d'Andorra, 2019b).
Secondly, when the researcher asked students to indicate which languages they use fluently,
students gave the following responses (displayed in Table 4):
Code

Degree

Education system

CEFR English

Bachelor of Nursing
Language (s) N1B1AND

Catalan, Spanish

Andorran

B1

spoken N2A2AND

Catalan, Spanish, French

Andorran

A2

fluently N3B2FR

Catalan, Spanish, French, English

French

B2

Catalan, Spanish, French

Spanish (Catalonia)

B1

N4B1CAT

Bachelor of Business Administration
B1B2FR

Catalan, Spanish, French

French

B2

B2B1SP

Catalan, Spanish, English

Spanish (Catholic)

B1

B3B1CAT

Catalan, Spanish, French, English

Spanish (Catalonia)

B1

B4B1FR

Catalan, Spanish, French, English,

French

B1

Portuguese
Bachelor of Computer Science
C1C1AND

Catalan, Spanish, French, English

Andorran

C1

C2A2B1FR

Catalan, Spanish, French, English,

French

A2B1

Portuguese
Table 4. Full details – language(s) spoken fluently

As shown, all ten students consider themselves fluent in Spanish and Catalan, eight students
consider themselves fluent in French, and six students consider themselves fluent in English.
Again, when compared to the Language Policy Service’s 2018 data on the language proficiency
of Andorran residents (see section 3.2), these findings highlight similarities between these
respondents and the general Andorran population in that both groups are more proficient in
Spanish and Catalan than in French or English (Govern d’Andorra, 2019). Of the four students
who do not consider themselves fluent in English, two of them studied in the Andorran
education system, one studied in the French education system, and one studied in the Spanish
education system in Catalonia.
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Remarkably, one student from the Andorran system does not consider herself fluent in French,
which is unexpected because French is used as a vehicular language throughout primary and
secondary school in the Andorran education system (see section 3.3). This same student,
despite having attained a B1 level on the Oxford Placement Test, does not consider herself
fluent in English either, meaning that she is the only student who professes to be fluent in just
two languages (Catalan and Spanish). However, this discrepancy could reflect her strict
definition of fluency, which, she emphasizes, must be absent of “difficulty.”
N1B1AND: In Spanish I am able to express myself fluently and without
difficulty. I am able to hold a conversation and also write in French and English
correctly, although with some difficulty.
Likewise, the Oxford Placement Test scores of the six students who consider themselves fluent
in English do not necessarily correspond with their self-reported proficiency levels. Again, this
raises the important question of how students define fluency or, perhaps, the accuracy of the
test as a proficiency measuring tool. Of the students who report fluency in English, one student
received a C1 score, which is the highest level of all participating students, one student received
a B2 score, three students received a B1 score, and one student received an A2/B1 score, which
is one of the lowest scores received by all participating students. Moreover, two of these
students admit to having difficulties with the languages in which they claim to be fluent, further
highlighting distinctions between students in how they define fluency and demonstrating the
limitations of self-reported fluency as a reliable way to ascertain proficiency levels.
B2B1SP: I express myself fluently in Catalan, Spanish, and English, but
sometimes with a degree of difficulty, too.
B4B1FR: Catalan, Spanish, Portuguese, English (I am more or less fluent
according to the topic).
5.1.2 Linguistic Preparedness for Professional Purposes and EMI
Students’ assessments of their linguistic preparedness for their future professional lives reveal
some details of their perceived linguistic strengths and shortcomings.16 Students from all three
bachelor’s degrees and education systems, with a range of proficiency levels (A2-C1), describe
deficiencies in their overall linguistic preparedness for their careers, mostly with relation to

16

Questions 8-9 (Questionnaires A and B)
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English. Students with lower proficiency levels report having more general weaknesses in
English, including difficulties in writing or speaking.
C2A2B1FR: I don’t think it [my English preparation] is sufficient yet. I should
learn more for my future career. I understand it quite well (although there are
some unfamiliar words that hinder my understanding), but writing is more
difficult and sometimes my mind goes blank when I speak.
N2A2AND: My linguistic preparation is good, but I am far from having
achieved mastery, especially in English, and from being able to speak it
fluently…My oral skills are not very fluent.
Students with higher proficiency levels claim to be more confident in their English, but they
also mentioned specific shortcomings related to more advanced skills like idioms, spelling, and
vocabulary.
B4B1FR: I can get by in English, but I am not a person who stands out for my
English … I still need to learn idioms and more intrinsic aspects of the
language.
C1C1AND: I believe it is sufficient, but perhaps I am missing specific
vocabulary … I can communicate and understand in English, just like in every
other language, but sometimes I make spelling mistakes.
N3B2FR: We now know how to search for information correctly (thanks to
Documentation and ICT, and Biostatistics), but we do not know healthcare
vocabulary ...
In general, when the researcher asked students to explain their perceived preparedness for
EMI,17 most students indicated that their English skills, especially the receptive ones, are
sufficient. These students represent every bachelor’s degree, education system, and English
proficiency level.
N3B2FR: They could be better [my English skills], but I think I am handling it
[EMI] okay. I know how to speak English and I understand it perfectly.
B1B2FR: My level is sufficient enough to participate in EMI subjects ...
B2B1SP: Very good. In class I feel comfortable and I can understand everything
without much of a problem.

17

Question 10 (Questionnaires A and B)
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B4B1FR: I consider it [my English preparedness for EMI] to be correct, and
efficient, even if I forget some things and make mistakes.
C1C1AND: I don’t have any problems studying in English.
C2A2B1FR: My linguistic preparation to participate in EMI is sufficient enough
to understand well what they explain and request.
This contrasts with GREL’s 2012 data that showed most UdA students to be insufficiently
prepared for EMI (Bastida et al., 2015). Nevertheless, the 2018 PAM acknowledges a notable
rise in the proficiency levels of incoming students between 2012 and 2017, as measured by
students’ scores on the Oxford Placement Test upon admission to UdA, which could explain
this dissimilitude (Grup de Recerca en Llengües de la Universitat d’Andorra, 2018). Also, in
the same way that self-reported fluency may not accurately reflect actual fluency, self-reported
preparedness for EMI may be an unreliable way to determine students’ readiness for EMI.
Yet, despite their perceived preparedness for EMI, students recognize that learning through
English requires greater effort than learning through Catalan. For instance, one student
indicates that written academic work in English is more time consuming.
N3B2FR: ... for me it wasn’t a complicated exercise. A long exercise, but not
complicated.
In similar fashion, two students assert that participating in EMI requires a process of adaptation
to the program. Interestingly, these two students received the highest and lowest proficiency
scores on the Oxford Placement Test. This suggests that an adjustment period occurs, no matter
the student’s English language level.
N2A2AND: My linguistic preparation to participate in EMI is good. I have
adapted well to the EMI subjects I have had this year.
C1C1AND: At the beginning it is an adjustment because, before the university,
outside of language courses, I had never studied in English, but after a few
classes it becomes rather normal.
In the same way, three students mention specific strategies they have employed in order to
overcome challenges related to understanding unfamiliar vocabulary, following lectures, and
clarifying doubts. Students in this group have used dictionaries, increased their attentiveness,
and, in one case, resorted to the L1 (Catalan) to ask questions.
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N1B1AND: I can speak it and write it, but I often need to use dictionaries to
translate some words from Catalan. In general, I would say that my skills are
good ... I understand it well, but when dealing with technical vocabulary, I have
to look it up.
B2B1SP: I believe that I get along very well in English. I understand it, speak
it, and write it without too many problems. In situations when it is a little more
difficult, I simply try to focus until I understand what they are saying or simply
ask for clarification without stopping the flow of the conversation.
N4B1CAT: In regards to the three Radiology classes that we have done in
English, I have understood the instructor’s lectures quite well, but when I have
needed to ask a question, I have done it in Catalan because I have not felt
prepared enough nor confident enough to do it in English…In the case of
Documentation and ICT, even though I have understood the instructor well, I
have needed to be more attentive in order to follow the content well.
5.1.3 Limitations of English Language Teaching and Learning in Schools
Additionally, several students share their beliefs about the limited role their schools have
played in the development of their English language skills.18 Students from every education
system associate higher gains in English proficiency with practice they have acquired outside
the formal classroom. Students have sought out supplemental activities and exposure to English
in the form of private classes, traveling, hobbies, movies, music, digital applications, and reallife communication with English speakers.
B2B1SP: ... throughout my entire life, I have participated in activities outside
of school and now outside the university, to learn and improve my English. I am
sure that in the future, wherever I go, I will be able to overcome any of the
English language challenges that I face.
B1B2FR: I would describe myself as a good communicator in English. The
private language classes I have taken since I was eight years old, and the
traveling I have done throughout my life, have helped me to improve my level.
C2A2B1FR: ... by doing hobbies that I like in English and traveling, I am sure
I will acquire a sufficient enough level in order to be efficient at my profession.
N2A2AND: Most of my English learning took place during the last two years of
secondary school ... I learned with applications, I watched a lot of subtitled
movies in English and I spoke often with my foreign teammates, which I had to
do in English. I have kept it up in order to keep my language skills.

18

Questions 9-10 (Questionnaires A and B)
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In the same way, one student from the Spanish education system in Catalonia criticizes EFL
educators for their inability to motivate students and provide sufficient opportunities to practice
the language. He believes that a viable alternative to traditional EFL would be the introduction
of English as a vehicular language in primary schools. As previously discussed (see section
3.3), policymakers from the Andorran Ministry of Education also support this idea, but they
have not yet implemented English as a vehicular language in the Andorran education system
(Van Santvoort, 2019).
B3B1CAT: The education system has to evolve, meaning that the education
system based on grades and homework cannot remain the same for decades. In
other countries, they use teaching methods that are proven to be more effective
…If you go to another part of the world, you learn the language speaking it, not
studying it. I find that I have learned more English watching series, movies, or
listening to music, than any instructor has ever taught me, and they do not
encourage those things. In addition to being more useful, you would capture
students’ attention more.
…. the most important thing would be to introduce it [English as a vehicular
language] the earlier the better, in primary school…If a child hasn’t learned
English at school (from a lack of motivation) and s/he has a bare minimum level,
the last thing s/he needs is to have to learn technical words in English, when
s/he doesn’t understand the meaning of simple words.
This student believes that his exposure to English at UdA is similarly insufficient, and he
predicts that he will have more opportunities to practice his skills once he has finished his
degree.
… [My English skills] are rather good albeit a little rusty from not being able
to practice them with anyone at the moment. Once I finish university, I believe
I will use them more.

5.2

Rationalizing the Prioritization of Languages

As illustrated, UdA students are plurilingual, but they have acquired varying degrees of
proficiency in Andorra’s most commonly used languages. A focus coding theme in the
questionnaires is students’ beliefs about the value of these languages and how UdA should
prioritize them as vehicular languages. This section describes how students feel about the
usefulness of languages in their careers and, in particular, the professional advantages of
knowing English. It also explains their beliefs about UdA’s prioritization of English in
conjunction with a need for continued reinforcement of other languages.
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5.2.1 Usefulness of Languages
There are disciplinary differences regarding the usefulness of knowing many languages.19
Three respondents, two of whom are Nursing students, emphasize the professional advantages
of knowing several languages. Both of these students specify that plurilingualism augments
communication with patients from other countries. In addition, one of these students believes
that plurilingualism contributes to better job performance by helping to access information and
to understand healthcare terms, and that knowledge of many languages could be useful when
working abroad.
N3B2FR: It is important for communication between patients and healthcare
workers, but also for the job itself ... and I think it is important because we will
not always have information in our native language or that of the country. More
so if we want to work abroad. Also, a lot of terminology or healthcare terms are
based on foreign languages.
N2A2AND: It is very important because the more languages you know well, the
better you will be able to communicate with the person you are caring for. In
my opinion, the most important languages in Andorra are Catalan, Spanish,
English, and French ... You won’t always come across foreigners, but when you
do, you have to be fluent.
These students’ beliefs about the usefulness of knowing languages do not necessarily reflect
their proficiency levels, at least in the case of English. On the contrary, they could demonstrate
Nursing students’ acknowledgement of the profession’s required daily interaction with the
general public, making advanced communication skills in several languages a professional
requirement. This reality is discussed in Garon and Van de Craen’s (2017) publication on the
role of languages and internationalization in European nursing programs, wherein researchers
emphasize that nurses must have proficient communicative competences in foreign and
domestic languages, heightened cultural awareness, and cultural sensitivity. Moreover, these
beliefs could also mirror their understanding of Andorra’s linguistically diverse population and
its dependency on tourism (Govern d’Andorra, 2019a), which would increase their likelihood
of needing many languages to communicate with Andorran patients or with international
visitors in need of medical treatment.

19

Questions 5-7 (Questionnaires A and B)
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The final student in this group is a Business student. He believes in the usefulness of learning
as many languages as possible. This student, who comes from a French-only home, is one of
two students who consider themselves fluent in five languages, including Portuguese (see Table
4). Unlike the other Portuguese speaking student, however, he has not inherited Portuguese
from his family, meaning that he has likely learned the language on his own accord.
B4B1FR: In general, all the possible languages you can learn will be useful ...
Secondly, students from all three bachelor’s degrees believe that some languages are
professionally more useful, particularly English. However, they also recognize that knowledge
of other languages is still essential for workplace mobility. They believe that knowing several
languages can mean having access to job opportunities and improving job performance when
working in other countries, which is supported by Araújo et al.’s (2017) report on the
employability benefits of plurilingualism.
B2B1SP:…it is true that if I needed to work in countries like France or
Germany, English would be useful, but it would also be a good idea to know the
languages of those countries.
N1B1AND: I believe that in my future profession, English and French are the
foreign languages that open more doors in terms of finding work in other places.
One of the students in this group is the only student who speaks Portuguese at home, and he is
the second student in this section who considers himself fluent in five languages (see Table 4).
C2A2B1FR: Honestly, English by itself would be enough to exercise my
profession, but it would be important to know other languages (like Spanish,
Catalan ... ) for workplace mobility in the future.
Thirdly, one Nursing student and one Business student believe that English, although useful
for communication, is unessential for their professional aspirations because they are
geographically limited to the Pyrenees.
B1B2FR: At the moment, English is not important at all, because at the moment
my future plan is to stay here in Andorra to work. Therefore, with the three
languages I have spoken since I was little, I have more than enough to carry out
my work here and with neighboring countries. But it is possible that if I wanted
to branch out, English would be very important because it is a “universal”
language, to say it in a certain way.
41
Students’ Beliefs about English Proficiency and English-Medium Instruction at the University of Andorra – Alisa M. Vaughan

N4B1CAT: English seems important to me because it is a language that a lot of
people know, and if we were to have foreign patients whose native languages
were different from English (and those from here), in general, most people know
and speak English, so English could be considered a link between different
cultures that allows for an exchange of information, independently of the origins
of those people ... I think that in order to work here in the Pyrenees, besides
Spanish and Catalan, it is more important to know French than English, as it is
more common to come across French speaking people than English speaking
people. French seems indispensable to me, both for working in Andorra and
where I live in Catalonia (Cerdanya).
Notably, these two students feel very differently about their English proficiency levels, despite
having received similar scores on the Oxford Placement Test (B2 and B1, respectively) (see
Table 4). Whereas the Business student considers himself “a very good communicator in
English,” the Nursing student describes her English skills as “very limited ... I understand it
quite well when I hear it, but I do not have fluency or enough knowledge to speak it.” A
commonality between the two, however, is self-reported high fluency in French (in addition to
their fluency in Spanish and Catalan). The Business student studied in the French education
system and has a French speaking father. The Nursing student used French frequently during
the twenty years that she worked near the Spanish-French border. Therefore, it is possible that
their beliefs about English are somewhat influenced by their achieved proficiency in two other
world languages, Spanish and French (Godenzzi, 2006; Organisation internationale de la
francophonie, 2019), rendering English proficiency less necessary.
Finally, two students contend that English is more useful than other languages. One of these
students is a Business student who studied in Catalonia. He recognizes that French proficiency
is important in Andorra, but he argues that English is more useful because it allows one to
communicate with more people.
B3B1CAT: French is rather important here in Andorra, but I would say that
with English you can minimally understand anyone in the world.
The other respondent is a Computer Science student who received the highest English
proficiency level (C1) of all respondents. He believes that English is the only language he
truly needs for his career. This student considers himself fluent in four languages, so his
beliefs are unlikely related to perceived deficiencies in languages other than English.
C1C1AND: For my profession, I believe that knowing English alone would
suffice.
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5.2.2 Justification for the Prioritization of Languages
Another focus coding theme in the questionnaires20 is whether or not UdA should select certain
languages to prioritize as languages of instruction. In general, students argue that, because their
knowledge of Spanish is sufficient, UdA should not prioritize it as a vehicular language. Even
so, whereas one student uses this reasoning with Spanish (see N1B1AND's answer below), this
claim does not apply to her beliefs about the prioritization of other vehicular languages. She
does not support the prioritization of French because only a few students have sufficient French
skills. This is surprising because most (80%) of this study’s participants consider themselves
fluent in French (see Table 4) and French was the third most known language by students in
the 2012 GREL study (Bastida et al., 2015). At the same time, she supports UdA’s decision to
prioritize English because it is more widely spoken, but she does not mention students’
insufficient proficiency levels as a justification for this belief. Nevertheless, these beliefs seem
to stem from her understanding that UdA can only prioritize one language.
N1B1AND: UdA should prioritize English above Spanish or French. In terms
of Spanish, because it shares a lot of similarities with Catalan, we are all more
or less able to speak it and write it. With French, however, we have more
difficulties, but taking into consideration that not every student has a foundation
in French, and that English is spoken more widely than French on a global
level, I think it is fair to prioritize English above French and Spanish.
All of these students agree that UdA should prioritize English, but they justify their beliefs in
very different ways. In addition to English being “more widely spoken,” which is discussed
above, one student justifies the prioritization of English as a vehicular language because it is
an “important” language and should therefore be used in teaching and in other “activities.”
What he means by “important” and “activities” is unclear.
B2B1SP: I think the university should prioritize English over other languages,
without a doubt; a majority of the Andorran population are already fluent in
Catalan and Spanish and, in some cases, French. But English is a more
important language ... it is not a bad idea at all to carry out classes and
activities that require the use of English and promote the use of this very
important language.
A final student in this group takes a more inclusive approach to the prioritization of vehicular
languages, stating that UdA should prioritize both French and English. He believes that UdA
20
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should prioritize French because it is a commonly taught language in Andorran schools. In this
way, UdA would help students perfect the skills that they have already attained. He also
believes that UdA should prioritize English, insisting that English proficiency at UdA,
including that of EMI instructors (see section 5.4.1), is too low. According to this student,
“language instructors” are the only exception to this rule.
B1B2FR: I feel that the Spanish level of most students is possibly more than
sufficient, maybe not grammatically speaking, but perhaps they would have to
make more of an effort with French, considering that it is used in most schools
in the country, and also English, because the level at UdA is quite low, except
for that of language instructors.
5.2.3 English as a Professional Advantage
Students from all bachelor’s degrees, educations systems, and English proficiency levels
associate English skills with professional advantages.21 Their beliefs about the career benefits
of English proficiency can be divided into two categories: employability and professional
performance.
Firstly, students believe that English improves employability because it enhances access to job
opportunities in other countries and/or is a prerequisite when applying for jobs.
B4B1FR: [English is] very important because economics and businesses
demand English skills.
N1B1AND: English is a highly regarded language in the nursing profession.
Not only because it helps you find employment in more places ...
B2B1SP: ... many opportunities may arise in foreign countries where English is
not only vital in the workplace but also very important on every level.
This final student expresses similar beliefs about the benefits of knowing many languages (see
section 5.2.1), arguing that English and local languages are all useful when working abroad.
Secondly, students believe that English skills will allow them to carry out the duties of their
future professions more efficiently. For Business students, English skills are used while
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conducting business in Andorra and abroad, in contexts where English is used as a lingua
franca, and also in English speaking countries.
B2B1SP: It is very important. Currently, the world is more globalized and the
dominant language of globalization is undoubtedly English. In the case of
business and companies, from my point of view, English is of vital importance.
Many business transactions take place with people or organizations where only
English is spoken, which means you must have a command of it ... If a
transaction were to take place in Andorra or other European countries, and
especially in an English-speaking country, English would be crucial.
B3B1CAT: I have already been in the work field in my future profession and
English is the language of business because it is the most global language.
For Nursing students, English skills are a necessary tool for communication with foreign
patients. For one student, a nurse’s ability to use English correctly with patients could have life
or death consequences. Nursing students also value the usefulness of English in accessing
research and up-to-date information, as already presented above (section 5.2.1).
N1B1AND: Health sciences are constantly evolving, and articles about new
discoveries are often published in the English language.
N2A2AND: English is very important in our profession because you will always
have to take care of foreigners and, if you are not fluent in English, you can
make a lot of communication errors. In the nursing field, errors can have a
detrimental effect on a patient’s health or even cause their death.
N3B2FR: As a future healthcare worker, I will need to treat many people,
people who are not necessarily from here. English is a universal language and
can allow you to speak to people from other countries. Besides that, English is
also important because most published scientific articles, articles that help us
stay up-to-date, are in English.
For Computer Science students, English skills are needed to communicate with other
professionals, access reliable information, use computer programs, and understand
abbreviations in order to program more proficiently.
C2A2B1FR: ... all the information needed to clarify doubts about computer
science is almost entirely in English. I am referring to information that is
trustworthy. Also, all computer programs are in English. Sometimes they use
abbreviations in English, and you may not understand what they stand for, so it
would be good to know English in order to program more efficiently.
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C1C1AND: ... in computer science, English is the most universal language of
communication between professionals around the world, like in any other
profession. Also, it is essential to know English in order to search for
information or documents.

5.3

Measuring the Benefits of EMI

Students hold mixed beliefs about the benefits of EMI, especially about its effectiveness as a
driver of English learning and its impact on their self-confidence in English. At the same time,
some students claim that they feel more motivated when learning through EMI. This section
explains students’ beliefs about the effects of EMI on students’ English proficiency, selfconfidence, and motivation.
5.3.1 English Proficiency
Students disagree about the effectiveness of EMI as a way to improve their English,22 which
they justify in different ways. Firstly, two students believe that EMI offers very few benefits
for English learning. One of these students also criticizes the ineffectiveness of EFL courses in
schools and emphasizes that he has learned most of his English outside the classroom (section
5.1.3).
C2A2B1FR: Honestly, you learn English a lot better when you travel to English
speaking countries (USA, UK ... ) or doing hobbies you like (in my case,
watching series, movies, and playing) in English.
N3B2FR: I don’t find it [EMI] useful. Documentation and ICT has shown us
that it doesn’t work ...
Secondly, two students have mixed opinions about the impact of EMI on their English
proficiency. Whereas they acknowledge some benefits, they also recognize that these benefits
are limited. One student in this group believes that EMI is useful for developing oral
comprehension, but he feels that EMI is generally ineffective as a driver of language learning.
B2B1SP:..it won’t be a class in which you will learn English in itself. The only
skill that you will develop is oral comprehension in English ... and it is true that
you’ll learn some theoretical concepts, but you won’t directly learn how to
improve your English, which makes it different from English language courses.
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The other student in this group seems to contradict himself with reference to EMI’s benefits.
On one hand, he admits EMI’s helpful role in acquiring discipline-specific vocabulary and
general communication skills. On the other hand, he attests that EMI is inadequate for learning
English skills beyond vocabulary.
C1C1AND: I do not think they are adequate for learning English. Language
learning has to occur prior to taking the subject ... In English-taught subjects,
you learn specific vocabulary related to the topic and nothing else ... I believe
they are completely necessary for the familiarization of vocabulary and also
communication in English.
Finally, several students believe EMI has clear benefits for learning English. Of these four
students, three of them are Nursing students and one is a Business student. These students
describe gains in oral skills, written expression, and discipline-specific vocabulary.
N2A2AND: It is the best way to learn and improve your English. It helps you
practice every day, whether searching for information for class or giving oral
presentations.
N4B1CAT: I understand that taking a subject in English helps to incorporate
technical language and learn the language in a more practical way ... In terms
of Radiology, it wasn’t difficult to follow and it helped me to refresh or
remember words.
N1B1AND: In English-taught subjects, you go one step further, since you talk
about specific topics and you therefore use a kind of vocabulary that you may
have possibly never heard in an English language course ...
B1B2FR: ... in subjects in English we learn vocabulary that is more specific to
our degree ... It has helped me to improve a lot in terms of vocabulary. It has
mostly helped me to improve my written expression, which, like in all languages,
I have neglected, because we write less often and incorrectly when we do.
Strikingly, these are the only four students who do not consider themselves fluent in English.
This may indicate that students with lower fluency perceive more English learning benefits
than students with higher fluency, a finding supported by Aguilar and Muñoz’s (2014) research
using objective language tests. It could also reflect the effective teaching practices used in their
EMI classes, considering that three of these students have participated together in the same
EMI subjects.
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5.3.2 Self-Confidence
The researcher asked students to describe how EMI has affected their self-confidence in
English.23 Interestingly, students do not report any negative effects of EMI on their selfconfidence. Many students, however, already had high levels of self-confidence in English
before EMI. These students studied in all education systems, have B1-C1 proficiency levels,
and represent all three bachelor’s degrees. Interestingly, all four Business students and all three
students from the French education system are in this category.
B2B1SP: I think the self-confidence I had in the beginning corresponds well
with that which I have now, and that basically means that I am able to achieve
the best possible grade in English-taught subjects and I continue to understand
all the content of these subjects without too many complications.
N3B2FR: I had the same degree of self-confidence before as I have now. I
studied the literature track with a specialty in English at French secondary
school and each week we did at least two oral exams or essays, so I have lots of
practice.
B1B2FR: The same, I had plenty of self-confidence before.
B4B1FR: It hasn’t changed much. I feel quite sure of myself.
B3B1CAT: The same as before. Quite good, but if I could practice it more often,
I would have a really good level of fluency.
C1C1AND: It hasn’t changed much. I know that I can make myself understood
and that gives me quite a bit of confidence.
Still, some students believe EMI has increased their confidence levels in English, albeit
sometimes minimally. Predictably, three of these students have also perceived gains in their
English proficiency due to EMI, specifically their oral skills, written expression, and
vocabulary (discussed in section 5.3.1), so it is not surprising that they have also experienced
gains in their self-confidence when using their newly acquired skills. One of these students
confirms this relationship. She explains that her self-confidence has improved in parallel with
her gains in English proficiency.
N4B1CAT: Before taking EMI: 4/10, afterwards 5/10.
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N1B1AND: It had been several months since I had spoken English, so I have
had to practice a little to understand and speak up in class. My self-confidence
has grown.
N2A2AND: My self-confidence before enrolling wasn’t very high because I did
not believe in my English abilities, especially to give an oral presentation. Right
now, my level is improving and my self-confidence along with it.
Lastly, a Computer Science student attributes his initial low self-confidence in English to the
low score he received on the Oxford Placement Test upon admission to UdA. He explains that
after successful completion of his first EMI course, his confidence in his capabilities rose. This
student considers himself fluent in English (see Table 4), which corroborates his strengthened
self-confidence in English despite his low Oxford Placement Test score.
C2A2B1FR: Having received a rather low score, my self-confidence in English
beforehand was low. After passing the class, however, I feel capable, although
I still need to practice more.
Again, this raises questions about the Oxford Placement Test as an adequate proficiency
measuring tool, as well as the necessity of having attained a firm B1 level prior to participation
in EMI. This student’s level was only slightly lower than UdA’s established B1
recommendation. As previously discussed (see section 5.3.1), this student does not find EMI
very useful for learning English, so one can assume that improvement in his English skills as
a result of EMI has been minimal. If so, it could mean that he was actually prepared for EMI
while his initial test scores indicated otherwise. However, it could also mean that his instructor
was particularly skilled at teaching EMI, which he mentions in section 5.4.1. This would
underscore the influence of instructors’ preparedness for teaching EMI on their students’ EMI
success. Nonetheless, the act of passing an EMI course may not necessarily mean that the
student has fully benefitted from EMI. This concept is further discussed in section 5.4.1, where
students share their beliefs about the effects of proficiency on learning English and content
through EMI.
5.3.3 Motivation
Students from all three bachelor’s degrees discuss the positive effects of EMI on their learning
motivation.24 Business and Computer Science students describe having enjoyed their English-

24

Questions 15-16 (Questionnaire A) / Question 14 (Questionnaire B)
49
Students’ Beliefs about English Proficiency and English-Medium Instruction at the University of Andorra – Alisa M. Vaughan

taught subjects more than their Catalan-taught subjects, which has made them generally more
attentive students.
C2A2B1FR: Honestly, I find it interesting that they use EMI as a tool for
learning. It makes you listen more in class in order to understand better, not
only with respect to English, but also the subject.
B3B1CAT:..it is more fun when you use English to study other things than
studying English in itself.
One of the Business students in this group explains that the use of English eventually becomes
normalized, meaning that students at some point no longer notice the difference between a
course taught through Catalan and one taught through English. This student is so pleased with
EMI that he expresses gratitude, saying that he “appreciates” having classes in English.
B2B1SP: The truth is that I like it. I find that the use of English adds a
complementary element to these classes, which in some way or another makes
you generally more attentive than you are in normal classes. It is really nice
because the language factor gives them a differential connotation to other
classes, and I appreciate having classes in English because, somehow, it breaks
up the language routine in a good way ... In my opinion, classes were more
entertaining, thanks to the use of English, and at a certain point, you didn’t
notice the difference between a class in Catalan or a class in English ... the
language became normalized.
A Nursing student in this group, who has also found her classes more interesting due to EMI,
has felt motivated by the additional challenges posed by studying through English and believes
EMI is useful for recognizing the importance of knowing English.
N1B1AND: For me it has been interesting, a challenge on a personal level, and
it helps you to see the importance of having proficiency in this language.

5.4

Negotiating the Suitability of EMI

Finally, an axial coding theme in the questionnaires is students’ varying beliefs about the
suitability of implementing EMI at UdA. On one hand, participating students’ self-assessments
of their preparedness indicate that students feel linguistically prepared for EMI (see section
5.1.2 above), but several students believe that other UdA students and some EMI instructors
are ill-prepared. They believe that UdA should consider these linguistic shortcomings when
deciding best practices for EMI. Also, some students question the fairness of using English as
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a vehicular language, as it means some students with lower English proficiency do not learn
content as well as students with higher proficiency. Instructors express similar concerns in Ball
and Lindsay’s (2013) research. Other factors, such as whether UdA should consider a subject’s
difficulty, varying needs for English in students’ prospective professions, and the effects of inperson and online learning are also discussed.
5.4.1 Prerequisites for Optimal EMI Learning
EMI is compulsory in all four of UdA’s on-campus bachelor’s degrees and students must pass
all of the EMI subjects offered within their degree in order to graduate. When the researcher
asked students to assess whether EMI courses should be compulsory,25 many argued that the
decision must consider students’ linguistic preparedness for EMI, students’ English needs for
their future careers, the difficulty of each subject’s content, and instructors’ abilities to teach
EMI.
Firstly, although many students claim to be well-prepared for EMI, several believe that some
students in their programs lack sufficient English skills for optimal EMI learning. Students of
this opinion believe that EMI has detrimental effects on less proficient students’ abilities to
learn content and/or strengthen their English.26 One student in this group underscores that
students must have a basic foundation in the language in order to learn English. This student is
one of the four students previously discussed (see section 5.3.1) who do not consider
themselves fluent in English but believe their English has indeed improved due to EMI. In
other words, even though she does not consider herself fluent, she believes that she has the
necessary basics that allow for learning English through EMI.
N1B1AND: I feel that for people who already have the basics and are able to
understand it, it is a good way to acquire more language skills ... If you have a
minimum level, you learn English ... if you have had little contact with English,
I do not think it is a good thing to teach subjects in this language because you
don’t acquire English language knowledge ...
Another student in this group discusses the challenges of having students with heterogenous
English proficiency levels in EMI classes. According to this student, instructors have to cater
to less proficient students, resulting in frequent stops and interruptions. In terms of his own
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content learning, which has been positive, he attributes his success to his classmates having
had similar English levels.
B4B1FR: Very interesting as long as they adapt to everyone’s level in order to
avoid unnecessary repetitions and stops ... [Content learning is] often
productive because I find that we are more or less at the same level.
A few students propose changes in policies in order to overcome these obstacles. One student
claims that classmates with lower proficiency levels experience emotional distress due to EMI
and that UdA should teach English and content separately. Notably, her own proficiency is a
B2 level, which is one level above the B1 level recommended by UdA for EMI, and her
assessment of her own EMI preparedness is positive (discussed in section 5.1.2).
N3B2FR: People who do not speak English or have a low level, haven’t
improved their level and they have suffered because they haven’t understood
anything ... If they want to teach English, they should do is separately, not in
the degree.
Another student suggests that UdA require a certain English level of students in order to enroll
in EMI. As explained in the Research Context (see section 3.4), UdA recommends but does
not require that students achieve a B1 level prior to EMI.
B1B2FR: I think it is a good thing that they are mandatory, but they should
require that you have passed the highest level of English during the first year of
the degree.
A final student in this group believes that EMI should be optional, but she shares the opinion
that UdA should require a minimum level of English if EMI is to remain compulsory. She
regrets that UdA no longer offers English language courses in the curriculum. This is an
implicit criticism of UdA’s gradual elimination of EFL courses, which is also discussed in the
Research Context (see footnote 6). This student also asserts that the learning challenges that
occur through EMI would not occur if UdA used better known languages as vehicular
languages, such as Spanish or French.
N4B1CAT: I believe that they should not be mandatory. If they are, a certain
level of English proficiency should be required before admission to the
university… I miss having English language courses offered by the university
within the curriculum of the bachelor’s degree, if the intention is for us to master
the language … I think they should take into consideration the starting level of
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students. If the level is not high enough, the advantages and learning cannot be
optimal or could be worse than if they used more well-known languages like
Spanish or French.
Secondly, a number of students believe that UdA’s decisions about EMI should consider the
particularities of each discipline and should depend on the degree of English knowledge needed
by future professionals.27 These students do not articulate which disciplines should use more
EMI or which professions require higher English proficiency than others, but researchers could
explore this topic in the future.

B4B1FR: The degree and studies you are enrolled in should be considered [in
determining if EMI subjects should be compulsory] ... in some cases, they
[English skills] are much more important.
C2A2B1FR: I think they should be mandatory for all degrees whose future
professions will need English.
B3B1CAT:..the university should give more attention to English, especially in
certain degrees ...
Thirdly, some students, including two Nursing students and one Computer Science student,
believe that some content is too complicated to be taught advantageously through English.28
The Computer Science student in this group believes that UdA should prioritize English, but
that instructors should teach more complicated subjects in languages “closer to the native
language.” He does not specify which languages he means. This distinction is important
because UdA students’ native languages vary considerably (see Table 3), but one can assume
that he means a Romance language.

C1C1AND: I think that English should be prioritized, but certain concepts that
are more difficult to explain or understand should be explained in a language
that is closer to the native language.
The Nursing students in this group allege that certain Catalan-taught subjects are sufficiently
challenging without the added difficulty of using English (or other languages, according to
some) as a vehicular language. One of these students says that there have been “complications”
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in the two EMI subjects they have already completed, although it is unclear what is meant by
“complications.”
N3B2FR: In the case of Nursing, there is a lot of material to learn and I find it
to be an added complication to add more subjects in other languages. For
example, this year we have had Documentation and ICT and Radiology. There
have been complications with these two subjects alone.
Another student in this group believes that EMI can be useful for learning English, but she does
not support the use of EMI in “just any subject.” She believes that English makes content
learning in complicated subjects even more challenging. This is the same student who laments
the elimination of EFL from the curriculum and supports introducing Spanish or French as
vehicular languages in order to accommodate students with lower English proficiency.
N4B1CAT: I agree that teaching some subjects in English can help students to
learn or perfect our English, but I do not think it is feasible in just any subject,
because the subject’s degree of difficulty rises solely because English is the
language of instruction. I think that in the case of subjects like Adult Nursing I,
which is more complicated or difficult, if it were in English, it would be a lot
more complicated to take advantage of the content.
Interestingly, though, her beliefs on this matter are not limited to EMI. She believes that many
students are more likely to fail subjects taught in “foreign languages.” Her definition of
“foreign languages” is unclear. However, as someone who studied in Catalonia, she may refer
to all languages other than Spanish or Catalan. In any case, she believes that students’ low
proficiency levels in these languages should not affect their access to content or automatically
disqualify them from the profession.
N4B1CAT: There are a lot of people who do not speak the language and I do
not think it is a good reason for them to not be able to complete the degree. A
lot of people would fail subjects in foreign languages (as you can see in the
university entrance exams). There are a lot of people with a good scientific and
technical level who would be good at Nursing. It would be unfair if they failed
or they could not have access to the subject materials because of a different
language.
Both of these students believe that the use of EMI for Biostatistics, to be taken during the 20202021 academic year, will undoubtedly complicate students’ content learning.
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N3B2FR: Next year they want to do Biostatistics in English. A lot of people have
already had difficulties with the material in Catalan, so a lot of people would
be lost in English or French.
N4B1CAT:..they have told us that, starting next year, they want us to take
Biostatistics in English. I think it is a subject that is already hard to understand
and follow in Catalan, and teaching it in English would be rather
counterproductive for students’ learning.
Fourthly, students believe that instructors’ linguistic skills and preparedness for teaching EMI
have a direct impact on their learning.29 One student in this group believes that EMI has been
less useful for him because of the low proficiency levels of his instructors and fellow
classmates.
B1B2FR:..who should work on their level are the instructors who are teaching
in English ... I think they [EMI subjects] would be useful if the students had a
sufficient enough English level and the instructors, too.
Another student in this group believes that EMI instructors should have a perfect command of
English in order for students to learn content and improve their English.
B4B1FR:..the instructors in question should have a perfect command of the
language in order to learn not only the subject, but also English.
Other students in this group attribute their learning success in EMI directly to their instructors’
teaching practices.
B2B1SP:..I am very happy with the way classes have been carried out in
general, in regards to both content and how they have been explained.
C2A2B1FR: The instructor was nice and very competent. S/he knew how to
teach students. I think this is the most important aspect for me.
5.4.2 In-Person vs Online Learning
Students also share their beliefs about in-person EMI learning vs online EMI learning. As
explained in the Research Design (see section 4.2), Business and Computer Science students
participated in online EMI courses as a result of the Covid-19 pandemic lockdown, and the

29

Questions 12, 15-16 (Questionnaire A)
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researcher added three questions30 to the questionnaire as a way of learning about their
experiences. These students specify that these beliefs are limited to a specific situation and time
and hence may not apply to other online EMI settings, but their observations provide some
insights into how students perceive the benefits of each format.
Business students believe that learning through online EMI during the Covid-19 lockdown was
generally similar to learning through in-person EMI.
B3B1CAT: I think it is the same as in-person learning, but I am talking about a
specific subject and only this case (just a few months).
B4B1FR: Currently, I would say that it is more or less the same.
One of these Business students recognizes that there were some small differences between the
two, but he affirms that instructors maintained similar practices related to content and using
English.
B2B1SP:..With the lockdown situation we are living through right now, we have
all had to find new ways to complete our courses in a satisfactory way. Now
that we are taking online courses, I can say that it is obviously not the same as
an in-person course, but in terms of the language, the main objective of keeping
the language and understanding all the new theories and concepts is being
fulfilled.
Computer Science students, on the other hand, believe that their online learning experiences
were less productive than their in-person EMI experiences. These students describe negative
effects on their content and learning of oral skills in English due to their inability to interact
immediately with instructors and the fewer hours they dedicated to online activities vs inperson activities.
C1C1AND: Not very productive. I learn better through in-person formats
because of the immediate interaction with instructors. In-person interaction
helps to develop oral skills and communicative fluency.
C2A2B1FR: The language skills acquired through in-person classes, for me,
are better than online. I think when you study online, you don’t dedicate as much
time as you do in person. And the advantage of in-person learning is that if you
have any doubts, you can ask the instructor in charge. It is true that they can

30

Questions 12, 15-16 (Questionnaire A)
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also respond to doubts in online classes, but it can be more difficult to
understand.
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6

DISCUSSION

The purpose of this research is to provide qualitative data on students’ attitudes and beliefs
about English proficiency and EMI at the University of Andorra. This section reports on this
study’s most important findings in conjunction with the research described in the Theoretical
Framework (section 2) and Research Context (section 3). In particular, this study’s findings
answer the following three research questions:
❖ What are the linguistic and educational backgrounds of students enrolled in EMI
courses at UdA?
❖ What are UdA students’ perspectives of EMI as a tool for learning content and English?
❖ How do students’ and instructors’ English proficiency levels affect students’ beliefs
about EMI?
As a way of answering the first research question, the data in Figure 2 below reveal that this
study’s ten participants come from primarily monolingual homes. Spanish and Catalan are the
most commonly used languages by students at home, followed by Portuguese and French. This
finding is similar to the 2018 data presented by the Language Policy Service (Govern
d’Andorra, 2019), which showed that Spanish and Catalan were the dominant first languages
of Andorran residents, and previous conclusions by Bastida et al. (2015) on the native
languages of UdA students.

Spanish
Catalan
Bachelor of Computer
Science
Bachelor of Business
Administration

Catalan & Spanish
French
Portuguese

Bachelor of Nursing

Catalan, Spanish, & French
0

1

2

3

4

5

Figure 2. Language(s) spoken at home according to discipline

With respect to their self-reported fluency in languages (see Figure 3 and Figure 4 below),
students describe having varying degrees of fluency in Andorra’s commonly used languages,
although all students report being fluent in Spanish and Catalan. Unsurprisingly, these statistics
also share similarities with previous research by the Language Policy Service (Govern
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d’Andorra, 2019) and Bastida et al. (2015), which positioned Catalan and Spanish as betterknown languages overall, ahead of French and English. In regards to disciplinary discrepancies,
a higher percentage of Computer Science students31 consider themselves fluent in English and
French. Notably, Nursing students consider themselves fluent in fewer languages, and only
25% of Nursing students (one student) profess to be fluent in English. Of the ten participants,
a higher percentage of students from the French education system consider themselves fluent
in English, French, and Portuguese.

Spanish
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Catalan
French
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Figure 3. Language(s) spoken fluently according to discipline (self-reported)
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Spanish education system

Portuguese

Figure 4. Language(s) spoken fluently according to education system (self-reported)

Nonetheless, a surprising finding in this study is the heterogeneous CEFR English proficiency
levels among students who consider themselves fluent in English (see Figure 5). Three of these
students (50%) have a B1 level, one has a B2 level, one has a C1 level, and one has an A2B1
level. This raises questions about the accuracy of self-reported fluency levels and the adequacy
of the Oxford Placement Test as an English proficiency measuring tool. It also suggests that a
different language test may produce distinct English proficiency levels, thus changing this
study’s findings.

31

Percentages related to the Bachelor of Computer Science represent responses from only two students.
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C1 16.7%,

A2B1 16.7%,
A2B1 16.7%
B1 50.0%

B2 16.7%,

B2 16.7%
B1 50.0%,

C1 16.7%

Figure 5. CEFR levels of students with English fluency (self-reported)

The second research question aims at describing students’ perspectives of EMI as a tool for
learning content and English. Related to this question are students’ beliefs about their linguistic
preparation in English prior to studying at UdA and how they perceive their general
preparedness for EMI. This research concludes that students from all three education systems
believe that the English instruction they have received in schools is insufficient, as evidenced
by their pursuit of supplementary English training by way of extracurricular classes and
activities. Moreover, one student emphatically criticizes EFL instructors’ teaching methods in
schools and the few opportunities for practicing English that traditional EFL classes provide,
which he believes schools could remedy by implementing English as a vehicular language as
early as primary school. Margarit and Monné (2006) share similar findings in their research on
Andorran teenagers’ language attitudes and practices, wherein students from every education
system in Andorra discuss the shortcomings of their English instruction, some students describe
taking private English lessons, and some students support the use of English as a vehicular
language in schools, as well.
Even so, an unexpected finding in this study is that most UdA students believe that their
receptive skills in English are sufficient to advantageously participate in EMI. This conclusion
contrasts with much of the research presented in the Theoretical Framework, wherein students
from diverse contexts express widespread concerns about their insufficient linguistic
preparedness for EMI (Cho, 2012; Hensadeekul et al., 2014; Khan, 2013; Kirkgöz, 2014; West
et al., 2015). Also, Bastida et al.’s (2015) previous research at UdA, which used both selfreported English proficiency levels and objective language tests, concluded that most UdA
students in 2012 did not have a sufficient level of English in order to participate in EMI. Still,
the 2018 PAM describes a noticeable rise in the English proficiency of students during recent
years (Grup de Recerca en Llengües, 2018), which may partially explain why current UdA
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students feel more prepared. As shown below (see Figure 6), the CEFR levels of all ten
participating students range from A2 to C1, with most participants having a B1 level.32

A2 10.0%, 10.0%

A2B1 10.0%,
A2B1 10.0%

C1 10.0%,

B1 50.0%
B2 20.0%
B2 20.0%,

B1 50.0%,

C1 10.0%
A2 10.0%

Figure 6. CEFR English levels (all participants)

Based on their CEFR levels, UdA students’ affirmations that they are prepared for EMI seem
to contrast with Breeze’s (2014) conclusions about minimum proficiency levels and optimal
learning through EMI. Breeze argues that EMI students with CEFR English proficiency levels
below a high B2 are likely to experience limited self-perceived coping abilities and less
satisfaction overall. Curiously, whereas only 30% of participating UdA students have Breeze’s
recommended B2 level, several students below the B2 level express satisfaction with their EMI
experiences. Again, this could raise questions about the Oxford Placement Test’s adequacy,
but it could also reflect students’ successful use of learning strategies and/or instructors’
application of supportive teaching methods at UdA, the positive learning impacts of which are
demonstrated in other studies (Airey & Linder, 2007; Breeze, 2014; Fujimoto-Adamson &
Adamson, 2018; Moore et al., 2013; Rivero-Menéndez et al., 2018; Van der Welt, 2013).
Still, even though most UdA students in this study feel linguistically prepared for EMI, they
also describe shortcomings in their English language preparedness for their careers. Students
with lower English proficiency levels (A2-A2B1) report having more general weaknesses in
writing and speaking. Students with higher proficiency levels (B1-C1) describe having more
specific weaknesses related to idioms, spelling, and vocabulary. Again, this is similar to
previous findings that describe low self-reported English fluency by Andorran students
(Bastida et al, 2015; Margarit & Monné, 2006). Overall, however, UdA students account for
improvement in their oral skills, written expression, and discipline-specific vocabulary through
EMI. A significant finding is that these gains address the English language shortcomings
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As explained in the Research Design (section 4), this research attempted to achieve a maximum variation
sampling by selecting participants with a wide range of CEFR levels.
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described by students in relation to their careers. In other words, EMI appears to be an effective
way to build the undeveloped linguistic skills that UdA students consider essential for their
future professions.
To better justify students’ beliefs about English and their linguistic preparedness, their
viewpoints should be analyzed in conjunction with their beliefs about the professional
usefulness of English and other languages. One of this study’s findings is that most students
associate plurilingualism with mobility-related advantages, both in terms of access to
employment opportunities and job performance abroad, but there are notable disciplinary
differences related to the professional usefulness of plurilingualism overall. Despite indications
that Nursing students know fewer languages than students from other degrees (see Figure 3),
they believe that knowledge of many languages is essential for their careers. Computer Science
and Business students, on the other hand, generally believe that English is more professionally
useful than other languages. Remarkably, Computer Science students hold the view that
English is the only language they need for carrying out their professional duties.
These distinctions between disciplines may be rooted in students’ divergent perceptions of how
and why professionals use languages. On one hand, Nursing students believe that knowing
many languages, including English, is useful for communication with patients from diverse
linguistic backgrounds. Garone and Van de Craen’s (2017) publication supports this finding,
wherein researchers emphasized that nurses must develop communicative competences in
different languages to ensure quality patient care. Nursing students also value knowing many
languages for their usefulness in accessing up-to-date information in scientific publications,
which Lasagabaster (2016) and Earls (2016b) discuss as a contributing factor in the
Englishization of universities. On the other hand, Computer Science students believe that
English is more useful than other languages, primarily for its role in communication with
professionals from other countries, accessing reliable information, using computer programs,
and understanding abbreviations in order to program more efficiently. The belief that
information in English is more reliable than information in other languages reflects an
association between English and prestige, which is reported on by Dearden (2014), Earls
(2016a), and Ellili-Cherif and Alkhateeband (2015). Finally, Business students believe that
English is useful because it facilitates international communication as professionals carry out
business in a globalized economy. This reality for business professionals is discussed in Araújo
et al.’s (2015) publication. UdA Business students use adjectives like “global,” “universal,”
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and “the language of business and economics” to qualify English. Students and other
stakeholders from many different contexts share the belief that English is useful because of its
position as a world language (Busse, 2017; Dearden, 2014; Lindström & Sylvin, 2014; SabatéDalmau, 2016).
As illustrated, UdA students generally believe that English provides professional advantages
in relation to employability and job performance. This is predictable because it is shared by
many EMI students in other contexts (Cots et al., 2016; Dearden, 2014; Ellili-Cherif &
Alkhateeband, 2015; Sabaté-Dalmau, 2016). However, this research presents an interesting
exception. Two students from this study believe that English is professionally useful but
unessential for their future professional goals, which are geographically limited to the
Pyrenees. Both of these students claim to be fluent in French (in addition to Spanish), which
may signify that fluency in world languages other than English could influence some students’
beliefs about the necessity of English proficiency. Furthermore, it could also reflect their views
on the limited need for English in Pyrenean daily life, a conclusion supported by the 2018 data
from the Language Policy Service, which found that Andorran residents in reality use English
only 3.2% of the time (Govern d’Andorra, 2019). Likewise, Araújo et al. (2015) explain that
English proficiency is associated with employability in all European countries, but they also
emphasize that social, cultural, and economic distinctions between countries determine which
other languages carry professional advantages.
UdA students believe that EMI instructors’ teaching practices influence their content learning
and general satisfaction with EMI. Specifically, UdA students attribute their positive EMI
experiences to their instructors’ competency and teaching methods. The effects of EMI
instructors’ teaching practices on learning are discussed in various other studies in the
Theoretical Framework (Breeze, 2014; Guarda & Helm, 2017; Mancho-Barés & AguilarPérez, 2020; Studer & Konstantinidou, 2015; Wächter and Maiworm, 2014). Students’ beliefs
about the role of teaching practices on learning also apply to online learning during the Covid19 pandemic lockdown in spring 2020. Overall, Business students assert that they learned
content and used English similarly in on-campus EMI and online EMI. However, Computer
Science students perceived negative impacts on their learning of content and oral skills in
English, which they attribute to the lack of immediate interaction with instructors and the
reduced time students dedicated to their coursework. Obviously, these beliefs are limited to a
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specific space and time, but they do provide some insights about the influential role of teaching
practices in online learning.
Finally, the third research question aims at exploring a possible causal relationship between
instructors’ and students’ English proficiency levels and students’ beliefs about EMI. On one
hand, many students believe that their instructors’ low English proficiency levels reduce EMI’s
English learning benefits. Aguilar and Muñoz (2014), who cite other studies that support this
assertion (Lasagabaster, 2008; Sercu, 2004), also discuss students’ beliefs about instructors’
low English proficiency and its negative effects on learning English. On the other hand, this
research concludes that EMI students with the lowest self-reported English proficiency levels
perceive the greatest improvement of their English. This observation coincides with the
findings of Aguilar and Muñoz’s (2014) study, wherein EMI students with lower proficiency
levels experienced more gains in listening comprehension and grammar than students with
higher proficiency levels. However, as would be expected, students also believe that a certain
foundation in the language is imperative in order to learn English effectively through EMI, a
belief supported by Breeze (2014). At the same time, UdA students with initially lower selfreported English proficiency also experience greater gains in self-confidence through EMI.
This finding is not surprising, as it is logical that students would experience higher selfconfidence as they use their newly acquired English skills, and this occurrence has also been
documented in other studies (Moratinos-Johnston et al., 2018).
Similarly, some students describe positive EMI experiences and greater learning motivation
when learning content through English. Dörnyei (2005) also found a strong relationship
between self-confidence and motivation. Furthermore, Sampasivam and Clément’s (2014)
research concluded that linguistic self-confidence depends on frequency of contact with a
second language, the pleasantness of the contact, and students’ language proficiency levels.
This is particularly evident in one UdA student’s beliefs. He describes minimal initial selfconfidence due to his low Oxford Placement Test score, but his self-confidence subsequently
lifts upon successfully passing his first EMI course. This student praises the teaching practices
of his EMI instructor, describing him/her as “nice and competent,” meaning that his EMI
experience has likely been positive. As some students have more contact with English through
EMI and their proficiency levels increase, their self-confidence also rises, but their confidence
grows even more when that contact is a pleasant experience.
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Although most of this study’s participants feel linguistically prepared for EMI, many believe
that there are some students in their programs who are ill-prepared. Students worry about how
these students’ poor English skills reduce their content learning and cause emotional distress.
Low proficiency is associated with reduced content learning in various other studies (Cho,
2012; Dimova et al., 2015; Hensadeekul et al., 2014; Khan, 2013; Kirkgöz, 2014; Macaro et
al., 2018; West et al., 2015) and the negative emotional effects of low English proficiency in
the EMI classroom have also been observed (Moratinos-Johnson et al. 2018; Santos et al.,
2018). Furthermore, some students believe that heterogeneous English levels among
classmates oblige instructors to cater to less linguistically proficient students, resulting in
excessive stops and interruptions during lectures and ultimately less efficient learning for
everyone. This is a frustration shared by instructors (Guarda & Helm, 2017) and administrators
(Wächter and Maiworm, 2014) in other studies, too. Consequently, some students in this study
believe that UdA should make EMI optional and/or impose English proficiency requirements
for EMI enrolment or admission to UdA. However, Breeze (2014) advises against establishing
an absolute cutoff level for EMI, as some less proficient students had positive EMI outcomes
in her research. Conversely, she suggests that universities provide better support for EMI
students and instructors. In like manner, some students believe UdA should reinstate English
language courses, an implicit criticism of EMI’s gradual elimination of EFL courses from UdA
curricula (see section 3), a currently limited but increasingly common practice at universities
(Dearden, 2014).
However, no matter their proficiency levels in English, UdA students generally believe that
EMI requires greater effort than learning through their L1, a belief shared by students in many
previous studies (Aguilar & Rodríguez, 2011; Airey, 2009; Cots et al., 2016; Tatzl, 2011).
Specifically, UdA students claim that written work in English is more time consuming, that
EMI requires an adaptation period, and that specific strategies aid EMI learning, including the
use of dictionaries, paying closer attention during lectures, and asking questions in the L1
(Catalan) to clarify doubts. The use of strategies by EMI students has been illustrated in other
studies (Airey & Linder, 2007; Breeze, 2014; Fujimoto-Adamson & Adamson, 2018; Moore
et al., 2013; Rivero-Menéndez et al., 2018; Van der Welt, 2013) and has been previously
discussed in this section.
Due to UdA students’ varying proficiency levels in English and the greater workload associated
with EMI, some students question if UdA should apply EMI uniformly across bachelor’s
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degrees. They contend that UdA should consider differences between disciplines in relation to
English language needs and subject difficulty when introducing EMI. Nursing students are
especially concerned about the added challenges created by studying more complicated subject
materials through English, which they believe results in reduced content learning for less
linguistically proficient students. Some of these students believe that other languages, such as
Spanish or French, would be more suitable for teaching complicated content. Relatedly, some
students believe that English proficiency is more necessary in certain professions, which should
influence the degree to which UdA applies EMI in their studies. As explained in the Theoretical
Framework, these beliefs about disciplinary differences are shared by Kuteeva and Airey
(2014), who argue that discrepancies in the way disciplines construct knowledge should
influence administrators’ decisions about EMI application. Moreover, some scholars are
critical of the dominant role played by English at universities and support more plurilingual
language policies in higher education (Doiz et al., 2014b; Earls, 2013; Lasagabaster, 2016;
Phillipson, 2015).
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7

CONCLUSION

As the University of Andorra adapts to globalization and the internationalization of higher
education, UdA administrators have adopted language policies that prioritize English and the
implementation of EMI (Grup de Recerca en Llengües, 2018; Política lingüística, 2021;
Universitat d’Andorra, 2018). In this way, English has taken a privileged position as a vehicular
language alongside Catalan, with all four on-campus bachelor’s degrees having introduced
compulsory EMI courses into their curricula (Consell de la qualitat de la Universitat d’Andorra,
2017; Llengües, 2020). This study explores UdA students’ language beliefs about UdA’s
language management according to Spolsky’s (2004) three-component theory on language
policy (language management, language beliefs, and language practices). An analysis of UdA
students’ language beliefs as a way of measuring their congruency with UdA’s language
management decisions is crucial to understanding their potential for success (Spolsky, 2005).
This research presents the first qualitative data on UdA students’ beliefs about English
proficiency and EMI, to our knowledge. This current section presents this study’s most
significant conclusions and the author’s recommendations for UdA’s language policy. It also
describes this study’s limitations and provides ideas for future research on EMI at UdA.

7.1

Conclusions

First, in regards to the linguistic and educational profiles of students enrolled in EMI at UdA,
more participants speak Catalan and Spanish at home than French or Portuguese. Likewise,
more students report being fluent in Catalan and Spanish than they do in French or English.
These findings are similar to data from previous research on the linguistic profiles of Andorran
residents (Govern d’Andorra, 2019b) and UdA students (Bastida et al., 2015). Notably,
students from all three education systems and varying English proficiency levels supplemented
their English training at pre-university level with extracurricular classes and activities,
indicating that the English instruction they received in schools was insufficient, a belief shared
by students in Margarit and Monné’s (2006) study on the language beliefs and practices of
Andorran youth, as well.
Second, participating UdA students associate English proficiency with professional
advantages. Nursing students believe that English facilitates communication with patients and
accessing valuable up-to-date information in scientific publications. Computer Science
students see English as a necessary skill when communicating with professionals from other
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countries, retrieving reliable information, using computer programs, and programming more
efficiently. Business students believe English is essential for communication when carrying
out business transactions in Andorra and abroad.
Third, there are disciplinary differences related to students’ beliefs about the usefulness of
languages. Whereas most participating UdA Nursing students tend to value the usefulness of
different languages equally, most Business and Computer Science students believe English is
more useful than other languages. Still, students from all three disciplines believe that there are
mobility-related advantages to knowing languages other than English, including access to
employment opportunities abroad and better job performance when working in other countries.
Fourth, most participating UdA students feel linguistically prepared for EMI, but a majority of
students believe that they do not yet have all of the English skills needed for adequate
professional performance in their chosen careers. In particular, less linguistically proficient
students in English feel unprepared for their careers in terms of written and oral expression,
and more linguistically proficient students describe weaknesses in terms of spelling, idioms,
and vocabulary. Notably, students’ beliefs about the English learning benefits afforded by EMI
seem to address these linguistic shortcomings. This suggests that EMI is an effective way to
teach the professional English skills valued by UdA students.
Fifth, participating UdA students believe that their English proficiency levels play an important
role in the learning of content and English through EMI and their self-confidence in English.
Students with initially low self-reported English proficiency perceive greater gains in their
English language learning and self-confidence through EMI. Even so, although fluency is
unnecessary to experience these benefits, students believe that a basic foundation in English
prior to EMI participation is imperative. On the other hand, with respect to content learning,
many students believe that less proficient students in English learn less content through EMI.
Similarly, some students argue that heterogeneous proficiency levels in EMI classes oblige
instructors to cater to less proficient students, which slows the content learning of other
students.
Sixth, many participating UdA students believe that their instructors’ English proficiency and
EMI teaching practices affect students’ abilities to learn English and content through EMI.
Specifically, students claim that their instructors’ insufficient English skills negatively impact
their English learning, and that adequate EMI teaching methods augment content learning and
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their general satisfaction with EMI, resulting in more learning motivation. Similarly, students’
beliefs about online learning during the Covid-19 pandemic lockdown suggest that EMI
teaching practices determine learning outcomes in online contexts, as well.
Seventh, participating UdA students believe that certain factors, such as the greater complexity
of some subjects’ content, the challenges experienced by EMI students with low English
proficiency, and distinct professional requirements for English according to discipline, should
be considered when making language management decisions about EMI. Some participants,
primarily Nursing students, believe that instructors should teach more complicated content
through vehicular languages in which UdA students have higher proficiency. In similar fashion,
some students support changes in UdA policies, calling for more linguistic support through
English language classes, making EMI optional and/or advocating for an English proficiency
requirement prior to EMI enrolment or admission to UdA.

7.2

Policy Recommendations

When analyzed in conjunction with Spolsky’s (2004) three-component theory, these seven
conclusions confirm that UdA students’ language beliefs generally align with UdA’s language
management decisions aimed at promoting the knowledge and use of languages, particularly
English, which they believe will be useful for carrying out the duties of their prospective careers
and accessing employment opportunities. Moreover, most students feel that they have not yet
acquired essential professional English skills, and their beliefs about the linguistic benefits of
EMI suggest that EMI at UdA is an effective way to learn these skills. However, they also
reveal some incongruencies between students’ language beliefs and UdA’s language
management decisions, highlighting a need for supplementary English language training and
preparatory courses for EMI students and instructors, and consideration of disciplinary
differences in regard to the use of languages in students’ prospective careers and the
professional English skills that students prioritize. With this in mind, the author proposes the
below amendments to UdA’s language policy.
Firstly, in addition to its role in facilitating international student mobility, EMI at UdA has both
content and language-based objectives, as evidenced by the 2018 PAM (Grup de Recerca en
Llengües de la Universitat d’Andorra, 2018) and UdA’s replacement of EFL by EMI in the
curricula of its on-campus bachelor’s degrees (Les llengües als bàtxelors, 2020). While this
study concludes that UdA instructors’ English proficiency levels and teaching practices play a
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vital role in helping students meet these objectives, students’ beliefs denote that there are
discrepancies between EMI instructors at UdA related to their English proficiency and the
effectiveness of their teaching practices. Therefore, even though UdA offers optional EMI
preparatory courses and English language courses to instructors (Grup de Recerca en Llengües
de la Universitat d’Andorra, 2018), the author recommends that all EMI instructors receive
compulsory EMI-specific training, which should assess and address the linguistic shortcomings
of instructors and teach EMI skills that aid student comprehension of lectures, such as those
described by Breeze (2014).
Secondly, although our findings demonstrate that many UdA students feel linguistically
prepared for EMI, they also conclude that the insufficient English skills of many other UdA
students hinder EMI learning. UdA aims to prepare less proficient students for EMI through
the English language preparatory course described in the 2018 PAM (Grup de Recerca en
Llengües de la Universitat d’Andorra, 2018). This is an elective twenty-hour course designed
to strengthen the skills of all EMI students with a CEFR level below B1, which UdA taught for
the first time in September 2020 (Curs preparatori de nivell B1 de llengua anglesa, 2020).
Still, although this course may improve students’ general English skills prior to EMI, this
study’s findings illustrate that EMI students use English differently according to their
disciplines and would benefit from more extensive English language training catered to their
particular academic and professional needs. However, UdA’s bachelor’s degrees are three-year
programs and are limited to 180 ECTS credits, and three of UdA’s bachelor´s degrees have
adopted competency-based curricula through the teaching of modules instead of subjects
(Universitat d’Andorra, 2020). This reality complicates any attempt to offer students the
additional linguistic support they need through additional courses. For this reason, the author
suggests that ESP instructors collaborate with and teach alongside EMI instructors in Englishtaught modules, which would provide students with discipline-specific English skills
(González-Ardeo, 2013) and enable EMI students to learn from both language and content
experts at the same time (Mancho-Barés & Aguilar-Pérez, 2020), while respecting the credit
limitations and design of UdA’s three-year bachelor’s degrees.
Thirdly, our study illustrates that EMI requires more effort and time than learning through
Catalan, and that changes in study habits and the employment of certain strategies help UdA
students adapt to the additional challenges of learning through English. Furthermore, previous
research has shown that efficient notetaking (Airey & Linder, 2007; Breeze, 2014), study time
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management, and effort regulation (Rivero-Menéndez et al., 2018) help EMI students learn
more effectively. Therefore, in addition to the acquisition of discipline-specific English, it is
imperative that EMI students receive training in these essential skills. For this reason, this
author recommends that UdA require all EMI students to participate in the EMI preparatory
courses presented in the 2018 PAM (Grup de Recerca en Llengües de la Universitat d’Andorra,
2018) prior to EMI enrolment, while ensuring that these courses teach these particular skills.
Finally, our findings reveal that UdA students are fluent in Catalan and Spanish but less
proficient in English and/or French. They also show that UdA students value languages
differently according to their field of study. In particular, Business and Computer Science
students believe that English is the most useful language for their prospective careers, but
Nursing students prioritize proficiency in many languages, a position supported by Garone and
Van de Craen (2017). At the same time, UdA Nursing students express serious concerns about
students in their program who are linguistically unprepared for EMI and the additional
challenges they experience when learning complicated subject materials through English. With
all of this in mind, the author recommends that UdA introduce French as a vehicular language
into the Bachelor of Nursing, preferably in courses with more complex subject matter. This
would allow Nursing students to reinforce their skills in both French and English while
facilitating content learning through a language more similar to students’ native language(s).

7.3

Limitations of this Study

Despite providing a vital first in-depth exploration of students’ beliefs about English
proficiency and EMI at UdA, this study also presents several limitations. First, as previously
explained, Spolsky’s theory on language policy is composed of language management,
language beliefs, and language practices (Spolsky, 2004). This study discusses only two of
Spolsky’s components (language management and language beliefs), so it does not provide a
complete view of UdA’s language policy. Moreover, this research explores students’ beliefs
about EMI, but it does not describe the beliefs of other UdA stakeholders, such as instructors,
administrators, or administrative staff. Second, even though questionnaires provide valuable
data regarding students’ beliefs, some students’ responses are vague and require further
clarification in order to better understand students’ perspectives. Third, data from this study do
not represent all four on-campus bachelor’s degrees equally. Findings include data from only
two Computer Science students and no data from the Bachelor of Teaching and Learning
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students. Fourth, this research describes students’ beliefs about the effects of EMI on their
English learning, but it does not employ objective language tests as a way of verifying EMI’s
impact on their English. Fifth, although some students claim that instructors’ English
proficiency levels and teaching methods affect their English and content learning, a lack of
information about EMI instructors’ actual English proficiency levels or EMI teaching methods
creates limitations for analysis of students’ beliefs. Sixth, this study describes students’
perspectives of English proficiency and EMI at a specific moment, but it does not examine how
these beliefs change over time. Finally, this study’s findings question the suitability of using
self-reported fluency and the Oxford Placement Test for measuring students’ preparedness for
EMI.

7.4

Future Research

These limitations underscore a need for further research into language beliefs and practices at
UdA. Mixed methods studies into the ideologies and practices of other UdA stakeholders,
including the students who were excluded from this study, are imperative for understanding
UdA’s language policy. Likewise, longitudinal studies would clarify whether these beliefs
change over time, and the inclusion of objective language testing to measure specific skills
before and after EMI, would fulfill a general need for research of this kind (Macaro et al.,
2018). This would further illustrate EMI’s impact on English learning at UdA. In the same
way, using English proficiency tests other than the Oxford Placement Test as a way to assess
initial English proficiency could produce distinct results and should be explored. Research is
needed into why UdA students with lower self-reported fluency experience greater gains in
English and why UdA students with proficiency levels below B2 experience high EMI
satisfaction. Additionally, studies into instructors’ English proficiency levels and their teaching
methods would help to understand how EMI instructors influence student learning while
simultaneously identifying weaknesses that UdA should address through professional
development programs. Finally, further research into all aspects of online EMI would provide
valuable insights for determining best practices for online EMI at UdA and elsewhere.
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9

APPENDIX

9.1

Questionnaires

9.1.1 Questionnaire A
1. Quina és la teva llengua materna? / Quines són les teves llengües maternes?
What is/are your native language(s)?
2. En quina/quines llengua/llengües, a més a més de la teva llengua nativa, t’expresses de
manera fluïda (oralment i per escrit)?
In what language(s), besides your native language(s), do you express yourself fluently
(in oral and written form)?
3. En quin sistema escolar vas estudiar?
In which education system did you study?
4. Quines van ser les llengües d’ensenyament durant la teva escolarització?
Which languages were used for teaching during your schooling?
5. Quina importància té l’anglès en l’exercici de la teva futura professió? I per què té
importància?
How important is English in exercising your future profession? Why is it important?
6. Quina importància tenen els coneixements d’altres llengües estrangeres en l’exercici de
la teva futura professió? Quines?
How important is knowledge of other languages in exericising your future profession?
Which languages?
7. En quina mesura l’UdA haurà de prioritzar l’anglès en lloc del francès o l’espanyol? O
en el mateix nivell?
To what extent should UdA prioritize English over French or Spanish? Or at the same
level?
8. Com descriuries les teves habilitats comunicatives en anglès?
How would you describe your communicative skills in English?
9. Com valores la teva preparació lingüística en relació a la teva futura vida professional?
How linguistically prepared do you feel for your future professional life?
10. Com valores la teva preparació lingüística per cursar assignatures vehiculades en
anglès?
How linguistically prepared do you feel to undertake EMI courses?
11. Què opines sobre assignatures vehiculades en anglès com a eina per l’aprenentatge de
l’anglès?
What is your opinion of EMI as a tool for learning English?
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12. Quines són les semblances i les diferències de les habilitats lingüístiques adquirides
entre cursos d’anglès i assignatures vehiculades en anglès?
What are the similarities and differences between the language skills acquired through
English language courses and those acquired through EMI?
13. Com varien les habilitats lingüístiques adquirides entre cursos virtuals vehiculats en
anglès i cursos presencials vehiculats en anglès?
How do the language skills learned through online EMI and in-person EMI vary?
14. Quina autoconfiança tenies en anglès abans de cursar l’assignatura vehiculada en
anglès? Quina autoconfiança en anglès tens ara?
How was your self-confidence in English before EMI? How is your self-confidence in
EMI now?
15. Com ha estat el teu aprenentatge de continguts en anglès en format presencial? Explica
la teva experiència.
What has been your experience with learning content through in-person EMI?
16. Com ha estat el teu aprenentatge de continguts en anglès en format virtual? Explica la
teva experiència.
What has been your experience with learning content through online EMI?
17. En quina mesura les assignatures vehiculades en anglès haurien de ser obligatòries?
To what extent should EMI courses be compulsory?
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9.1.2 Questionnaire B
1. Quina és la teva llengua materna? / Quines són les teves llengües maternes?
What is/are your native language(s)?
2. En quina/quines llengua/llengües, a més a més de la teva llengua nativa, t’expresses de
manera fluïda (oralment i per escrit)?
In what language(s), besides your native language(s), do you express yourself fluently
(in oral and written form)?
3. En quin sistema escolar vas estudiar?
In which education system did you study?
4. Quines van ser les llengües d’ensenyament durant la teva escolarització?
Which languages were used for teaching during your schooling?
5. Quina importància té l’anglès en l’exercici de la teva futura professió? I per què té
importància?
How important is English in exercising your future profession? Why is it important?
6. Quina importància tenen els coneixements d’altres llengües estrangeres en l’exercici de
la teva futura professió? Quines?
How important is knowledge of other languages in exericising your future profession?
Which languages?
7. En quina mesura l’UdA haurà de prioritzar l’anglès en lloc del francès o l’espanyol? O
en el mateix nivell?
To what extent should UdA prioritize English over French or Spanish? Or at the same
level?
8. Com descriuries les teves habilitats comunicatives en anglès?
How would you describe your communicative skills in English?
9. Com valores la teva preparació lingüística en relació a la teva futura vida professional?
How linguistically prepared do you feel in regard to your future professional life?
10. Com valores la teva preparació lingüística per cursar assignatures vehiculades en
anglès?
How linguistically prepared do you feel to undertake EMI courses?
11. Què opines sobre assignatures vehiculades en anglès com a eina per l’aprenentatge de
l’anglès?
What is your opinion of EMI as a tool for learning English?
12. Quines són les semblances i les diferències de les habilitats lingüístiques adquirides
entre cursos d’anglès i assignatures vehiculades en anglès?
What are the similarities and differences between the language skills acquired through
English language courses and those acquired through EMI?
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13. Quina autoconfiança tenies en anglès abans de cursar l’assignatura vehiculada en
anglès? Quina autoconfiança en anglès tens ara?
How was your self-confidence in English before EMI? How is your self-confidence in
EMI now?
14. Com ha estat el teu aprenentatge de continguts en anglès? Explica la teva experiència.
What has been your experience with learning content in English?
15. En quina mesura les assignatures vehiculades en anglès haurien de ser obligatòries?
To what extent should EMI courses be compulsory?

86
Students’ Beliefs about English Proficiency and English-Medium Instruction at the University of Andorra – Alisa M. Vaughan

9.2

Research Information Sheet
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9.3

Informed Consent Form
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9.4

Authorization from UdA’s Academic Board

9.4.1 Authorization to Perfom Research at UdA
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9.4.2 Authorization to Request Access to Students’ Oxford Placement Test Scores
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